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ABSTRACT
English Language Teacher Education (ELTE) in Vietnam is rapidly changing to address
the requirements of the new socio-economic context. Vietnamese ELTE receives an
increasing amount of investment, in terms of finance, resources, and teacher training.
However, it may be perceived as a system that has more challenges than opportunities
with many concerning issues regarding curriculum, pedagogies, and assessments. Many
ELTE graduates are unable to meet Ministry of Education and Training (MoET)
standards.
Given its predominant role, it is imperative to consider how policy shapes
practice. My study provides an understanding of the alignment of ELTE curricula,
pedagogies, assessments, outcomes, and standards.
I employed a mixed-method approach to examine policy documents, survey
data, and interviews conducted with lecturers and instructional leaders from 11
institutions across all parts of Vietnam to explore potential gaps between policy and
implementation.
My findings indicate that there are points of strong and weak alignment between
and among ELTE curricula, pedagogies, assessments, outcomes, and standards. I found
a strong alignment (i) between curricula, foundation knowledge, English language
knowledge, and pedagogical knowledge standards, and (ii) between curricula and
MoET’s dispositional standards. But the alignment of (i) assessment, outcomes, and
learning capacity standards, in terms of both content and form, and (ii) curricula with
MoET’s research skills, soft-skills, IT skills, and social integration skills standards is
weak.
My findings also reveal that the participants express concerns regarding
curricula, pedagogies, assessments, and outcomes across the curricula I sampled. They

xiii

suggested that outcome statements did not clarify MoET’s assessment or research skills
requirements. Reported outcomes did not meet MoET’s standards. Institutions faced a
variety of assessment constrains (for example, poorly equipped test systems, poorly
designed assessments, time constraints, and poor assessment weighing). There was
imbalance between theory and practice within the ELTE curriculum, which may not
provide graduates with sufficient knowledge or skills to teach effectively.
The participants believed that they taught well, but they identified challenges of
teaching (for example, students’ low entry levels, large classes, poor teaching and
learning conditions, limited teaching resources, and limited time along with an
overburdened curriculum).
I propose recommendations to improve the ELTE system. These include
increased professional development, more equitable investments across institutions, a
revision of outcomes so that they relate to standards, and improvements for how
students and programs are assessed. My further recommendation suggests that teaching
conditions need to be improved to meet MoET’s standards and social expectations.
Broader implications of my study suggest a need for a better alignment between
and among these five key elements. My study findings and implications address
multiple educational stakeholders. They are meaningful to ELTE governmental,
institutional, and faculty policy makers. I propose a tool for evaluating alignment
between curricula, pedagogies, assessments, outcomes, and standards, which may
improve tertiary ELT and be helpful for other EFL researchers.
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INTRODUCTION

Chapter 1: INTRODUCTION
In this chapter, I provide an orientation to my study. I offer an overview of Vietnamese
education as it affects Vietnamese English Language Teacher Education (ELTE)
broadly. I discuss Vietnamese ELTE in relation to other developed and developing
countries. This chapter describes my experiences as an English language lecturer and
researcher to frame my study’s aims and research questions. I conclude this chapter with
a discussion of the significance of my study, in terms of both theory and practice.
1.1

Background information

My passion for English language teaching grew through my Bachelor program at
Vietnam National University, University of Languages International Studies. I began my
career as an English teacher and a group leader of the pedagogy team at the Foreign
Languages Faculty at Hanoi Pedagogical University No. 2 (HPU2) in 2001. My
experience led me to consider many constraints that ELTE teachers face, including the
limited opportunities to engage in professional development.
HPU2 was founded in 1967 in Vinh Phuc, a small province 45 kilometres north
of Hanoi. It is representative of pedagogical institutions across the north of Vietnam. It
is not a large institution, compared to others in Vietnam, such as Vietnam National
University or Hanoi National University of Education. HPU2 recruits undergraduates in
the areas of Mathematics, Literature, Biology-Agricultural Technology, Chemistry,
History, Political Education, Physical Education, Information Technology, Primary
Education, and Foreign Languages. HPU2 is also responsible for training teachers for
high schools or higher education institutions in Northern Vietnam.
HPU2 formalised its recruitment of English majors when the Foreign Languages
Faculty was founded in 2003. Since then, it has developed two programs: English for
non-major students and English for major students. Prior to 2003, HPU2 only taught
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general English for non-major students. This change introduced new pressure to HPU2
instructors, challenging the six lecturers responsible for this English specified major
class. Other lecturers in the Faculty were not qualified to teach this cohort because they
did not achieve the national required ELTE certificates.
HPU2’s first ELTE cohort commenced study in 2012. Enrolment remains
consistent at 200 per year attracting most of its students from the north of Vietnam.
HPU2 has obtained an increasing amount of funding for improving facilities, materials,
and staffing through the Vietnam National Foreign Language Project 2020 (NFLP
2020). This program has provided greater opportunities for lecturers and the faculty to
improve their professional development.
Some challenges have accompanied these opportunities. The faculty has
developed ELTE programs, including many new courses, some of which the lecturers
had not taught before. Lecturers have increased responsibility for running and
developing the ELTE program. They are responsible for managing and evaluating
students’ learning. They design, develop, and implement the curriculum. Additionally,
they organise and participate in several internal and external conferences.
Two thirds of HPU2 English lecturers are young and inexperienced. ELTE
students’ English language proficiency (ELP) levels are generally low with great
variation from student to student. Novice lecturers have difficulties designing,
developing, and assessing an ELTE curriculum appropriate to their context. HPU2
students have low ELP entry level, which makes it difficult to meet MoET’s standards.
Additionally, its program must support government plans to develop the north of
Vietnam as a part of the process of integration into ASEAN and the international
community.
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HPU2 lecturers often have limited pedagogical knowledge and skills. Not all
lecturers have graduated from pedagogical institutions. Lecturers face challenges in
designing and then practising teaching new pedagogical courses and units. They are
constrained by the curriculum framework they are required to follow, even for courses
or units in which they have little or no experience.
At the time of writing (2016), my faculty had graduated nine cohorts of English
major students. However, these graduates’ feedback suggested that their employability
was poor; and the graduation outcomes were not as high as expected. After finishing the
ELTE program, many graduates lacked the confidence to take the exams necessary to
meet the national standards for beginning teachers of English. Of the students who
chose to take this test, a large number did not pass. Furthermore, those students who
have found employment suggested that they were not qualified enough to meet the
requirements of their teaching institutions.
As one of the six lecturers who were qualified, as a curriculum designer, and a
test bank developer, I understood the challenges that the lecturers, the faculty, and the
students face. I acknowledge that the demanding workload and a lack of support along
with limited knowledge were some of the significant challenges faced by teaching staff.
Based on my professional experience, I suspected that potential mismatches between
my faculty’s curriculum and pedagogies affected students’ learning; there appeared a
weak alignment with MoET’s standards. Broadly speaking, assessments did not seem to
match the intent of the curriculum or outcome requirements. These concerns led me to
investigate whether my experience was reflected in other Vietnamese institutions. This
is an important issue because of the NFLP 2020’s considerable investment in ELT.
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1.2

Overview of ELTE across countries

English has become the “global” language (Snyder & Beale, 2011). It is the official
language in a significant number of countries (e.g. the USA, the Caribbean, Australia,
United Kingdom, Canada, and New Zealand), the language of authority in certain other
countries (e.g. India, South Africa, Hong Kong, etc.), and a foreign language taught in
schools in more than 100 other countries (Crystal, 2003). It is currently the dominant
language within the international higher education sector. Globally, the number of
courses taught in English has grown, which has legitimised English as a lingua franca.
ELT is increasingly widespread, in non-English language countries, such as
Netherlands, Germany, France, Japan, and Korea et. al (Agrawal, 2004; Snyder &
Beale, 2011).
English as a native language (ENL) countries have instituted new regulations for
English language teaching in response to increased immigration. English as a second
language (ESL) and English as a foreign language (EFL) countries have made English a
compulsory school subject from very early grades. For example, the Vietnamese
National Foreign Language Project 2020 (NFLP 2020) requires all vocational school,
college, and university graduates to use English independently to be prepared for the
globalised context.
In the next section, I describe two examples of ENL ELTE first in the United
States and then in Australia, both decentralised educational systems. Then I illustrate
ESL ELTE in Singapore to demonstrate how a developed country has policies relating
to the promotion of English language teaching and learning. Next, I discuss how Japan,
as an exemplar of EFL countries, shares opportunities and similar challenges with
Vietnam. This section also describes specific aspects of EFL curriculum and assessment
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in Hong Kong, Turkey, and Thailand. I have selected these examples to demonstrate the
significant range of approaches to ELT in EFL countries.
1.2.1

ELTE in ENL countries.

There are important distinctions between ENL, ESL, and EFL ELTE programs (Brass,
2014). In ENL countries, English language and arts and literacy pre-service teacher
education do not share the similar concerns as ESL and EFL countries.
Up until very recently, the United States and Australian federal governments
have exercised little control over teacher education. Although teacher education
governance is the responsibility of individual US states, influential accreditation and
standards-setting organisations shape teacher education. Such accreditation programs
are quite similar (Wang, Coleman, Coley, & Phelps, 2003). In Australia, while each state
has its own teacher education policies, they tend to be aligned. Recent reforms have
tightened control over pre-service teacher education programs in response to the needs
of an increasingly diverse range of learners (Sharma, Forlin, Loreman, & Earle, 2006).
As a consequence, pre-service teacher trainers are required to develop their students’
understandings of cultural diversity, racism, poverty, gender, sexuality, appropriate
curriculum design and pedagogical practices (Doorley, Exley, & Comber, 2013).
Both US and Australian pre-service teacher education, while not tightly
controlled by the government as in other countries, are responsible to new policy
regarding curricula content and graduate outcomes. While these tertiary teacher
education systems remain decentralised, the accreditation and certification processes of
their different states are not dissimilar from other nations.
1.2.2

ELTE in ESL countries.

An increasing number of ESL countries have reformed their English language teaching
and learning programs. They have introduced reforms broadly from primary to tertiary
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education to develop students’ English communication capacity. Singapore is no
exception. Singaporean language policies are focusing on ELT for international
communication (Kam, 2002). In Singaporean schools, English language is used as the
primary medium of instruction. The Singaporean ELTE curriculum enacted in 2001 is
based on a language usage model. This model encompasses using language for
acquiring and disseminating information, as well as for social interaction and literacy
expression. Additionally, Singaporean preschool policy suggests that students should
study English before entering primary school (Kam, 2002).
Other ESL countries have instituted similar reforms. These policies share a
strong focus on using English for international communication and the introduction of
ELT at an early age. These key innovations shape their curricula reforms as well as
support their policy goals.
1.2.3

ELTE in EFL countries.

EFL countries have also invested in reforming ELTE. English is considered the most
dominant foreign language in the East Asia region, especially in Japan, China, Korea,
Taiwan and Thailand (Kam, 2002). EFL countries often require English as a compulsory
subject of primary school curricula. For example, children start learning English when
they are six in Hong Kong, six or seven in Taiwan, seven in Malaysia, nine in China,
and twelve in Japan (Baldauf Jr, Kaplan, Kamwangamalu, & Bryant, 2011; Nunan,
2003). These significant policy reforms may be part of these countries’ achievements in
international educational comparison.
EFL countries’ strategies to push English language development are varied. This
section reviews how Japan and Thailand ELT policies vary in their own context.
Japanese ELTE has many contextual similarities to Vietnam, in terms of both
development policy and challenges. Similar to the Vietnamese context, Japanese ELT is
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far behind other Asian countries, including China, Korea, Taiwan and Thailand (Honna
& Takeshita, 2005).
Over the past 15 years, Japanese ELTE has undergone significant changes. In the
late 1990s, pre-service English teacher education was not heavily invested in, and the
educational institutions did not pay much attention to either pre-service or in-service
teacher education (Yonesaka, 1999). However, two initiatives introduced in 1987, the
Japan Exchange and Teaching (JET) program, and the English curriculum revision,
heralded a process of ELTE innovation. ELT reform policies were drastic, including the
new team teaching practice in the JET program and the new content in Oral
Communication courses within the English curriculum revision (Hiramatsu, 2005). The
Japanese JET program and Oral Communication courses are remarkably similar to
Vietnamese Doi Moi policy in 1986; indeed, both nations’ policies were issued in
response to the economic changes.
Another Japanese policy of particular interests to the Vietnamese ELT context is
the “Strategic Plan to Cultivate ‘Japanese with English Abilities’” which demonstrates
the importance of English. This plan aims to develop the Japanese economy and
enhance Japan’s status in the world. The strategies require all graduates to attain a
certain level of English language ability so that they can use English in their work
(Honna & Takeshita, 2005); the Course of Study emphasised the development of
students’ practical communication in 2003 (Chiya, 2003). For these reasons, the
“Strategic Plan to Cultivate ‘Japanese with English Abilities”’ has some similarities
with the Vietnamese NFLP 2020, with the same focus on the importance of practical
English abilities.
Despite investment in the ELT sector, a number of problems emerged in Japan.
Many students did not study English effectively and they tended to lack confidence in
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English communication (Chiya, 2003). The pre-service teacher education system was
reportedly inadequate for the tasks presented in The Course of Study (G. Gorsuch,
2001). Many pre-service teacher graduates could not apply for a teaching job. The
reason for this is that once they received their teaching certificate, they must also pass a
municipal hiring examination. This exam did not focus on student performance, but on
theoretical knowledge (Silver, Hu, & Iino, 2002).
Other EFL countries have faced similar challenges in ELT although they all have
invested much in its development. Research has reported that students spend nearly 10
years studying English, but do not achieve the expected results. Lack of realistic
objectives, and more focus on teaching grammar than on practical language skills may
be the reasons for the ELT failure in these countries (Solak & Bayar, 2015). Another
concern is the mismatch between the tertiary English curriculum and workplace
demands for using English. For example, the Thai tertiary education English curriculum
does not focus on communicative skills, and thus its ELT has not prepared students with
English for a changing world (Wiriyachitra, 2002). As a consequence, Thai students’
ELP is relatively low compared to other ASEAN countries. Thai students’ ELP is far
behind that of Indonesia, Malaysia, the Philippines, and Singapore (Noom-ura, 2013).
Thai ELTE focuses on English language knowledge rather than usage (Todd & Shih,
2013).
EFL countries teach English as a compulsory school subject for students at a
very early age. Because of challenges with over-crowded classrooms, shortage or lack
of materials, poorly-equipped teaching, and unqualified teachers, the English
communication development policies are not fully implemented (Kam, 2002). While
these EFL countries are trying to make progress in developing ELT, the traditional
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teaching conventions remain. Similarities to the Vietnamese context are presented in the
next section.
1.3

Overview of the Vietnamese education system

The investment and development of the Vietnamese education system
The Vietnamese education system has changed in response to the requirements of a
rapidly evolving socio-economic context. Education is a top national policy priority and
the foundation for future economic development (P. H. Mai & Jun, 2013). The
Vietnamese government is playing a leading role in overseeing these changes. It has
made many changes to educational policy in recent years to better integrate the country
into the new global economy. These changes include revising curriculum, writing new
textbooks, and teachers’ professional development (D. K. Nguyen & Phan, 2016).
Vietnamese MoET enacted Education Law 2005 (Law No.38/2005/QH11, 2005)
set teacher education as its top national priority with a view to improve people’s
capacity, human resource training, and fostering talent. This law stipulates that the
improvements of education include: (i) linking education development with the needs of
socio-economic development, scientific and technological advances, security and
national defence, (ii) implementing standardisation, modernisation, and the social
impact of education while ensuring the balance between qualification, career and
regional structures, (iii) expanding educational participation based on the assurance of
quality and efficiency, and (iv) a close relationship between training and subsequent
employment (Law No.38/2005/QH11, 2005).
The Higher Education Reform Agenda (HERA) is charged to fundamentally
change the capacity and quality of tertiary education, and in particular increase the
competitiveness of this system. Importantly, another major goal is to develop strategies
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for improving teaching and learning foreign languages (Resolution No.14/2005/NQ-CP,
2005).
The investment in and development of Vietnamese teacher education
The first priority of Vietnamese tertiary education reform is to meet internationalisation
and globalisation goals. Since 1986, Vietnam’s “Doi Moi” policy has framed the
country’s economic advancement, human resource development, and socio-economic
reforms. Tertiary teacher education is an important focus of the Doi Moi framed policy.
For example, Decision No. 6290 aims to further develop teacher education. Seven
projects were initiated to develop teacher capacity, upgrade facilities of teacher
education institutions, develop educational leadership, and improve assessment in
teacher education (Decision No.6290/QĐ-BGDDT, 2011). Unfortunately, these projects
have not achieved the desired results.
Despite this expansion and greater opportunities to meet the demands of an
increased population which have helped generate new spaces of higher learning,
assessment of Vietnam’s education system suggests that it is outdated in comparison to
other ASEAN and international countries (T. L. Tran, Le, & Nguyen, 2014). Many
issues that need to be addressed are still emerging, for example, the low quality of
higher education output, the unqualified lecturers, and poor and non-diverse content of
curricula (Hamano, 2008; T. A. Nguyen, 2009; T. H. Nguyen, 2006; V. K. Nguyen &
Tran, 2013). The education system has not caught up with the Vietnamese social
economic expansion. Graduates lack basic soft-skills and are ill-prepared for
employment (Hayden & Lam, 2007; T. L. Tran et al., 2014). Specifically, teacher
education training does not address rapidly changing social expectations; teacher
educational programs are often disconnected from schools (P. H. Mai & Jun, 2013).
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The investment in and development of Vietnamese tertiary ELTE
Previous research has studied the development of ELTE in Vietnam in two different
periods, before and after Doi Moi policy introduction in 1986 (Dang, 2009; Hoang,
2013). My study discusses Vietnamese ELT in three periods: (1) before the Doi Moi
policy; (2) from the introduction of the Doi Moi policy in 1986 through to 2008 when
the National Foreign Languages Project 2020 (NFLP 2020) was launched; and (3) from
2008 to 2016. I have addressed Vietnamese ELT in these three periods because NFLP
2020 was the largest investment in ELT till 2008, and it has made many considerable
changes in ELP development. More importantly, this project was funded by the
government to set new and high ELP standards for students at all levels.
Before the Doi Moi policy, because of the Russian and French languages’
dominance, the status of English was quite restricted in Vietnam. There were fewer
students of English in comparison to Russian at that time. In higher education, students
chose Russian, not English, as both a discipline and as an elective. Government policies
focused on developing the Russian language, as Vietnamese education was influenced
by Soviet education. For example, 70% of students studied Russian while only 10%
learned English during the pre-Doi Moi era (Hoang, 2013; Vu & Burns, 2014).
The Doi Moi policy increased emphasis on English language teaching and
learning in Vietnam. The Sixth National Congress of the Vietnamese Communist Party
in December 1986 initiated both widespread economic systemic reforms and opened
Vietnam to the global economy. This policy positioned English as the premier foreign
language. The status of English was also significantly strengthened after Vietnam joined
the Association of South East Asia Nations (ASEAN) in 1995, the Asia-Pacific
Economic Cooperation (APEC) in 1998 and, the World Trade Organisation (WTO) in
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2006 (Thi Phuong Lan Nguyen & Phung, 2015; Phan, 2017). The number of students
studying English increased dramatically as a result (Thi Phuong Lan Nguyen & Phung,
2015). MoET identified the importance of English in local and global integration (H. D.
Le, 2015). English was instated as one of the six compulsory subjects in the national
secondary school level graduation examination. Moreover, both tertiary education
undergraduates and postgraduates began studying English as a compulsory subject.
English quickly replaced Russian despite the latter’s former predominance. The recent
internationalisation of the tertiary curriculum and the establishment of foreign-based
universities in major Vietnamese cities demonstrates the higher status of English and its
popularity (Lam & Albright, 2018).
MoET has made a number of decisions in developing ELTE. Its most significant
decisions were (1) the Vietnam National Foreign Language Project 2020 (NFLP 2020)
which commenced in 2008, (2) the Law on Higher Education, 2012, and (3) Decision
No.711 on Education Development Strategies for the period 2011-2020. MoET further
issued Regulation No. 25/2006 and Decision No. 43/2007, to define curriculum reform
at an undergraduate level (Decision No.25/2006-QD-BGD DT, 2006; Decision
No.43/2007-QD-BGD DT, 2007). These regulations focus on meeting human resource
demands within rapidly changing global contexts.
NFLP 2020 increased investment in English language teaching and learning at
all levels for all sectors. This project invested approximately five billion USD (Decision
No.1400/QD-TTg, 2008). It led to the implementation of new and compulsory English
programs to meet higher graduate standards. It requires all ELTE graduates to achieve
ELP Level 5 based on the Common European Framework of Reference (CEFR)
(Decision No.1400/QD-TTg, 2008, Section II, Article 5) The purpose of this project is
to develop the foreign language capacity of all vocational schools, colleges, and
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university graduates. Graduates must be prepared to use foreign languages confidently.
It also aims to renovate curricula to fit with different learning and training levels, enrich
and upgrade human resources’ language capacity, and to diversify studying methods to
meet learners’ needs (Decision No.1400/QD-TTg, 2008).
The status of ELTE was further enhanced because “English has become the
medium of instruction for other subjects like mathematics, computer science, physics,
chemistry and biology” (Decision No.2080/QĐ-TTg, 2017, p. 1). The use of English as
medium of instruction for non-major subjects necessitated a large number of institutions
to sustain or initiate new ELTE programs. Institutions have greater strategic plans to
develop their programs, seeking to meet social expectations and global changes’
requirements (Hoang, 2013; T. A. Nguyen, 2009; V. K. Nguyen & Tran, 2013).
Concerns for Vietnamese tertiary ELTE
Many studies have reinforced concerns about the implementation of ELTE related
policies. For example, institutions may not have met the social expectations around the
implementation of policies, and institutions appear to have been constrained when
developing appropriate curriculum (Dao & Hayden, 2010; Harman, Hayden, & Pham,
2010; N. T. Phan, 2015). There appears to be a great variation in curricula, pedagogies,
and assessments, which makes it difficult to compare these programs with the national
standards.
This variation in curriculum, pedagogies, assessments, and learning
requirements across institutions is confounded by parallel contingent policies granting
the institutions more autonomy. Despite a need to follow policies regarding curriculum
design (Decision No.25/2006-QD-BGD DT, 2006), institutions have been given
autonomy to design their own curriculum (Law No.08/2012/QH13, 2012). Institutional
curriculum design criteria tend to match their own capacity, they devise outcomes
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individually, and they apply various teaching techniques, which do not necessarily
prepare their graduates to meet outcomes and national standards (T. A. Nguyen, 2009).
A few national and regional universities, for example, Vietnam National University,
University of International Studies, Thai Nguyen University, and Vinh University, have
invested in curriculum development based on US, Polish, and German curriculum
strategies. Some other institutions have borrowed or adapted another curriculum without
considering their specific contexts. Because of these variations, Vietnamese ELTE does
not meet the rising demands of socio-economic development (Giáo dục & Thời đại,
2010 February 13; Hoe & Van, 2015; Vietbao.vn, 2004 December 09).
There are curriculum and pedagogy challenges to maintain teaching and learning
English in the mainstream schooling of Vietnam (H. D. Le, 2015; V. C. Le & Nguyen,
2017; Thi Phuong Lan Nguyen & Phung, 2015). ELTE students’ achievements remain
lower than government and social expectations despite high levels of investment (H. T.
Do & Ho, 2011; Ho, n.d; H. V. Le, 2014; V. C. Le & Nguyen, 2017). While ELTE
pedagogy has focused on communication, students’ lexico-grammatical knowledge is
what is tested (Hoang, 2013; V. C. Le & Barnard, 2009; V. C. Le & Nguyen, 2017).
Further, teaching and learning materials in ELTE courses may not be effective. Many of
these materials focus on grammar and reading comprehension, and they do not improve
students’ language proficiency (Nunan, 2003).
Many ASEAN countries have made similar investments in ELT; however,
Vietnam, Thailand, and Japan have not fully benefited from these investments and share
gaps between policy and implementation (V. C. Le & Barnard, 2009; Todd & Shih,
2013). Graduates’ ELP in these countries remains low. All these countries share
mismatches between curriculum and examination. English pedagogies and teaching
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materials do not focus on communicative skills but on grammar and theory (V. C. Le &
Barnard, 2009; V. C. Le & Nguyen, 2017; Thi Phuong Lan Nguyen & Phung, 2015).
The Vietnamese government has identified the outdated curricula and teaching
methods as the main causes of ELT issues. Curricula were reported to be too contentheavy, overly academic, and lacking in professional development (Decision
No.711/QD-TTg, 2012). Teaching and learning methods were noted as inappropriate (T.
L. Tran et al., 2014). The teacher-centred approach was criticised for restricting learners’
enjoyment, creativity, and ability to actively engage in their learning activities. The
exam-oriented nature of Vietnamese schooling emphasised grammar and translation (T.
T. T. Phan, 2015).
Based on my experience and the concerns raised by others, I conducted this
study to identify whether mismatches between curriculum, pedagogy, assessments,
outcomes, and MoET’s standards are a systemic contribution to the problems discussed.
I began my study with a general overview of the Vietnamese education system. Next, I
discussed educational policy implementations, investments, and ELTE’s position in the
Vietnamese education system. I then focused on ELTE programs in different
institutions, in terms of current curriculum, pedagogies, and assessments, to understand
whether they are aligned with institutional outcomes and MoET’s standards.
1.4

Objectives of the study

Understanding how policy shapes practice is crucial in advancing the ELTE in Vietnam.
My study explored the alignment of the institutions’ curricula, pedagogies, assessments,
and outcomes with MoET’s standards. It aimed to examine the following issues:
(i)

the extent to which the institutional ELTE curricula and pedagogies are

aligned with their outcomes and MoET’s standards
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(ii)

the extent to which the institutional assessments are aligned with their

outcomes and MoET’s standards
(iii)

the extent to which the institutional curricula and pedagogies are aligned

with their assessments, in terms of both content and form.
1.5

Research questions

My study was framed by the following overarching question:
Within Vietnamese English Language Teacher Education, to what extent are
institutional curricula, pedagogies, assessments, and outcomes aligned with MoET’s
standards?
which are elaborated into further sub-questions:
1. To what extent are current institutional ELTE curricula and pedagogies
aligned with their outcomes and with MoET’s standards?
1.1. Do institutional curricula and pedagogies move logically from one level to
the next, and are there clear connections to their outcomes and MoET’s standards?
1.2. Do institutional curricula and pedagogies address the knowledge, skills, and
dispositions identified in their outcomes and MoET’s standards?
2. To what extent are institutional assessments aligned with their outcomes and
MoET’s standards?
2.1. Do the institutions assess knowledge and skills that are aligned with their
outcomes and MoET’s standards?
2.2. Do the forms of the assessment used by institutions align with their
outcomes?
3. To what extent are current institutional ELTE curricula and pedagogies
aligned with their assessments?
3.1. Are assessments representative of institutional curricula content?
16
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3.2. Are the forms of assessment consistent with the skills and abilities specified
in the curricula?
1.6

Significance of the study

My study contributes to the extant literature in terms of both research topics and
contexts. For example, there is not a great deal of research on the alignment of curricula,
pedagogies, assessments, outcomes, and standards in the Vietnamese education. It also
makes a contribution to the research methodology, because previously Vietnamese
related studies have only looked at a case study approach, rather small in scale and
institution based. My study is far larger and more comprehensive in practice as I
analysed documents, surveyed data, and conducted interviews not only at the
institutional level, but also at the national level.
Very few studies have explored the alignment of these levers at a large number
of Vietnamese tertiary ELTE institutions. The data collected from eleven institutions
across Northern, Central, and Southern regions of Vietnam provide a more complete
understanding about the alignment between curricula, pedagogies, assessments,
outcomes, and standards. My analysis may provide government and institutional
stakeholders a better appreciation of how well their curriculum, pedagogies,
assessments, outcomes, and MoET’s standards are aligned.
My study makes recommendations to improve the adaptation of ELTE programs
in lights of the social and economic demands graduates face in an era of ever increasing
international competition. I also offer a tool to evaluate the ELTE curriculum,
pedagogies, assessments, outcomes, and standards alignment. Tools such as the one I
offer as a result of my research may be important because currently there are few frames
or models to evaluate the alignment in Vietnamese tertiary education.
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1.7

Organisation of the study

This section outlines my study about the alignment of curricula, pedagogies,
assessments, outcomes, and standards in Vietnamese ELTE institutions. I have provided
an orientation to my study with an overview of Vietnamese ELTE and I also have
included a review of relevant research related to my study. This is followed by a
discussion of how I operationalise my study through my methodology. I then report on
the participants’ concerns about MoET’s unachieved ELP standards and address their
perceptions of the alignment between the five key ELTE levers. Following this, I lay out
the outcome requirements at the institutional level, and describe the issues and problems
within Vietnamese ELTE programs. My policy documents analysis to address the
implementation of policy at the institutional and faculty level is also included. I
triangulate all my data analysis findings and overarching conclusions to the alignment
of Vietnamese ELTE programs in the last chapter. My recommendations for government
and ELTE institutional stakeholders to improve the adaptation of ELTE programs, and
further research suggestions conclude my study. Figure 1.1 illustrates the logic of my
study.
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Orientation to my study
• A great deal of variety of policies and a
range of implementations
• Possible misalignment between curricula,
outcomes, and national standards
• Possible misalignment between curricula and
assessments
• Possible misalignment between assessments
and national standards

Significance
• Addressing the gap in the
literature
• Investigating the alignment of
curricula, pedagogies, assessments,
outcomes, and MoET’s standards
• Formulating a tool to evaluate
the alignment of these five levers

Central research question
Within Vietnamese ELTE, to what extent are institutional curricula, pedagogies,
assessments, and outcomes aligned with MoET’s standards?

•
•
•
•

Literature review
ELTE in ENL, ESL, EFL, and Vietnam
Standards and Outcomes in ENL, ESL, EFL, and Vietnam
Assessments, Curriculum, and Pedagogies in ENL, ESL, EFL, and Vietnam
Alignment of ELTE national standards and state, institutional implementations
o in ENL countries
o outside the ENL countries

Research design
• Mixed-methods
+ Document collection and analysis
+ Survey conducted and analysis
+ Interviews conducted and analysis

Conceptual framework of
Alignment between curricula,
pedagogies, assessments, outcomes,
and standards of Vietnamese ELTE

Findings
• Strengths and weaknesses of Vietnamese ELTE programs
• Strong and weak alignment of curricula, pedagogies, assessments, outcomes, and
standards within Vietnamese ELTE programs

A tool to evaluate the alignment
between curricula, pedagogies,
assessments, outcomes, and
standards of Vietnamese ELTE

Implications

Figure 1.1 The logic of the study
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Chapter 2 reviews the theorising and evaluation of standards, outcomes,
assessments, curriculum, and pedagogies - five key levers of ELTE programs across
ENL, ESL, and EFL countries in order to obtain a better understanding of the
Vietnamese context. I review previous research regarding definitions, importance, and
factors affecting the alignment in teacher education program as well as the debates of
educational alignment across these countries. Based on this literature review, I adapted a
conceptual framework for evaluating alignment between and among ELTE curriculum,
pedagogies, assessments, outcomes, and standards in my study.
I provide my research design and method in Chapter 3. In this chapter, I provide
a rationale for a mixed-method approach. Next, I detail a description of my research
sites and participant recruitment. I discuss how my data collection instruments enable
me to answer my research questions. Then I present my analytical frameworks, which I
use in my data analysis. In order to bring meaning to my data, I employed (i) MoET’s
domain standards, (ii) Peacock’s curriculum evaluation framework, (iii) an effective
Pedagogy framework adapted from NSW Department of Education (2003 and 2016)
and New Zealand Ministry of Education’s quality teaching frameworks, (iv) the Revised
Bloom’s Taxonomy framework, and (v) Webb’s Depth of Knowledge criteria. I
conclude Chapter 3 with a discussion of confidence, reliability, and ethical concerns.
Chapters 4, 5, 6, and 7 present my findings. Chapter 4 and 5 discuss the
participants’ perceptions about standards, outcomes, assessments, curricula, and
pedagogies. The relevant policy documents analysis at institutional and ministry levels
is presented in Chapters 6 and 7. Chapters 4 to 7 help to illustrate gaps and omissions
between policy and practice.
Beginning Chapter 4, I describe MoET’s new compulsory ELP requirements for
all Vietnamese ELTE graduates. Many of the participants perceived them unattainable.
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They were also concerned about their institutional reported outcomes. I then present
their perceptions about the weak alignment between (i) assessments, standards, and
outcomes, and (ii) curriculum, pedagogies, assessments, outcomes, and standards.
Chapter 4 also reports their perceptions about an overburdened curriculum, which has
too many non-language courses, and the insufficient allocation of time for professional
practice. I also describe lecturers and instructional leaders’ perceptions of their
pedagogical challenges.
I begin Chapter 5 with a description of an ad hoc process used in devising
outcomes and negative effects it has for some participating institutions, as perceived by
the participants. Weak clarification of institutional outcomes compared to MoET’s
standards is also illustrated in Chapter 5. I then focus on assessment issues, which
include unqualified assessment designers, non-standardised assessments, time
constraints, crowded test-venues, and poor assessment weightings. I report on lecturers’
and instructional leaders’ perceptions regarding students’ low entry levels, large class
sizes, poor teaching conditions, and insufficient time for professional practice within an
overcrowded curriculum. These issues affect the alignment between these levers and
MoET’s standards.
Beginning Chapter 6, I provide an overview of how educational policy is made
in Vietnam, with a focus on the roles of political ideology in educational policy within
the Vietnamese centralised education system. I continue this chapter with a description
of governmental policy related to all five levers of ELTE. I evaluate the strengths and
weaknesses of 11 collected ELTE curricula with regard to their outcome policy intent,
based on MoET’s five standard domains (foundation knowledge, professional
knowledge, basic and soft skills, employability skills, and life-long learning skills) with
a particular emphasis to their alignment with MoET’s standards. I conclude this chapter
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by reporting the participants’ recommendations to improve their institutions’ curriculum
and outcomes.
Chapter 7 continues my analysis of policy and practice in relation to assessments
and pedagogies at the institutional level. There is a great variation in ELP assessments
across participating institutions with some institutional ELP tests significantly different
from MoET’s samples. I describe how the knowledge dimension and cognitive demands
are assessed lower than the requirements at the course and program levels in ELT
assessments. I analyse two institutions’ policies regarding pedagogies and curriculum
implementation as they are often absent in the institutional policy. I conclude Chapter 7
with the participants’ recommendations for improving assessment and pedagogy.
In Chapter 8, I discuss my major findings. My overarching conclusions
regarding the alignment of the five levers are presented. These summarise conclusions
regarding strong alignment of (i) curriculum and foundation knowledge standards, (ii)
curriculum and dispositional standards; and the weak alignment of (i) curriculum and
employability standards, (ii) curriculum and skills standards, (iii) curriculum and
research skills standards, and (iv) assessments and curriculum, outcomes, and standards,
in terms of both content and form. I present a tool for evaluating alignment in the
Vietnamese ELTE context based on the conceptual framework presented in Chapter 2. I
end this chapter with the acknowledgement of my study limitations regarding data
collection, I propose recommendations to improve the alignment between ELTE key
levers, and I make suggestions for future research.
1.8

Chapter summary

This chapter has presented my rationale for undertaking this study. It has contextualised
the importance and development of English language teaching and learning all over the
world in general and in Vietnam context in particular. I provided an overview of ELTE
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across ENL, ESL, and EFL countries to compare with Vietnamese context. I presented
Vietnamese ELTE policies. One of the prominent policies describing the efforts of the
Vietnamese government to improve ELT was the Vietnamese National Foreign
Language Project 2020, which aims to increase graduates’ ELP at all levels. In the
coming chapters you will see how this policy shapes ELTE in Vietnam.
For this reason, I share how my own experience as an English lecturer and
language researcher at a provincial institution helped me contextualise my study. I have
worked with inexperienced lecturers, overburdened by curriculum, and students who
have low ELP. I have also noted graduates’ inability to achieve employability standards.
Based on my understanding of Vietnamese policy and the history of ELTE in Vietnam
coupled with my experience, I posed a question as to whether my experiences were
reflected in other ELTE institutions.
My study was conducted to investigate the alignment between ELTE curricula,
pedagogies, and assessments with their institutional outcomes and with Vietnamese
national standards. It was conducted at both provincial and metropolitan institutions in
the Northern, Central, and Southern regions of Vietnam, in order to provide a deep
understanding about alignment of curricula, pedagogies, assessments, outcomes, and
standards - the five key levers of Vietnamese ELTE (See Chapter 3).
In the next chapter, I offer a review of relevant literature on theorising and
evaluating these five key levers within teacher education. I review these levers in
different contexts of ENL, ESL, and EFL countries. I also make a comparison of these
levers in developed and developing countries with those in Vietnam. My adaptation of a
conceptual framework for evaluating alignment between these levers in Vietnamese
ELTE is also presented in the following chapter.
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Chapter 2: LITERATURE REVIEW
In this chapter, I provide a brief review of the literature related to standards, outcomes,
assessments, curricula, and pedagogies - the five main levers of education. I review the
theorising and evaluating of these important aspects in education in general and then
more specifically in language teacher education. I also discuss current issues regarding
them across the contexts of ENL, ESL, and EFL countries. Next, I introduce readers to
relevant debates of standards, outcomes, assessments, curricula, and pedagogies in the
Vietnamese context. I specifically identify issues related to the alignment of national
standards with institutional implementation within the context of educational changes
across a number of countries. I conclude this chapter by adapting a conceptual
framework for analysing the alignment of these levers in Vietnamese English Language
Teacher Education.
Figure 2.1 outlines the structure of my literature review.
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Theorising and evaluating of
standards and outcomes

Standards, outcomes,
assessments, curricula,
and pedagogies
theories reviewed

Conceptualising the
debates of standards,
outcomes, assessments,
curriculum, and
pedagogies across ENL,
ESL, and EFL countries

Theorising and evaluating of
assessments, curricula, and
pedagogies

Standards and outcomes across
countries

Assessment, curricula, and
pedagogies across countries

Alignment theories
reviewed

in ENL countries

Alignment of national
standards and
institutional
implementations of
ELTE

outside the ENL context

Conceptual framework to evaluate the alignment between
curricula, pedagogies, assessments, outcomes, and standards in
Vietnamese ELTE

Figure 2.1 The structure of the literature review
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2.1 Standards, outcomes, assessments, curriculum, and pedagogies
2.1.1

Standards and outcomes.

2.1.1.1 Theorising standards and outcomes.
The concept of academic standards lies at the heart of higher education quality. It has
proven difficult and even elusive to define academic standards (Coates, 2010, p. 4).
Academic standards can be interpreted broadly. In the United States the term
“standards” has been used to define syllabus or curriculum. It is commonplace to hear
claims about the need to ‘raise standards’ (meaning that learning outcomes should be
improved) (Australian Learning and Teaching Council, 2010). The term “standards” has
been used when referring to curriculum content; program structure (for accreditation
purposes); teaching and learning (in evaluating approaches and how they are
implemented); and student learning outcomes (Sadler, 2010).
Researchers have defined standards differently. Standards describe the expected
qualities of student work and provide a basis for judging how well students have
demonstrated what they know, understand, and can do (Queensland Studies Authority,
2011). Academic standards may be further elaborated as discipline-specific knowledge,
skills and capabilities expressed as threshold learning outcomes that a graduate of any
given discipline (or program) must have achieved (Australian Learning and Teaching
Council, 2010). Additionally, standards can include statements of what students should
know and be able to do in their work, personal, and civic lives (Michigan Association of
Intermediate School Administrators, 2013).
Most educational authorities stipulate that all graduates should achieve skills,
personal attributes and values, regardless of their discipline or field of study. Graduate
attributes are conceived mainly in two ways: as generic skills or abilities that are to be
displayed in all circumstances, or as attributes embedded in the content area of a
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discipline (Biggs & Tang, 2007). In teacher education, assessing outcomes is defined by
what teacher education is expected to accomplish and influence in terms of candidate
knowledge, skills, and dispositions; and the means for measuring these elements
(Darling-Hammond, 2006b).
There are several types of academic standards (Kuhlman & Knezevic, 2013).
Three types very specific to teacher education are content standards, pedagogical
standards, and performance standards (Seufert et al., 2005). Content standards describe
what learners should know and be able to do within a specific content area. They reflect
the knowledge and skills essential to the discipline of that academic content area (La
Marca, Redfield, & Winter, 2000). As explained by TESOL guidelines, content
knowledge includes declarative knowledge and procedural knowledge, in which
declarative knowledge consists of what candidates know, or knowledge of concepts and
facts, and procedural knowledge is what candidates know how to do (Kuhlman &
Knezevic, 2013, p. 7). Pedagogical standards focus on how to teach, what is taught,
effective teaching strategies, students’ diversity and differing approaches to learning,
cultural influences in teaching and learning, what teachers need to know about learners’
perceptions of effective learning, and teachers’ familiarity with standards-based
instruction assessment and learning. The performance standards describe how well, or
to what extent (i) the standards are met, (ii) the criteria and evidence document that a
standard is met, (iii) standards demonstrate expected performance level, (iv) standards
include exemplars of learners’ work to help teachers align instruction, and (v)
instruction and assessment are at the appropriate difficulty level. Specifically, the
performance standards describe how well and to what extent the standards lead to
assessments aligned with content standards (Kuhlman & Knezevic, 2013).
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“Performance standards specify the match between demonstrated knowledge of the
content standards and specific proficiency levels” (La Marca et al., 2000, p. 9)
Unlike content and performance standards, which focus on what learners should
know and be able to do and the extent to which learners can demonstrate their
knowledge and skills, program standards focus on the program as a whole. Program
standards describe the design, delivery, and management of programs and instructional
services. Indicators of program standards that support standards-based reform might
include the offer of sufficient hours of instruction for learners to develop concepts and
skills necessary to meet the standards (Seufert et al., 2005, p. 6).
More specifically, in ELTE there are 10 dimensions, which define teachers’
competence and performance requirements. These dimensions include (i) the language
proficiency factor, (ii) the role of content knowledge, (iii) teaching skills, (iv) contextual
knowledge, (v) the language teacher’s identity, (vi) learner-focussed teaching, (vii)
pedagogical reasoning skills, (viii) theorising from practice, (ix) membership of a
community of practice, and (x) professionalism (Richards, 2010).
In teacher education, standards for learning have increased as pre-service
teachers require greater knowledge and skills to succeed. Improving teachers’ capacity
is a crucial contributor to students’ learning. Teachers are not only required to provide
students with knowledge but also enable diverse students to learn complex materials
(Darling-Hammond, 2006a).
In summary, the term “standards” is not easy to define and can be interpreted
broadly. Researchers have defined it differently in various contexts. Generally, it reflects
the essential knowledge and skills to the discipline of a specific academic area. There is
some confusion between definitions of standards and learning outcomes. Learning
outcomes may share with standards statements of what students know, understand, and
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are able to do on completion of a learning process. They cover knowledge (the outcome
of assimilation of information through learning), skills (the ability to apply knowledge
and use know-how to complete tasks and solve problems), and personal, social, and/or
methodological abilities that a learner should attain when successfully having finished a
unit of learning (Crespo et al., 2010).
Learning outcomes often refer to the personal changes or benefits that follow as
a result of learning. Such changes or benefits can be measured in terms of abilities or
achievements (Nusche, 2008). Outcomes generally specify learners’ new behaviours
after a learning experience. They frequently state the knowledge, skills, and attitudes
that the students will gain through the course (British Columbia Institute of Technology,
2010). Outcomes may also be defined as an explicit description of what a learner should
know, understand, and be able to do after learning. They may include attitudes,
behaviours, values, and ethics. They may indicate the benchmark for what graduates
must be achieved, thus outcomes must be clear and capable of valid assessment
(Winwood & Purvis, 2015).
The definitions of learning outcomes vary, but they do not differ significantly
from each other, in general, learning outcomes focus on what the student has achieved
rather than merely focusing on the content of what has been taught; and they focus on
what the student can demonstrate at the end of a learning activity (Kennedy, 2006).
In this thesis, the term “standards” refers to the professional knowledge,
practical skills, information technology and problem solving skills, employability skills,
and other requirements relevant to a training program that graduates are required to
achieve (Directive No.2196/BGDĐT-GDDH, 2010, Article 1). The term “outcomes”
refers to the knowledge that graduates would be equipped with after a training program
as well as a fixed level of professional capacity, major knowledge, problem-solving
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awareness and skills, and employability (Directive No.2196/BGDĐT-GDDH, 2010,
Article 2b).
2.1.1.2 Evaluating standards and outcomes.
Good standards may be understood to be “brief, transparent, specialised, contextualised,
focused on teaching and learning, and matched by strong assessments” (Louden, 2000,
p. 1). They should be set in both “right” expression and content. The right expression of
standards may involve three essential qualities: clarity, specificity, and measurability.
The appropriate expression of standards is not sufficient to be right. Their content must
have two qualities: comprehensiveness and rigour (Finn, Kanstoroom, Rothstein, &
Honig, 2001). Appropriately written standards guide curricula by outlining the
knowledge, skills, learning activities, and materials that will enable learners to be
successful (Seufert et al., 2005, p. 2).
In order to develop good standards, stakeholders (government representatives of
states, educators, content experts, researchers, national organisations, and community
groups) should work together. Standards should be aligned with institutional and
employer expectations, include rigorous content and application of knowledge, develop
higher-order skills, build upon the strengths of current state standards, be evidence
and/or research-based, and reflect the expectations of top performing countries so that
all students are prepared to succeed in the global economy (King, 2011).
To specify and articulate requisite knowledge and skills, standards should
represent rigorous, challenging, but attainable academic content. Content standards
should provide clear expectations, represent the collective educational stakeholders’
perspective, and should be reached through consensus of the various stakeholders. They
set both long- and short-term goals for schools to reach, promote good practice, and
encourage students to actively evaluate and take responsibility for their learning.
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Performance standards should be interpretable and built on content standards. They
should focus on learning and be congruent to appreciate when it actually occurs. These
should be grounded in student work, understandable, and useful to lecturers and
students. Students should be able to use them to judge the quality of their own
performances (La Marca et al., 2000).
Learning outcomes have many elements. Knowledge, skills, and application,
including generic skills and their application in education or disciplines involved are
some of the necessary elements for employment, including those required for
registration to practice if applicable. Finally, the capacity for independent and critical
thought and life-long learning is very important (Department of Education and Training,
2014).
Learning outcomes must not be a “wish list”. They must be simply and clearly
described and capable of being validly assessed (Kennedy, 2006). At the university
level, graduates are required to be knowledgeable and skilled in their disciplines,
effective communicators, innovative and creative and socially responsible team
members, have critical judgement, be engaged in their communities, and be competent
in culturally diverse and international environments (Duncan, 2012).
Learning outcomes have particular characteristics in terms of scope and depth.
They focus on the end-point of the program. They are also framed at a high level of
generalisation. They identify what a ‘typical’ student will know and be able to do on
graduation. Learning outcomes are measurable, realistic, and achievable within the
context and timeframe. They are realised through component courses over the extent of
the program. Assessment should demonstrate learning outcomes, particularly in final
year courses, and especially through capstones assessment (The University of Adelaide,
2014).
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2.1.2

Assessments.

2.1.2.1 Theorising assessments.
Assessment is “an integral component of learning and teaching. It refers to all processes
employed by academic staff to make judgements about the achievement of students in
units of study and over a course of study” (Cordiner, 2011). Assessment may be also
defined as “a systematic approach to collecting information and making inferences
about students’ ability or the quality or success of a teaching course based on various
sources of evidence. It may be done by test, interview, questionnaire, observation, etc.”
(Richards & Schmidt, 2002, p. 35).
Assessment powerfully frames and significantly influences how students learn
and what students achieve. It enables judgement to be made regarding how students’
performances meet the appropriate standards, which leads to certification. Assessment
plays a key role in fostering learning (Boud & Dochy, 2010).
In my study, “assessment” refers to “any processes appraising an individual’s
knowledge, understanding, abilities, or skills” (Quality Assurance Agency for Higher
Education, 2006, p. 4). The varied forms of assessment are used to support students
learning and feedback, appraise students’ knowledge, understanding, abilities or skills,
as well as grading and certifying students’ achievements, which reflect institutional
outcomes.
2.1.2.2 Evaluating assessments.
Assessment is inseparable from curriculum and pedagogy. Curriculum dictates the
assessed content; and assessment influences the pedagogy as teachers aim to equip
students to succeed. Different modes and tasks of assessment particularly influence
teaching (Australia House of Representatives Standing Committee on Education and
Training, 2002). Assessment and pedagogy should be aligned, balanced, and varied
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(Australia House of Representatives Standing Committee on Education and Training,
2002).
Effective language assessment is linked to instructional objectives and activities.
It is designed to optimise student performance. Developmentally appropriate, relevant,
interesting, accurate, fair, and on-going classroom assessment and evaluation provide
students with opportunities to show what they have learned rather than catch them out
or show what they have not learned. Assessment should provide feedback regarding the
effectiveness of instruction and give students a measure of their progress (Jabbarifar,
2009). Assessment methods should be consistent with the learning outcomes being
assessed, they should be capable of confirming that all outcomes are achieved, and
assessment results should reflect the students’ attainment levels (Department of
Education and Training, 2014). Assessment should provide ways of eliciting evidence of
students’ achievement and prompt feedback that moves learning forward (Black &
Wiliam, 2009). “Quality assessment includes both the cognitive and affective domains.
It is informed, purposeful, authentic, valid, and reliable” (ACT Government Education,
2016, p. 5).
The New South Wales (NSW) Department of Education provides nine criteria
for judging an effective and informative assessment. These require that assessment be
directly linked to and reflect the state syllabus outcomes. The NSW Department of
Education requires assessment to be integral to teaching and learning, balanced,
comprehensive, varied, and valid. It stipulates assessment be fair to ensure equal
opportunity for success regardless of students' age, gender, physical or other disability,
culture, background language, socio-economic status or geographic location.
Assessment must be time efficient and manageable. It requires assessment to engage
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learners; value teacher judgement; recognise individual achievement and progress; and
involve a whole school approach (NSW Department of Education, 2008).
Of particular interest to my study is the Australian Capital Territory (ACT)
policies related to requirements for quality assessment (See Section 8.3.3). The ACT
requires that assessment is achievable by all students, be integral to teaching and
learning, and should always be considered when designing teaching and learning tasks.
Assessment must provide students with opportunities to show their learning. It must
inform, monitor, and progress learning as well as illustrate individual performance and
progress. It should allow measurement of learning gain. Similar to NSW public schools,
the ACT requires assessment to be designed based on students, learning outcomes and
pedagogies. It must have strong validity, reliability, and inter-rater reliability. Quality
assessment shows the curriculum benefits via student progress (ACT Government
Education, 2016).
Assessment is only valid when it provides an accurate indication of the extent to
which students have achieved the full range of intended learning outcomes (The
University of Adelaide, 2015). Assessment is effective when it meets the following
seven conditions: (i) students engagement in learning is productive; (ii) feedback is used
to actively improve students learning; (iii) students and lecturers share responsibility for
learning and assessments; (iv) students are inducted into the assessment practices and
cultures of higher education; (v) assessments for learning are placed at the centre of
subject and program design; (vi) assessments for learning are a focus for staff and
institutional development; and (vii) assessments are an inclusive and and trustworthy
representation of student achievement (Boud & Dochy, 2010, p. 3).
To achieve these criteria, the purposes, validity, reliability, and fairness of
assessment must be involved as part of the planning and designing processes. The
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quality of assessment development procedures affects its validity and reliability.
Assessment development begins with defining the knowledge and skills domains to be
assessed. The key to assessment development is the alignment of content to
performance standards (La Marca et al., 2000).
As seen from this discussion, many scholars share similar requirements
regarding quality assessment. Quality assessment practice must be designed to ensure
that when finishing a course or program, students are required to demonstrate their
achievement of the intended learning outcomes. When choosing assessment methods,
educational stakeholders may consider how (i) to make assessment information and
guidance clear and accurate, (ii) assessment methods can measure students’ knowledge,
skills, and understanding as identified in the outcome intent, and (iii) assessment criteria
and grading schemes may help to demonstrate fair assessment processes (Quality
Assurance Agency for Higher Education, 2006).
2.1.3

Curriculum.

2.1.3.1 Theorising curriculum.
Curriculum “is concerned with the planning, implementation, evaluation, management,
and administration of education programmes” (Nunan, 1988, p. 8).
All curricula, no matter what their particular design, are composed of certain elements. A
curriculum usually contains a statement of aims and of specific objectives; it indicates some
selection and organization of content; it either implies or manifests certain patterns of learning
and teaching, whether because the objectives demand them or because the content organization
requires them. Finally, it includes a program of evaluation of the outcomes (Taba, 1962, p. 10).

Curriculum may be defined as an overall plan for a course or program, which states (i)
the educational aims or goals, (ii) the content and its sequence, (iii) the teaching
procedures and learning activities, (vi) the means of assessment, and (v) the means of
program evaluation (Richards & Schmidt, 2002).
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Curriculum is considered as the heart of schooling (Lunenburg, 2011). In the
view of curriculum researchers, “curriculum is concerned with what is planned,
implemented, taught, learned, evaluated, and researched in schools and at all levels of
education” (McKernan, 2008, p. 4). Curriculum, pedagogy, and assessment are
interrelated and mutually influence one another in the day-to-day classroom interaction
(Alexander, 2009). More generally, an official school curriculum refers to all courses
offered at school, or to a defined and prescribed course of studies which students must
fulfil in order to pass a certain level of education (Pinar, Reynolds, Slattery, & Taubman,
2008).
In this thesis, the term Curriculum refers to curriculum content, including the
knowledge content, skills, dispositions, and the relationships between these components
(Villegas, 2007).
The content of a teacher education curriculum
A pre-service teacher education program may be defined as “a course or programme of
study that student teachers complete before they begin teaching. Pre-service education
often sets out to provide future teachers with basic teaching techniques and give them a
general background in teaching and in their subject matter” (Richards & Schmidt, 2002,
p. 416). Pre-service teacher training programs should cover general themes related to
language learning and teaching, and activities in set disciplines (Gholami &
Qurbanzada, 2016). These programs “can engage prospective teachers in various types
of activities that will prepare them to learn about English language learners (ELLs) in
their future classes” (Lucas, Villegas, & Freedson-Gonzalez, 2008, p. 367).
Teacher education programs take a role of preparing graduates with “knowledge,
skills, and dispositions” (Misco & Shiveley, 2007; Peterson, 2016). Knowledge is the
first priority element. Knowledge provides student teachers with deep disciplinary
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knowledge, pedagogical knowledge, and in particular language acquisition for ESL and
EFL students (Darling-Hammond & Bransford, 2005; Menken & Antunez, 2001). The
knowledge, skills, and dispositions which must be provided by pre-service teacher
education programs include: (i) learners’ knowledge and their development within
social contexts; (ii) conceptions of curriculum content and goals; and (iii) an
understanding that learners are taught, informed by assessment, and supported by
classroom environments (Darling-Hammond & Bransford, 2005, p. 10). General
education background knowledge must also be included (Perraton, Creed, & Robinson,
2002).
For the purpose of this study, “pedagogical language knowledge must be
conceived of differently from either pedagogical content knowledge about language that
teachers need to specialise in second language teaching or pedagogical content
knowledge mainstream teachers need in the core subject matter” (Bunch, 2013, p. 304).
In addition, English language teachers need knowledge of other fields, and their
research scope should not be restricted to their own English majors (Zhang, 2015).
Teacher education programs must prepare students with the skills of providing
productive learning experiences, offering learners’ feedback, and critically evaluating
and improving their teaching practice (Darling-Hammond & Bransford, 2005).
Professional experience is a valued and very necessary part of teacher training
programs. Its purpose is “to build a bridge between the university and schools and to
provide prospective teachers with opportunity to integrate theory and practice” (Yildiz,
Geçikli, & Yeşilyurt, 2016). Student teachers must be given the opportunity to
demonstrate knowledge of effective learning and teaching, learner understanding, skills
of classroom management, communication, IT, and learning reflection (DarlingHammond, 2006a). Teacher training curriculum should “encompass broad general
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themes related to language learning and teaching and different kinds of activities to
make the student teachers more knowledgeable on those grounds” (Gholami &
Qurbanzada, 2016, p. 7).
Pre-service teacher programs should also prepare students with personal values
and beliefs (Chong & Cheah, 2009; Freeman & Johnson, 1998) and professional
commitments (Darling-Hammond & Bransford, 2005). While knowledge and skills are
clearly identified, “disposition” is not easy to define (Peterson, 2016). It may be defined
as “intelligent habits manifest in teachers’ actions” (Martin & Mulvihill, 2017, p. 173).
Disposition in the US teacher education programs may involve personal virtues,
educational values, and societal transformation. Personal virtues include care, honesty,
respectfulness, sensitivity, prudence, and a good sense of timeless virtues. Educational
values consist of a general respect for diverse student abilities and beliefs, diverse
religious, cultural, and communal practices, sensitivity for difference, ability to work
with diverse stakeholders, and an appreciation of viewpoints unlike one’s own. Social
transformation may refer to goals of justice, social justice, creating change agents,
creating equity, and any implied responsibility for disrupting structures of inequity or
marginalisation (Misco & Shiveley, 2007).
Curriculum design
In language teaching, curriculum development may be considered as the “study of the
purposes for which a learner needs a language (needs analysis), a setting of objectives,
and the development of a syllabus, teaching methods and materials, and an evaluation of
the effects of these procedures on the learners’ language ability” (Richards & Schmidt,
2002, p. 140). Tyler’s rationale revolves around four central questions that must be
answered when developing curriculum. These questions are (i) What educational
purposes should the school seek to attain? (ii) What educational experiences can be
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provided that are likely to attain these purposes? (iii) How can these educational
experiences be effectively organised? and (iv) How can we determine whether these
purposes are being attained? (Tyler, 1949, p. 1).
Curriculum development may be described as
a complex undertaking that involves many kinds of decisions. Decisions need to be made about
the general aims which schools are to pursue and about the more specific objectives of
instruction. The major areas or subjects of the curriculum must be selected, as well as the
specific content to be covered in each. Choices must be made about the type of learning
experiences with which to implement both the content understanding and other objectives.
Decisions are needed regarding how to evaluate what students are learning and the effectiveness
of the curriculum in attaining the desired ends. And finally, a choice needs to be made regarding
what the over-all pattern of the curriculum is to be (Taba, 1962, pp. 6-7).

When designing and revising teacher education programs, it is good practice to address
the content, the form and structure, the sequencing of content and form that is most
conductive to effective learning, and the link between curriculum and teaching
(Johnston & Goettsch, 2000). The curriculum development process does not only
include planning, designing, and producing a curriculum, but it may also provide
specific guidelines for implementing the written curriculum and evaluating its effects on
students and teachers (Marsh & Willis, 1995, p. 130).
To maximise the quality of student learning outcomes, it is necessary to develop
courses that provide students with teaching and learning materials, tasks, and
experiences with the following five principles. They should be authentic, real world and
relevant, constructive, sequential, and interlinked. They should also “require students to
use and engage with progressively higher order cognitive processes.” They should be
aligned with each other and the desired learning outcome. The materials, tasks, and
experiences should also “provide challenge, interest, and motivation to learn” (Meyers
& Nulty, 2009, p. 567).
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Curriculum development may need to consider education philosophy, learning
outcomes, the course structure and sequence, pedagogy, and assessment strategies.
These strategies may enable students to achieve the desired outcomes. When developing
curriculum, it is helpful to consider the employers’ needs, the social expectations, the
disciplinary associations’ requirements; institutional resources (e.g. teaching facilities,
IT, and teaching staff); and policies at governmental, regional, institutional, and
departmental levels (Lattuca & Stark, 2009).
Curriculum change may be influenced by a variety of factors, for example, the
influential or outspoken individuals, financial pressure, staff availability and workload.
The viewpoints of the training industry and employers should be considered along with
current and former students’ feedback, their abilities, or their limitations. In addition, it
is necessary to consider pedagogical argument, or academic merit, university or
government requirements, and professional accreditation needs. It cannot be denied that
the academic “fashion” is also involved in any decision to make curriculum change
(Gruba, Moffat, Søndergaard, & Zobel, 2004, p. 111).
2.1.3.2 Evaluating curriculum.
The effectiveness of curriculum is judged by the evaluators’ curriculum definition, their
teaching and learning perspectives, and their understanding of curriculum content. From
a constructivist socio-cultural stance, an effective curriculum should illustrate coherence
between its components and development of expertise. It should focus on practice and
cognitive challenge. It should be flexible, focus on what learners “do”, and excite as
well as challenge teachers (Bound, Rushbrook, & Sivalingham, 2013, p. 34).
Curriculum is considered high quality when it comprises high quality ‘content’,
values, and is equal to all students. High quality curriculum should be well-organised
and structured, and underpinned by a set of theoretical and philosophical beliefs about
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how children learn (Stabback, 2016). Curriculum comprising high quality “content” is
up-to-date and relevant, suitably demanding, appropriately sequenced, progressive,
balanced, and integrated.
A high quality curriculum should also clarify aims and be relevant to students’
lives (current and future), students’ experiences, students’ environments, and their
aspirations. Well-designed curriculum should create a socially and economically
prosperous future while respecting cultural history and traditions. It should be equitable,
inclusive, learner-centred, learner-friendly, open, flexible, coherent, and consistent
across different education stages/grades/streams and learning areas and/or subjects
(Stabback, 2016). A high quality curriculum design is likely to develop students’
“intellectual journey” so that they can grow from the foundational knowledge and then
acquire additional skills (Georgian College, 2015).
Good curriculum design involves many elements such as educational aims (of
courses, sequences, and topics); intended learning outcomes; assessments; contents;
learning interactions; and the alignment between these elements (Flinders University,
n.d.). In addition, a high quality curriculum should give appropriate emphasis to (i)
various traditional categories of content, (ii) learning areas (in terms of time allocation
and status), (iii) personal, social, affective, aesthetic, students’ physical/motor and
cognitive development, and (iv) all elements of curriculum content - knowledge, skills,
and values (Stabback, 2016, p. 22). High quality curriculum outlines the place and
purpose of the area, contributes to meeting the national goals, and describes the
achievement standards with annotated student work samples (Australian Curriculum
Assessment and Reporting Authority, 2012).
Excellent teacher preparation programs identify a common, clear vision of
effective pedagogies and clinical experiences, and provide well-defined standards. They
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should also include an understanding of social and cultural contexts, curriculum,
assessment, and subject matter pedagogy. There must be extended clinical experiences
and involve extensive use of case methods, teacher research, performance assessments,
and portfolio evaluation. Explicit strategies to help students to confront their beliefs and
assumptions about learning should be used. Curricula should build strong relationships
with common knowledge and shared beliefs among different stakeholders (DarlingHammond, 2006a).
2.1.4

Pedagogy.

2.1.4.1 Theorising pedagogy.
Pedagogy may be considered as “evident both in the activity that takes place in
classrooms or other educational settings and in the nature or quality of the tasks set by
teachers to guide and develop student learning” (NSW Department of Education, 2003,
p. 4). Pedagogy, “from the Greek words, for “boy” and ‘guide’ refers to the art or
science of teaching or the techniques used to teach students” (Australia House of
Representatives Standing Committee on Education and Training, 2002, p. 71). To define
it in a simpler term, pedagogy reflects the approaches of realising a particular
curriculum. Pedagogy also refers to the learning experiences, the approaches to
learning, as well as the context of practising a particular curriculum (Barnett & Coates,
2005). There are different approaches to pedagogy within international higher education
(Welikala, 2011). Pedagogy may be considered to have four domains, subject and
curriculum knowledge, the teaching repertoire of skills and techniques, teaching and
learning models, and conditions for learning (Inglis & Aers, 2008).
My study aimed to investigate the alignment of ELTE curricula, pedagogies,
assessments, outcomes, and standards. I have chosen to define pedagogy in reference to
theories of teaching, curriculum, and instruction as well as the ways in which formal teaching
and learning in institutional settings such as schools is planned and delivered. In educational
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theory, pedagogy is usually divided into curriculum, instruction, and evaluation” (Richards &
Schmidt, 2002, p. 389).

2.1.4.2 Evaluating pedagogy.
Effective pedagogies should provide students with opportunities to express their opinion
and support them to develop their higher-order thinking. They should rely on teachers’
experience and knowledge of different learners. Effective pedagogies use a variety of
techniques and consider both immediate and future learning outcomes. They include the
gradual nature and integral assessment of learning to facilitate learning (Husbands &
Pearce, 2012; Nelson, Spence-Thomas, & Taylor, 2015).
Previous research suggests that students learn best when teachers engage in
activities that focus on outcomes. Teachers should choose pedagogies aligned with
students’ needs and their outcomes. Teaching well is demanding and should include
integration of assessment and pedagogy within professional communities (Penney,
Brooker, Hay, & Gillespie, 2009).
In this study, I have adapted the NSW Quality Teaching framework and New
Zealand principles of quality pedagogy (See Section 3.4.4). The NSW Quality Teaching
framework has three dimensions (i) intellectual quality, (ii) quality learning
environment, and (iii) significance. Intellectual quality produces deep understanding of
important, substantive concepts, skills and ideas. Quality learning environment creates
the learning environment where students and teachers can work productively.
Significance makes learning meaningful and important to students (NSW Department of
Education, 2003, p. 7). The NSW curriculum (2016) illustrates five principles of
pedagogy regarding effective learning environment, quality pedagogies, and integral
assessments in teaching and learning (NSW Department of Education, 2016). The
New Zealand Ministry of Education emphasised seven principles of quality pedagogy,
which include the elements for effective teaching and learning environment,
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consideration of the students’ previous learning and experience, and the teacher’s
inquiry into teaching and learning (New Zealand Ministry of Education, 2007, p. 34).
In summary, the principles of effective pedagogy at schools, in NSW and New
Zealand, provide a heuristic approach to understand pedagogy. High quality pedagogy
should provide students with supportive, respectful, and productive learning
environments. Pedagogies must consider students’ needs, learning style and prior
experience. In addition, effective pedagogies mean that there is integral assessment
during teaching and learning. The quality pedagogy must also include teaching and
learning as inquiry.
2.2

Conceptualising the debates of standards, outcomes, assessments,

curriculum, and pedagogies across different countries
2.2.1

ELTE standards and outcomes.

2.2.1.1 ELTE standards and outcomes in ENL countries.
ELTE varies across the contexts of ENL, ESL, and EFL countries. Policies regarding
teacher education standards and outcomes differ. In this section, I describe ENL ELTE
standards and outcomes with examples from the United States and Australia. Their preservice teacher education standards are defined at the state level. US and Australian
states often follow federal standards such as those made by the National Council for the
Accreditation of Teacher Education (NCATE) in the United States, or the Australian
Teacher Regulatory Authorities (ATRA) in Australia. The six NCATE standards (2007)
are governing US pre-service teacher programs include (i) knowledge, skills, and
dispositions; (ii) assessments and evaluation; (iii) field experiences; (iv) diversity; (v)
qualifications, performance, and development of the faculty; and (vi) the unit
governance and resources (Ballantyne, Sanderman, & Levy, 2008). Australian
Professional Standards for Teachers outline seven teacher standards that fall into three
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major domains, which are professional knowledge, professional practice, and
professional engagement (Australian Institute for Teaching and School Leadership
(AITSL), 2011).
An increasing number of English language learners (ELLs) in the United States
has led to changes in how teachers are prepared. US universities have developed
relevant course work to match the changing state requirements (Cakiroglu, 2008), which
cover the education foundations, methods, and clinical experiences. US graduates’
requirements include a grade point average, the test score of basic skills, general
academic ability, or general knowledge. These requirements also stipulate that students
master disciplinary knowledge, pedagogical content knowledge, and knowledge about
assessment. US graduates are typically evaluated on teaching skills, professional
conduct, and their interactions with students. In some states, pre-service teachers may
obtain a teaching licence without any pedagogical preparation if they have passed a
disciplinary content test (Darling-Hammond, 2012b).
Unlike the US professional standards developed by national consortiums and
professional associations, the Australian professional standards are defined by state
government education agencies.
Compared with the US professional standards, Australian standards frameworks have been more
quickly developed, more closely aligned to the needs of state education departments, with less
involvement of professional associations and other stakeholder groups, with less attention to
assessment strategies, and at considerably less expense” (Louden, 2000, p. 119).

The Australian Higher Education Standards framework matches outcomes with the
relevant level and field. These outcomes include knowledge, professional skills, and
generic skills as well as their application in context. To be employed, pre-service
teachers must be registered to practice, work independently, think critically, and
appreciate life-long learning (Department of Education and Training, 2014).
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Australian professional standards require education students to “know students
and how they learn, and know content and how to teach content” (Australian Institute
for Teaching and School Leadership (AITSL), 2011, p. 3). Professional practice requires
graduates “to plan for and implement effective teaching and learning, create and
maintain supportive and safe learning environments, and to assess, provide feedback
and report on student learning.” Professional engagement stipulates graduates “engage
in professional learning and engage professionally with colleagues, parents/carers and
the community” (Australian Institute for Teaching and School Leadership (AITSL),
2011, p. 3).
In summary, licensing requirements in the United States and Australian
standards vary from state to state, but they all outline what pre-service teachers should
know and do. Most include statements about knowledge and skills, but only some list
the kind of pedagogical preparation that is needed to become a teacher.
2.2.1.2 ELTE standards and outcomes in ESL countries.
ESL pre-service teacher education programs have been developed to promote English
education at all levels. This is not an exception in Singapore, the typical example of
ESL countries. For example, in Singapore, standards are defined by following the
Values-Skills-Knowledge (VSK) model. The Singaporean Ministry of Education
redesigned the pre-service teacher education program by adapting the US Interstate
New Teacher Assessment and Support Consortium (INTASC) framework. These
standards include knowledge, skills, and dispositions and emphasise “innovation,
independent learning, critical thinking, commitment and service” (Goodwin, 2012).
Singapore’s model highlighted its commitment to high-quality and equitable education
for prospective teachers. Standards for entry and continuation in pre-service teaching
require a high level of disciplinary and pedagogical content knowledge within academic
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and education courses. They stress alignment, concurrence, and mutually reinforcing
goals (Darling-Hammond, 2012c).
Singaporean language teacher training and qualification requirements are
stringent as its Ministry of Education highlights the importance of teachers’ roles in
high quality ELLs education. They require the secondary pre-service teacher to be
certified in both a discipline and teaching. Pre-service ELL teachers may be exempted if
they pass the relevant Entrance Proficiency Test (Cheng, 2015).
2.2.1.3 ELTE standards and outcomes in EFL countries.
EFL countries are working to improve ELTE standards and outcomes. For example, in
Hong Kong, recent tertiary education entry standards have been raised (Draper, 2012).
In China, the English Majors must attain Band 8 in listening, proofreading and error
correction, reading, translation and essay writing (Ping, 2015). In Japan, public school
and national university entrance examination levels have been increased (Silver et al.,
2002). In Thailand, ELTE program entrance and graduation standards have been
strengthened (Wiriyachitra, 2002). Many ASEAN EFL countries still face a gulf
between the official stated outcomes and educational practice (Wedell, 2014). Below I
focus on describing Japanese ELTE program requirements as they share many
similarities to those in Vietnam.
Japanese pre-service teacher certification programs require students to be
certified once they have completed a board of public school educational examination
(Silver et al., 2002). The duration of pre-service programs is linked to which school
level the English graduates can be employed. For example, a 4-year program graduate
may teach in lower-secondary and upper-secondary schools; junior colleges 2- or 3-year
program graduates, at lower-secondary schools; and advanced class graduates, at postgraduate level. Japanese ELTE programs at the institutional level require course work in
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general education, discipline, and pedagogy. Graduates are also required to pass a
Teacher Employment Selection Test which is administered by prefectural or municipal
boards of education (Yonesaka, 1999). These programs include three to four weeks of
teaching practicum (Wang et al., 2003).
2.2.1.4 ELTE standards and outcomes in Vietnam.
Like Japan, Vietnam has centralised educational standards. However, Vietnamese
institutions have some latitude in interpreting and adding to these standards to reflect
their specific contexts. The Vietnamese Ministry of Education and Training (MoET)
approves the core standards for the program (Decision No.36/2004 QD-BGD DT, 2004;
Directive No.2196/BGDĐT-GDDH, 2010). MoET provides general objectives for
teacher training with a Bachelor of Pedagogy English. They stipulate the qualification,
professional, and ethical dispositions needed in order to be teachers. In addition, ELTE
graduates may be employed outside of school wherever English is needed (Decision
No.36/2004 QD-BGD DT, 2004).
Both MoET and institutions set ELTE program standards. The Law on Higher
Education 2012 states that graduates need to attain: comprehensive profession
knowledge, thorough grasp of the “natural-social law and principle”, basic practical
skills, the ability to work independently and creatively, and problem-solving skills (Law
No.08/2012/QH13, 2012, Article 5). ELTE standards include pedagogical knowledge,
pedagogical skills, knowledge of learning, and knowledge about school. This
knowledge includes Vietnamese culture, pedagogy, psychology, principles of English
knowledge, and English language pedagogy knowledge. English teachers at primary and
secondary school (Years 1 to 9) are required to have obtained Level 4 of the Common
European Framework of Reference for Language (CEFR) or its equivalent, high school
(Years 10 to 12) English teachers, Level 5 (Decision No.1400/QD-TTg, 2008) (See
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Section 1.3). Graduates are also required to have educational foundation knowledge.
Unique to Vietnam, standards require pre-service teachers to have “basic and soft-skills”
(See Section 3.4.4). Graduates must demonstrate “good” personal, professional, and
social dispositions. In addition, they are taught employability and life-long learning
skills (Directive No.2196/BGDĐT-GDDH, 2010). Institutions often prefer to interpret
MoET’s standards to fit their capacity and commercial contingency rather than copying
them. As observed in my study, outcomes thus vary from institution to institution.
When devising their outcomes, Vietnamese higher education institutions often
consider the size of student cohorts and their students’ entry levels. For example,
institutions vary their interpretation of what is meant by “English knowledge” required
by MoET. Some may restrict the interpretation to mean language skills, grammar,
semantics, and translation (Ho Chi Minh University of Education, 2010), while others
may have a broader interpretation of English knowledge, such as the display of
proficient knowledge in the process of communication, translation, and English teaching
at all levels to meet the teaching professional standards (Sai Gon University, 2012).
As noted, Vietnamese tertiary institutions may add requirements to improve
graduates’ employment potential and opportunities for life-long learning. For example,
Hanoi University of Education has a greater emphasis on employment roles, working
capacity, and the competence of further study after graduation. This institution reviews
outcomes annually (Hanoi University of Education, 2009).
2.2.2

Assessments, curriculum, and pedagogies.

2.2.2.1

Assessments, curriculum, and pedagogies of teacher education in

ENL countries.
Aligned with a high quality curriculum and effective pedagogy, assessment should
promote quality learning and meet national goals and social expectations. In ENL
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countries such as the United States and Australia, requirements for developing models,
forms, and structures of assessment are used in pre-service teacher licensing to confirm
graduates’ fitness to teach. An important change to ELTE assessment in the United
States has been the introduction of portfolios as an accreditation requirement (National
Council on Accreditation in Teacher Preparation (NCATE), 2001). All pre-service
English students are required to develop portfolios as part of their program of study.
Portfolios are used by graduates when seeking employment as evidence for program
accreditation (Delandshere & Petrosky, 2004). The US National Board assessments
have developed a model that is used as part of initial licensing of graduate teachers.
Teachers are often required to document lesson plans for a unit of instruction, videotape,
and analyse sample lessons, collect and evaluate evidence of student learning. For
example, in Connecticut, students must include their achievement on state reading tests
(Darling-Hammond, 2012b).
Australian teacher education programs also require structures and forms of
assessment that are aligned with outcomes. “Methods of assessment are consistent with
the learning outcomes being assessed, are capable of confirming that all specified
learning outcomes are achieved and grades awarded reflect the level of student
attainment” (Department of Education and Training, 2014, p. 8). ELTE Australian
assessment has three broad purposes, which include assessment for learning, assessment
as learning, and assessment of learning (Queensland Curriculum & Assessment
Authority, 2018).
In ENL countries, such as the United States and Australia, the ELT curriculum
format and content are shaped by state laws and professional associations (Cakiroglu,
2008; Cellante & Donne, 2013; Mayer, Pecheone, & Merino, 2012). The US and
Australian curricula vary from state to state and institution to institution. Both countries
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have relevant registration and accreditation boards at the state level (Mayer et al., 2012).
Australian pre-service teacher education programs cover both the subject matter and
pedagogical preparation (Sim, 2006). American 4-year undergraduate education
curricula include disciplinary knowledge, pedagogical content knowledge, and
knowledge about child or adolescent development and learning. The curricula also
cover the foundations of education - history, philosophy, and sociology of education,
preparation for teaching special education and for ELLs, in both curriculum and
assessment. Professional experience is included to offer students opportunities to
practice teaching at the final study stage and experience school teaching responsibilities
(Cakiroglu, 2008). Consequently, state licensure and accreditation policies enforce some
commonalities across teacher education programs, but the pre-service teacher programs
and the instructions still vary across institutions.
US and Australian curricula outline responsibilities for ensuring competent
professional knowledge and professional experience to enhance education quality and
match societal needs. For example, Flinders University curriculum includes educational
aims, intended learning outcomes, assessments, discipline, learning interactions, and the
connections between these elements (Flinders University, n.d.); and US curricula have
higher weighting in discipline knowledge and lower in educational practice (DarlingHammond, 2012b).
2.2.2.2

ELTE assessments, curricula, and pedagogies in ESL countries.

In this section, I describe Singaporean ELTE as a representative of ESL countries
because of its success in English language teaching policy and implementation.
Assessments
ELT assessment in ESL countries changed with their new English language proficiency
requirements and an increasing number of English language learners. For example, with
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the responsibility for ensuring that all teachers are prepared in the latest educational
practice, Singapore’s National Institute of Education (NIE) has made changes in its
assessment system. English language proficiency is seen as essential in Singapore to
support its service industry sector and English language-based knowledge economy.
Since 2005, NIE’s Communication Skills for Teachers course (CST) has been
mandatory for all students. CST aims to provide pre-service teachers with “the oral and
written skills necessary for effective communication as teachers in the classroom and in
their professional interaction with colleagues, parents and the general public” (Ling,
Chong, & Ellis, 2014, p. 6). Since 2010, CST has been offered as a blended course and
increasingly, several aspects of course administration have also been conducted online.
The online standardisation for the written assessment component of the CST course has
also been introduced and shown “advantages over the traditional face-to-face
standardisation meetings” (Ellis, Pillai, & Hsiao-yun, 2015, p. 16).
Curriculum
ESL ELTE curricula are often designed with the goal of having a good balance of
knowledge and skills with theory and practice. Singapore’s NIE’s program’s strong
academic coherence is based on the integration of content and pedagogical preparation
supported by evidenced-based educational research. It “aims to develop the 21st century
education professionals who embrace the philosophy of being leaders in the service of
learners” (Vilma, Ee Ling, Ava Patricia, & Stephane, 2012, p. 9). NIE’s pre-service
teacher education programs are based on the VSK framework (See Section 2.2.1.2)
which are defined as (i) student care and concern; (ii) diversity respect; (iii) the
professional commitment and dedication; (iv) collaborating and sharing; (v) learning
desire and innovation; and (vi) belief in pupils’ learning. The VSK framework includes
pedagogical, interpersonal, reflective, personal, administrative, and managerial skills;
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and educational foundation and policy, content, curriculum, learner, and self-knowledge
(Goodwin, 2012). In recent years, NIE’s program has included nine areas: Education
Studies, Curriculum Studies, Subject Knowledge, Essential Course, Practicum,
Language Enhancement and Academic Discourse Skills, Group Endeavours in Service
Learning, Academic Subjects, and General Electives (National Institute of Education,
2018b). Singaporean pre-service teacher education policy aims
to strengthen student teachers’ English language proficiency and upon the recommendation of
the Singapore Ministry of Education (MOE), NIE also offers a programme titled ‘English
Language Content Enhancement (ELCE)’ to Postgraduate Diploma in Education (PGDE)
student teachers. ELCE, offered for all graduate teachers in the PGDE Program (Primary and
Secondary) and the second year of teaching, includes three courses, namely Language Studies
for Teachers, Pedagogical Grammar of English, and Understanding and Implementing an
English Language Curriculum (Ling et al., 2014, p. 6).

Overarching concern about globalisation and internationalisation are further considered
in NIE’s program’s goals. For example, it offers ELTE students international practicum
exchange programs at universities in the United States, Europe, New Zealand, and Asia,
where they spend 5 weeks observing English language lessons conducted in different
contexts of ENL, ESL, and EFL countries (National Institute of Education, 2018a).
Pedagogy
NIE’s ELTE program is learner-centred which focuses on teacher identity and service to
the profession and community (Vilma et al., 2012). It is “guided by the EPIIC
framework, i.e. teacher education as Experiential, Participatory, Inquiry-based, Imagerich, and Connected. This model is supported by three key pedagogical approaches:
problem-based learning, blended learning, and flipped classroom” (Révai, 2018, p. 47).
The Singaporean Ministry of Education’s Teaching Practice model includes four core
teaching processes at its heart, which promotes explicit teaching and reflection
(Ministry of Education of Singapore, 2018).
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2.2.2.3

ELTE assessments, curricula, and pedagogies in EFL countries.

Assessments in EFL ELTE programs.
Most Southeast ASEAN countries rely on testing to direct teaching. High-stakes exams
influence teaching and learning in this region (Todd & Shih, 2013). For example, Hong
Kong’s assessment system includes examinations, essay writings, assignments,
individual and group projects, presentations, reflective journals, and portfolios (Draper,
2012). In contrast, the Thai Ministry of University Affairs conducts the English
Proficiency Test as a university entrance exam, which may be the only assessment used
as a university entrance requirement (Wiriyachitra, 2002). These exams are exclusively
multiple-choice and may have negative washback effects, because they focus on
language knowledge, not on use (Todd & Shih, 2013). Like Thailand, the Japanese
university entrance exam is highly weighted. This entrance exam requires students to
read at a university level, and it has a focus on students’ analytical and logical thinking
skills (Silver et al., 2002). These exams are designed by lecturers, who are not well
prepared to conduct English language assessments. Students experience a great deal of
stress and anxiety as these tests are more difficult than the high school textbooks
approved by the Japanese Ministry of Education, Culture, Sports, Science, and
Technology (MEXT) (Nagatomo, 2012). Consequently, Japanese high school students
and teachers devote more time to preparing for the university entrance exam than
developing English proficiency or communicative competence (Stewart, 2009).
EFL countries understand that assessment should be viewed as a process rather
than a product. However, not all English teacher classroom practices share this
perspective. For example, Philippine and Indonesian English teachers face challenges in
assessing for learning. They lack practical, research-based information, resources, and
strategies in English language assessment (Saefurrohman & Balinas, 2016). Similarly,
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English teachers in Iran who traditionally focus on summative assessment rarely utilise
formative assessment and they do not use many testing methods (Akbari, 2015).
ELTE curriculum in EFL countries
ELTE programs in Japan, Hong Kong, China, Turkey, and Thailand, vary from
institution to institution despite the implementation of national policies. These programs
focus on English knowledge and teaching methodology (Coskun & Daloglu, 2010;
Draper, 2012; Ping, 2015; Silver et al., 2002; Wiriyachitra, 2002). Furthermore, Hong
Kong curricula have increasingly added courses of practical skills and experience
(Draper, 2012). China has added courses of testing (Ping, 2015), Turkey, curriculum
design and pronunciation (Coskun & Daloglu, 2010), Thailand, English for Academic
Purposes (EAP) or English for Specific Purposes (ESP) (Wiriyachitra, 2002), and Japan,
courses of composition and conversation (Silver et al., 2002). Professional experience
runs from three to four weeks in Japan, four to six weeks in Korea, and eight to ten
weeks in Hong Kong (Wang et al., 2003).
Japanese ELTE national requirements do not emphasise teaching practice or
English proficiency. Most methods courses cover both history and theory of English
teaching, with little time for practice, and composition courses only require students to
translate from English into Japanese, not to develop writing skills (Silver et al., 2002).
Japanese ELTE programs lack vision and depth of instruction in teaching methodology
and do not provide students with sufficient teaching practical experiences (G. Gorsuch,
2001). The programs do not adequately support the fundamental instructional changes
implied in The Course of Study project approved by MEXT. Many pre-service teachers
can obtain teaching certificates from universities without any education faculty. These
programs with only a minimum number of English courses, such as English Literature
or Linguistics, may not sufficiently prepare students to teach
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ELTE pedagogy in EFL countries
EFL countries have developed new requirements that focus on English communication.
For example, in Korea, “at a school level, curriculum has been revised, textbooks have
been rewritten, materials have been developed to include more communicative
activities, and the teachers have been trained to be facilitators of students’ meaningful
interactions in English” (Jeon, 2010, p. 55). In Thailand, ELT teachers have made
efforts to promote student-centred teaching, and Thai pre-service teacher education
promotes communicative approach principles (Kam, 2002). In Turkey, new programs
have been implemented to assist students’ critical thinking and reflective practice (Inal
& Ozdemir, 2015).
Japanese English pedagogy combines traditional and communicative approaches
to promote students’ awareness of language features and communication (Beale, 2002).
Most Japanese teachers combine a student-centred approach with a focus on grammarbased exercises, and English translation activities. The use of Japanese in English
language lessons inhibits students from using English, and consequently they are illprepared to meet MEXT’s English communication goals. Teachers focus on grammar,
reading, and vocabulary in order to prepare students for the university entrance
examination rather than develop their communicative competence (Nagatomo, 2012).
Japanese teachers select all teaching materials; there are no MEXT’s requirements for
textbooks (Silver et al., 2002). ELT pedagogies in Japan are slowly changing, however.
Teachers are beginning to use real life simulation exercises. There is now a focus on
“learning-by-doing” (Hino & Oda, 2015).
In summary, course content, teaching practices, and assessments vary widely
across EFL countries. However, most curricula cover education studies, English
language usage inside and outside school, and professional experience. Curricula are
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often designed to prepare graduates for communication although some pedagogies do
not prepare students well for professional experience. Students experience stress in
meeting assessment requirements which do not emphasise performance or practical
skills.
2.2.2.4

ELTE assessments, curricula, and pedagogies in Vietnam.

Similar to Japan, Vietnam, for a long time, has applied a high-stakes entrance exam.
Since 2015, Vietnam has replaced the university entrance exam with a high school
leaving exam, which is believed to be less stressful for students and parents (H. Pham,
2015 June 12). The Vietnamese MoET set the requirement to be assessed at the end of
high school. In 2016, these requirements included eight subjects, four assessed by
written tests, three multiple-choice tests, and both are used in English subject (Cicular
No.525/BGD-DT, 2016, p. 1).
University assessments vary from institution to institution. Vietnamese ELT
pedagogy and assessment practices may not be aligned, because while teaching focuses
on communicative knowledge, testing seems to focus on lexico-grammatical knowledge
(Hoang, 2013). ELT assessment at the university level remains an inadequate and
imbalanced coverage of skills (H. D. Le, 2015).
The Vietnamese Education Law 2005 stipulates the goals, standards, skills,
knowledge, and forms of assessment to ensure continuity from one academic level to
the next (Law No.38/2005/QH11, 2005). A three-level process of curriculum design,
which is illustrated in Figure 2.2 is also provided.
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Central level –

Policies, guidance, directions,

Ministerial level

core curriculum

Institutions’ regulations, guidance,

Institutional level

curriculum, outcomes

courses, assessments, outlines of

Faculty level

the courses, syllabus

Figure 2.2 Three-level process of designing tertiary education curriculum (adapted from
Article 41, Law No.38/2005/QH11, 2005).
The official Vietnamese core ELTE framework requires a number of creditbased courses. These courses include English basic knowledge, practical skills, theory
of teaching, teaching methods, testing, translation, British and American literature, and
professional experience (Decision No.36/2004 QD-BGD DT, 2004). Institutions vary
their ELTE programs in relation to MoET’s core curriculum. The diversity of
institutional approaches to ELTE curricula has produced some “chaos” in tertiary
education (Hoang, 2013).
In 2007, most Vietnamese institutions replaced the year-based curriculum with a
credit-based one. The credit-based curricula range from 120 to 140 in-class credits,
equivalent to one-third credits in the previous year-based system. Most institutions’
curriculum offers a fixed number of credits for professional experience and theory units.
The amount of professional experience in the ELTE program is not sufficient (T. K. A.
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Pham, 2015). The credit-based curriculum may not be suitable to meet the needs of low
level students who lack of independent learning skills (T. A. Tran, 2015).
Although institutions have been granted some autonomy by MoET, they are illprepared to develop curriculum. The top-down management approach limits academic
freedom at tertiary universities. Not many staff or students are able to contribute or
participate in curriculum development processes (N. T. Phan, 2015).
Vietnamese educators share an awareness of the need to improve the quality of
English language education. Policy makers and lecturers desire to use innovative
methodologies to prepare students to communicate well in their future employment.
There are some signs that students are increasingly able to negotiate the curriculum and
pedagogies to increase their participation in learning (Van Dang, 2006). Recent shifts in
methodology and curriculum have focused on teaching reading, grammar, vocabulary,
and linguistics for communicative competence in Vietnam, however, this shift does not
seem to have been successful in many institutions (H. H. Pham, 2006).
Vietnamese ELT shares with other EFL countries many challenges. Specifically,
it is similar to the Japanese ELT context. Vietnamese and Japanese teaching practices
focus on theory and knowledge, instead of skills and performance. Japanese and
Vietnamese teachers often employ traditional approaches. Their assessment practices
emphasise memory and recall, they lack opportunity for students to demonstrate
application and problem solving (ASEAN Secretariat, 2013). Most of their assessment
practices do not enhance learning and tend to be summative (T. L. Tran et al., 2014).
2.3

Alignment
2.3. 1 Definitions and the importance of alignment.

Reforms to better aligned curriculum, pedagogy, and assessment are intended to bring a
greater coherence and efficiency (Great Schools Partnership, 2013). Alignment may be
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defined as follow: “Two or more system components are aligned if they are in
agreement or match each other” (Webb, 1997, p. 2). “Alignment refers to the degree of
match between test content and the subject area content identified through state
academic standards” (La Marca, 2001, p. 1). The concept of alignment may involve a
description of the relationship of three educational components, (i) standards defined in
policy documents, (ii) teaching, and (iii) assessment (Nasstrom & Henriksson, 2008, p.
670). Alignment may be considered not only related to assessment and standards, but
also curriculum (Tindal, 2005, p. 21). It may also be defined as the extent to which
curricular expectations and assessments are in agreement and work together to provide
guidance for educators’ efforts to facilitate students’ progress toward desired academic
outcomes (Roach, Niebling, & Kurz, 2008).
In the past, alignment was used to refer to the match between assessment
instruments and a curriculum. Goals and assessment alignment can help strengthen an
education system in important ways to the benefits of students (Webb, 1997). The
alignment between content standards, performance standards, and assessment is crucial.
The alignment of standards and assessments may improve student performance only if
curriculum and classroom instructional are included (La Marca et al., 2000).
Alignment studies allow researchers to study systematically the different
educational components, compare them and evaluate the degree of their agreement
(Martone & Sireci, 2009, p. 1333). Curriculum, pedagogy and assessment are aligned
when it is ensured that these four pairs are aligned: (1) pedagogy and curriculum intent,
(2) assessment and teaching, (3) lesson design and school learning area, and (4)
practices and teacher judgement about assessment data (Queensland Government,
2014). Significant factors for curriculum development are outcomes, pedagogies,
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curriculum content including skills and knowledge, assessment modes, and the
relationship among these elements (Burke, 1995).
Alignment is integral to the development and maintenance of a high-quality
education system that caters for a diverse range of students and schools. In order to
produce the best learning outcomes, curriculum must inform pedagogy, assessment, and
reporting; assessment must relate directly to what students have had an opportunity to
learn; and reporting must align with what has been learnt from the intended curriculum
and assessed (Queensland Studies Authority, 2011). Alignment “is not a yes-or-no
question; rather, it consists of a number of dimensions that collectively tell the story of
the degree of match between the expectations states have for students’ performance and
the measure used to gauge whether students are meeting those expectations” (Rothman,
Slattery, Vranek, & Resnick, 2002, p. 10).
When standards, curriculum, instruction, and assessments are fully integrated
and aligned, education programs can create learning environments where students meet
high expectations. These standards work together toward continuous program
improvement by defining the expectations (content standards), guiding curriculum and
instruction (indicators), setting criteria for assessing achievement (performance
standards), and providing quality instruction (program standards) (Seufert et al., 2005,
p. 7). When curriculum and assessment methods are aligned, instructional results are
improved; effect sizes based on achievement tests are up to four times greater than in
non-aligned instruction (Cohen, 1987).
Often alignment is narrowly defined, but my study investigated alignment within
five educational levers, curricula, pedagogies, assessments, outcomes, and standards.
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2.3. 2 Alignment of national standards with the institutional
implementation of ELTE in ENL countries.
As is the case in many contexts, the US ELTE standards vary in implementation at a
state or institutional level. Each US state is responsible for teacher education programs,
and national organisations, such as the National Council for the Accreditation of
Teacher Education (NCATE), are responsible for standard development, content
standards, and assessment systems. In reference to national standards, states develop
their own. National principle standards shape state policies, as such, curriculum and
content standards are incorporated into teacher education programs (Delandshere &
Petrosky, 2004).
The translation of national to state standards creates a misalignment with
institutional programs in 49 US states. For example, Standard No. 4 of NCATE, which
relates to diversity is not reflected in teacher education program requirements, even
though these programs are all accredited. These programs do not prepare all teachers to
work effectively with ELLs. Further, recommendations have been made to add more
basic knowledge relevant to these programs (Samson & Collins, 2012). This example
illustrates a gap between the US national standards and pre-service teacher programs at
a state level.
In contrast, Darling-Hammond (2012a) noted that there is a good alignment
between standards and curriculum in seven “powerful” teacher education programs.
These programs share a clear vision of good teaching leading to a coherent learning
experience, well-defined professional practice and performance standards, a core
curriculum that builds on the knowledge of children, teacher’s understanding of their
students and curriculum, assessment, as well as pedagogy. These successful programs
all offer a minimum of 30 weeks of clinical experience, extensive use of research,
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strategies for learning assumptions as well as experiences, and strong relationships,
common knowledge and shared beliefs among schools and faculty to transform
teaching, schooling and teacher education (Darling-Hammond, 2012a, pp. 138-139).
These successful programs differ in locale and design; however, they all provide
graduates with good preparation in terms of both learning-centred and learner-centred
approaches, and classroom management. These programs are practice-oriented
(Darling-Hammond, 2012b).
There is little research in the alignment of curricula and national standards in the
US pre-service teacher programs. There are fewer studies on the alignment of national
standards and ELTE pedagogies. Further, there is not an establish body of literature that
addresses the alignment of curricula, pedagogies, assessments, outcomes, and standards
within Vietnamese ELTE tertiary institutions. My study looked at the alignment across
all of these elements.
2.3. 3 Alignment of national standards with the institutional
implementation of ELTE outside the ENL context.
International studies have suggested that there are varying degrees of alignment across
ELTE national standards, and curriculum, pedagogies, and assessment. Within this
literature, misalignment across these five key educational levers, especially
misalignment between curriculum and assessments, and between curriculum, outcomes,
and standards, is a key challenge for many EFL countries, including Vietnam. For
example, there is a high level of misalignment between the national educational policy
and the institutional implication in Japan.
Some scholars have suggested that the Japanese Course of Study and university
entrance exams are mismatched. While the Course of Study is aimed at equally
developing Speaking, Listening, Reading, and Writing skills, the exams focus mainly on
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Reading skills. These exams focus on translation from English into Japanese, despite the
curriculum making no mention of translation (G. J. Gorsuch, 2000; Hiramatsu, 2005).
The Japanese Ministry’s ELT goals omit reference to practical experience and teachers’
dispositions (Nagatomo, 2012, p. 4).
Similar mismatches exist in other EFL countries. For example, in Turkey, there
is an absence of a close connection between teaching materials and teaching practice.
There is insufficient focus on pedagogy in Turkish ELTE. Students are not given many
opportunities to practice teaching inside or outside of the classroom (Seferoğlu, 2006).
Similarly, Thai English language pre-service teacher education curriculum does not
promote students’ readiness skills. Despite a strong demand for improving teachers’
communicative skills, Thai ELTE programs do not prepare students well for classroom
practice (Wiriyachitra, 2002).
Similarly, there is a gap between curriculum, outcomes, and standards in
Vietnamese ELTE. Vietnamese ELTE does not provide graduates with communication,
planning, teamwork, or interpersonal skills. Some have argued that this gap is largely
the result of traditional university teaching (T. T. Tran, 2013a). Some Vietnamese
institutional certification of graduates may not accurately reflect the graduates’ capacity.
Such institutions focus on students’ certification rather than their proficiency (P. H. Mai
& Jun, 2013). There may be some mismatches between curriculum, standards, and
assessments. There are no clear categories for evaluation (Ho, n.d).
The alignment between fundamental educational levers is important for any
education system. However, most countries face challenges in translating policy into
practice. Different misalignment may be found across these levers. For example,
institutional outcomes may not be achieved. Curricula and pedagogies may not be
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aligned with outcomes or standards. Assessment may not be a good representative of
curricula content. National policies may be misinterpreted at the institutional level.
2.4

Conceptual framework of the alignment between curricula, pedagogies,

assessments, outcomes, and standards in Vietnamese ELTE
My review suggests that it is essential to understand the importance of the alignment
between and among ELTE levers.
The alignment of the scope and sequence of curriculum with pedagogy,
outcomes, and standards includes the means, methods, and materials that students need
for successful learning. To ensure students develop in skills and knowledge, curriculum
must progress from one level to the next (Michigan Association of Intermediate School
Administrators, 2013). Instructors’ knowledge of outcomes is important when they
conduct assessment. If what is assessed is not aligned with outcomes, students may not
perform well (Boser, French, & McCay, 2003).
Assessment, outcomes, and standards are aligned when their content, cognitive
and skill demands, and the level of difficulty are closely matched with each other.
Assessment content is congruent with standards when
the same or consistent categories of content appear in both standards and assessments, when the
knowledge required in assessments is equivalent to that in standards; when different content
topics, instructional activities, and tasks give similar emphasis; and when assessment items are
balanced with objectives (National Council on Accreditation in Teacher Preparation (NCATE),
2001, p. 3).

The cognitive and skill demands of assessments closely match standards when “there is
congruence between assessments and standards in complexity, cognitive demands, and
skill requirements, and assessment forms are adapted to objectives within standards”
(National Council on Accreditation in Teacher Preparation (NCATE), 2001, p. 3).
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There is a variety of alignment approaches. In the constructive approach, the
alignment is evaluated in the relationship between teaching methods, assessment, and
outcomes (Biggs, 2014). The vertical and horizontal alignment evaluates the
relationship among instructions, assessments, standards, curriculum, and teacher
professional development (Porter, Smithson, Blank, & Zeidner, 2007). Another
approach is developed by the degree to which goals, content, instructional design,
student tasks, instructor roles, student roles, technological affordances, and assessments
match with each other (Reeves, 2006).
The critical alignment between standards, curriculum, instruction, and
assessments may be considered to be met by six conditions. Standards are the
foundation, and they align educational practice. Curriculum and instructional content
should be aligned with the standards. Assessment should be aligned with both
curriculum and standards. Effective pedagogy should be aligned with curriculum. A
quality system of assessment incorporates multiple forms for evaluation of various
purposes. An educational system should be coherent with standards and assessments
(Michigan Association of Intermediate School Administrators, 2013). In addition, some
scholars have illustrated the relationship of outcomes, teaching and learning activities,
and assessments with curriculum in a conceptual framework for curriculum alignment
(Smith, 2012).
As noted in previous sections, some conceptual frameworks of curriculum
alignment limited the number of educational levers. Based on my review and for the
purpose of my study, I developed a model to evaluate the alignment of curricula,
pedagogies, assessments, and outcomes, with MoET’s standards in Vietnamese ELTE
(as shown in Figure 2.3).
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Standards

Outcomes

Assessments

Alignment

Curriculum

Pedagogies

Figure 2.3 Conceptual framework to evaluate the alignment between curricula,
pedagogies, assessments, outcomes, and standards in Vietnamese ELTE programs

The interrelated construct shown in my conceptual framework summarises
literature regarding the key elements of my study - curricula, pedagogies, assessments,
outcomes, and standards, and it informs my analysis to address my research questions.
2.5

Chapter summary

This chapter has defined the core concept of my study regarding standards, outcomes,
assessments, curriculum, and pedagogies. I have discussed the alignment between them
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in the context of ENL, ESL, and EFL countries. I have focused on the relevant research
of these educational levers in the Vietnamese ELTE context. Few studies have addressed
the challenges faced by English language teachers in China, Korea, Japan, Thailand, and
Vietnam (V. C. Le, 2012).
Fewer studies have been conducted on Vietnamese tertiary ELTE curricula,
pedagogies, assessments, outcomes, and standards. Some of these have investigated the
mismatches between institutional outcomes and social requirements (ASEAN
Secretariat, 2013; Hoang, 2013) and the mismatches between curriculum and
assessments in non-major English programs (H. D. Le, 2015; T. T. Tran, 2013a). While
other research regarding curriculum, outcomes, and classroom practices in the Asia
Pacific region, assessments and government standards have not been addressed (Nunan,
2003). These studies have not addressed the alignment of all five levers in educational
practice. Consequently, my study aimed to contribute to our understanding of the
potential misalignment among curricula, pedagogies, assessments, outcomes, and
MoET’s standards in the Vietnamese ELTE programs.
I begin my next chapter with a description of my mixed-method research design.
I then describe the aims of my study, the participants’ recruitment criteria, my data
collection instruments, and my data analysing tools.
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Chapter 3:

METHODOLOGY

The previous chapters reviewed debates in English Language Teacher Education
(ELTE) across ENL, ESL, and EFL countries and introduced the five major levers of
ELTE. In Chapter 2, I reviewed studies related to ELTE standards, outcomes,
assessments, curriculum, and pedagogies with a particular focus on their alignment. My
review highlighted on-going concern about the alignment between and among these five
levers.
This chapter outlines my research methodology. I begin this chapter with a
description of my research design to understand the extent to which Vietnamese ELTE
institutional curricula, pedagogies, assessments, and outcomes are aligned with MoET’s
standards. Next, I provide criteria for my research sites and participants. In Section 3.3,
I outline my data collection procedure, including my instruments - policy analysis,
survey, and interviews. The process I used to vet my survey instrument and interview
protocol; the duration and procedures I used to carry out this study are also specified in
this section. Section 3.4 describes the process I used to describe my data collected and
how I analysed it. I discuss the confidence I have in the data I collected in Section 3.5.
The ethical concerns related to my research are presented in Section 3.6.
3. 1

Research design

My study explored the alignment between the five key levers of Vietnamese ELTE
programs: curriculum, pedagogies, assessments, outcomes, and standards. I developed
my research design with the understanding that the research methods should align with
the research problem and address all the research questions (Jones, 2015). My research
design needed to correspond to research aims and answer research questions. I used the
three data collection instruments and three data analysis tools in order to provide
convergence of both descriptive quantitative and qualitative data. I was mindful that the
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validation of the quantitative data, the relationship between the qualitative and
quantitative findings, and the examination of multiple levels within a system is
important (Clark, Creswell, Green, & Shope, 2010). The sources of my data consisted of
governmental and institutional documents, surveys, and interviews with ELTE lecturers
and administrators in order to enable me to construct a deeper understanding of the
complexities of ELTE policy implementation (Smit, 2003) and the alignment between
institutions’ and MoET’s standards.
My research question (See Section 1.5) as illustrated in Table 3.1 shows how my
research design used multiple sources and forms of data collection and three phases of
analysing the data. This heuristic demonstrates how my selected respondents, data
collection instruments, and data analysing tools match the aims of my study.
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Table 3.1 Research design.
Questions
Question 1: To what extent are current institutional ELTE
curricula and pedagogies aligned with their outcomes and
with MoET’s standards?

71

Question 2: To what extent are institutional assessments
aligned with their outcomes and MoET standards?

Question 3: To what extent are current institutional ELTE
curricula and pedagogies aligned with their assessments?

Data sources and evidence

Criteria selection

Policy documents
MoET’s reports/decisions about the
curriculum, pedagogy, outcomes, and
standards
Institutions’ documents ( e.g. the
enacted ELTE curriculum, the outcome
policy intent)

The mainstream broadsheets, official
documents
a. MoET’s documents from 2004 to 2016
b. The documents of all selected institutions
Key words: curriculum, standards,
outcome, pedagogy, graduation

Policy documents
MoET’s documents regarding
assessment, outcomes, and standards
Institutional policy and assessments
(e.g. course exams, course objectives,
program outcomes)

The mainstream broadsheets, official
documents
1. MoET’s documents from 2004 to 2016
2. The documents of the selected
institutions
Key words: ELTE curriculum, outcomes,
standard, evaluation, tests, assessments

Policy documents
Institutional documents (e.g:
guidances, curriculum, exams, course
objectives)

The selected institutions’ documents: the
enacted curriculum and assessments
Key words: curriculum, outcome, standard,
evaluation, tests, assessments

Question 1: To what extent are current institutional ELTE
curricula and pedagogies aligned with their outcomes and
with MoET’s standards?
Question 2: To what extent are institutional assessments
aligned with their outcomes and MoET’s standards?
Question 3: To what extent are current institutional ELTE
curricula and pedagogies aligned with their assessments?

Survey
A survey conducted with ELTE
administrators, lecturers, and
instructional leaders

ELTE lecturers at selected institutions
Deans of ELTE faculty/ Deans of Training
Department/ Leaders of English major
teams/ Head of EFL institutions

Question 1: To what extent are current institutional ELTE
curricula and pedagogies aligned with their outcomes and
with MoET’s standards?
Question 2: To what extent are institutional assessments
aligned with their outcomes and MoET’s standards?
Question 3: To what extent are current institutional ELTE
curricula and pedagogies aligned with their assessments?

Interviews
Interviews with ELTE administrators,
lecturers, and instructional leaders

Deans of ELTE faculty/ Deans of Training
Department/ Leaders of English major
teams/ Heads of EFL institutions
Two most experienced lecturers at each
selected institution

Analytical framework

• MoET’s graduate standard domains
(Directive No.2196/BGDĐT-GDDH,
2010, p. 2, 3c-g)
• Peacock’s curriculum evaluation
framework (Peacock, 2009)
• NSW Principles of Pedagogy (NSW
Department of Education, 2016)
• Quality Teaching in NSW public
schools (NSW Department of
Education, 2003)
• New Zealand Curriculum (New
Zealand Ministry of Education, 2007)
(See Section 3.4.4)

• Counting the percentage
• Finding the trends
• Coding
• Identifying the themes
• Grouping themes
• Analysing themes and patterns
• Interpreting the findings
• Transcribing
• Coding and Generating themes
• Analysing
• Comparing with the data emerged
from documents and survey
• Interpreting the findings - Adapt the
framework of Brenner (Brenner, 2006)
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3. 2

Research contexts and recruitment

In order to answer my research question, I collected data from 11 representatives of
ELTE institutions located in northern, central, and southern regions of Vietnam.
Descriptions and selection criteria for these ELTE institutions are presented in this
section. I surveyed 171 and interviewed 33 lecturers and administrators in these
institutions.
3.2.1

Research contexts.

I used three principles as criteria when selecting my research sites and respondents. I
sourced institutions that were involved in and primarily responsible for implementing
the Vietnamese National Foreign Language Project 2020 (NFLP 2020). I also chose
institutions to represent various geographical regions of Vietnam. This was important
because teaching conditions and policy implementation may vary between provincial
and metropolitan institutions from the north to central and to the south of Vietnam. I
focused on institutions identified by MoET that have a substantial ELTE student
population. With these selection criteria in mind, the institutions chosen for my study
are presented in Table 3.2. I have de-identified these institutions to preserve their
anonymity, and refer to them by numbers.
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Table 3.2
Research sites and participation.
Regions

North

73
Central

South

Total

Institutions

Location

Involved in
Project 2020

Estimated
numbers

Respondents
numbers

Response rate
within the
institution

Response rate
in total
institutions

Institution 01

Provincial



40

28

70.00%

16.50%

Institution 02

Provincial



15

13

86.67%

7.60%

Institution 03

Metropolitan



70

13

18.57%

7.60%

Institution 04

Metropolitan



30

13

43.33%

7.60%

Institution 05

Metropolitan



26

18

69.23%

10.60%

Institution 06

Metropolitan



37

25

67.57%

14.70%

Institution 07

Metropolitan



48

5

10.42%

2.90%

Institution 08

Metropolitan



25

25

100.00%

14.70%

Institution 09

Metropolitan



40

9

22.50%

5.30%

Institution 10

Provincial



20

12

60.00%

7.10%

Institution 11

Provincial



15

9

60.00%

5.30%

366

170

11 institutions

100%
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3.2.2

Recruitment criteria.

These institutions provided me with 366 potential ELTE in-service teachers, curriculum
designers, and administrators to be recruited. The respondents provided me with
information relating to curriculum, pedagogy, assessment, and learning outcomes. These
respondents also indicated their perceptions of the alignment of these ELTE levers with
MoET’s standards.
Of these potential respondents, I chose two of the most experienced lecturers
and one administrator from each institution to be interviewed. Some of the interviewees
were chosen by the Heads of institutions. I selected experienced lecturers to be
interviewed because they are often tasked with curriculum development and test bank
building. These respondents are also often considered leaders who develop teaching
methodologies. I chose Deans of the Foreign Language Faculty, Deans of Training
Department, or Leaders of English major teams as administrator respondents because
they have direct responsibilities for curriculum, pedagogy, and assessment. ELTE Deans
and Leaders hold the key management positions and are knowledgeable about their
current curriculum, teaching practices, and assessments.
3. 3

Data collection
3.3.1

Data collection instruments.

I used multiple sources of data to ensure the consistency of my research findings. I
collected and analysed the policy documents as “documents can provide supplementary
research data. Information and insights derived from documents can be valuable
additions to a knowledge base” (Bowen, 2009, p. 30). My selected institutions,
participating lecturers, and MoET provided me with relevant policy documents for my
study.
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I conducted a survey online and on paper. Those of the respondents familiar with
informative technology (IT) did the survey via Survey Monkey. Some of the
respondents who were not comfortable with IT chose to do the survey on paper.
I then interviewed 22 lecturers and 11 administrators from the 11 institutions.
My interview protocol was shaped by the policy document analysis and the survey
results. These semi-structured interviews allowed me to explore and broaden the themes
generated from my survey. My interviews attempted to facilitate spontaneous responses
and allowed for follow-up questions to explore related themes. For example, survey
question 11.5 provided information about the extent to which respondents agreed or
disagreed with the alignment between curriculum and MoET’s standards of the English
language competency (C1) (See Appendix A - The Survey). I followed up this question
in my interview, which allowed respondents to provide me with more reasons for the
potential alignment or misalignment of curriculum and MoET’s standards. The
respondents provided me with reasons such as time limitations, ineffectiveness of
courses to provide students with English language practice, or absence of courses
preparing students to attain the C1 level.
3.3.2

Pilot study.

I refined my survey and interview protocol in order to pilot my study (Van Teijlingen &
Hundley, 2001).
Five researcher colleagues pretested my survey questions and provided me with
feedback regarding my interview protocol to ensure my data collection could provide
rich information.
One of the reasons I piloted my research instruments was to make sure that my
questions were appropriate to Vietnamese culture and context. I took note of all
recommendations and made necessary changes for my official survey and interview
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protocol, including wording changes and question modification. For example, survey
question item 15.19 was “To what extent do you agree or disagree with the statements
‘The learning environment encourages students to take risks’?” After obtaining my
colleagues’ recommendations, I provided some examples to explain the statement,
“Students do not feel afraid of making mistakes” “It is safe for students to make new
things.” (See Appendix A - The Survey).
3.3.3

Policy documents.

Using online sources, institutional webpages, and public educational web sources, I
identified 13 relevant governmental documents. Of these 13 documents, MoET directly
provided me with Law on Education and Law on Higher Education, regulations and
joint circulars regarding curriculum, assessments, and graduates’ requirements,
directives for the setting and publishing of outcomes, and two decisions closely related
to ELTE ELP standards. Governmental documents were official decisions, directives,
guidelines, and speeches reported in multimedia related to ELTE curriculum,
pedagogies, assessments, outcomes, and standards. I also collected four VSTEP sample
ELP tests.
In Vietnam, it is often difficult to obtain official government documents; I had to
go to other sources to access these remaining documents. For example, Law on Higher
Education 2012 I got from the Vietnamese MoET’s website, while the Decision on the
Approval of Adjustment and Supplementation of the Project entitled ‘Teaching and
Learning Foreign Languages in the National Education System, Period 2017-2025’, I
could not obtain from MoET’s website but from another website
https://thuvienphapluat.vn/van-ban/Giao-duc/Quyet-dinh-2080-QD-TTg-2017-bo-sungDe-an-day-hoc-ngoai-ngu-trong-he-thong-giao-duc-quoc-dan-370658.aspx.
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I asked the Heads of institutions and/or the Deans of Foreign Language Faculty
to provide me with their current curriculum, outcome statements, and final term tests of
ELT and ELP courses. The number of documents varied from institution to institution. I
received some institutional official documents, but I was unable to collect assessments
from some other institutions. Figure 3.1 illustrates the documents I collected.
Vietnamese government documents
Decision No. 36/2004 QD-BGD DT on promulgation of a
Curriculum Framework for Foreign Languages Majors at
Higher Education Level
Law on Education (2005)
Resolution No.14/2005/NQ-CP (2005)
Substantial and comprehensive renew Vietnam’s tertiary
education in the 2006-2020 period
Decision No.711 (2012)
The education development strategy in period 2011-2020
Law on Higher Education (2012)
Joint Circular No.36/2014/TTLT-BGD ĐT-BNV (2014)
Regulations on codes and criteria for professional titles of
lecturers teaching in public higher education institutions
Circular No.07/2015/TT-BGDDT
Regulations for the mandatory minimum knowledge volume
and the capacity requirements for the learners at a specific
higher education level
Decision No.43/2007/QD-BGD DT (2007)
Regulation on formal undergraduate education using course
credit program
Decision No.17/VBHN-BGDĐT (2014)
Regulation of credit-based higher education training
Directive No.2196/BGD ĐT-GDDH (2010)
Guidelines for the setting and publishing of the training
program outcomes across tertiary institutions
Decision No.1400 (2008)
Teaching and Learning Foreign Languages in the Formal
National Education System period 2008-2020
Circular No.04/2016/TT-BGDDT (2016)
Quality assessment standards for higher education programs
Decision No.2080/QĐ-TTg (2017)
Adjustment and supplement the project “Teaching and
Learning Foreign Languages in the Formal National
Education System, Period 2017-2025”
04 VSTEP Sample ELP tests

Figure 3.1 Collected documents.
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Institutional documents
11 curricula
11 institutional outcomes
04 institutional pedagogy
final term tests
08 institutional ELP tests
04 ELT course objectives
06 ELP course objectives
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Both MoET and institutional documents helped to address my research
questions. Documents regarding outcomes, standards, curriculum, and teaching
practices addressed Research questions 1.1 and 1.2. The VSTEP sample tests,
graduation requirements, governmental Decisions and Circulars about graduates’
standards, and institutional final term exams helped to address Research questions 2.1
and 2.2. The institutions’ enacted curriculum and assessment (including core
curriculum, course objectives and outlines, tests) enabled me to address Research
questions 3.1 and 3.2.
3.3.4

Survey.

3.3.4.1 Construction of the survey.
I constructed my survey in two parts. Part 1 had 10 questions relating to the
respondents’ demographics profile and their engagement in curriculum, pedagogy, and
assessment development. To investigate the respondents’ demographic, I asked them
about their (i) current employer, (ii) gender, (iii) employment status, (iv) roles, (v) years
of service, (vi) highest qualification, (vii) and their Common European Framework of
Reference for Languages (CEFR) certification. To obtain a deeper understanding about
respondents’ perceptions, I asked them about their responsibility and engagement in the
ELTE program (e.g. curriculum, pedagogy, and assessment development; and
professional development).
Part 2 of the survey focused on the respondents’ perceptions of their practice in
curriculum, pedagogy, assessments, outcomes, and standards. It included 29 questions
regarding curriculum (items 11.1-11.29), 21 questions regarding outcome policy (items
11.20-11.50), three open-ended questions regarding alignment of curriculum with
outcomes, 26 questions about teaching practice (items 15.1-15.25 and Question 16), and
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three questions regarding assessments (items 17.1-17.9, Questions 18, and Question 19)
(See Appendix A - The Survey).
Question 11 focused on the alignment between curriculum and standards (items
11.1 to 11.29) and the alignment between outcomes and standards (items 11.30 to
11.50), which helps address sub-questions 1.1 and 1.2. These items were designed based
on MoET’s standards (Directive No.2196/BGDĐT-GDDH, 2010) and Peacock’s
curriculum evaluation framework (Peacock, 2009, pp. 262-263). For further detailed
information regarding alignment of curriculum with outcome and standards, I raised
open-ended questions to investigate if their curriculum was overloaded or missed any
necessary courses (Questions 12 and 13), and if their outcome policy clearly identified
knowledge, skills, and dispositions (Question 14).
Questions 15 and 16 focused on the respondents’ perceptions about their
pedagogies. I designed Question 15 to obtain the lecturers’ perceptions of their current
teaching practice. All components of this question were based on the nine effective
pedagogies presented by Nelson et al. (Nelson et al., 2015) and MoET’s ELTE standards
(Directive No.2196/BGDĐT-GDDH, 2010). I conducted open-ended Question 16 for
the mining of challenges that the respondents were facing when they enacted the ELTE
program and the techniques they were applying.
I conducted Questions 17, 18, and 19 to address Research questions 2.1, 2.2, 3.1,
and 3.2 regarding the alignment of assessment with curriculum, outcomes, and
standards. Question 17 focused on the alignment of assessment content and form with
curriculum and with students’ learning. Question 18 investigated the common forms of
assessment that lecturers use in their ELTE courses. Question 19 provided a place for
the respondents to report their challenges related to assessment.
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I ended the survey with inviting the respondents to participate in my interview. If
respondents agreed to participate in interviews, they provided names and an email
address for me to contact them in Question 21.
3.3.4.2

Survey collection procedure.

Hanoi Pedagogical University No.2, my employer, and Vietnamese MoET authorised
me to conduct my research at the participating institutions upon receipt of the
University of Newcastle ethics approval on 26 August 2016 (See Appendix B - Ethics
Approval).
The first step in conducting my survey was to contact the Head of each of the 11
institutions, and I provided them with the Participant Information Statement of my
study. Once I had each Head’s consent, I requested they forward an email to their
lecturers and administrators. A Participant Information Statement and the link to my
Survey Monkey were attached. As I used both online and paper surveys, I also asked for
permission to place two secure boxes labelled ‘Survey for Vietnamese ELTE lecturers
and administrators - Lan Nguyen’ and ‘Returned survey - Lan Nguyen’ in their staff
room for paper survey collection.
My Survey Monkey link https://www.surveymonkey.com/r/alignmentLANNGUYEN was open from October 2016 to December 31st 2016. The link was
closed two months after the last institution was invited to participate.
I received a total of 171 survey monkey and paper responses. Table 3.3 shows
the number of answered and skipped survey responses.
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Table 3.3
Survey responses based on questions
Question No.

1

2

3

4

5

6

7

8

9

10

11

Answered
Skipped

170
1

171
0

168
3

164
7

165
6

170
1

158
13

167
4

170
1

169
2

153
18

Question No.

12

13

14

15

16

17

18

19

20

21

Answered
Skipped

116
55

112
59

107
64

150
21

99
72

150
21

148
23

93
78

108
63

63
108

3.3.4.3

The survey respondents.

The response rate of 47.36% indicates that I received 171 survey responses from 366
potential lecturers and administrators across the participating institutions. The response
rates varied from institution to institution. For example, one of the largest surveyed
institutions had a 100% response rate (Institution 08), while six institutions had greater
than 60%, and four institutions less than 45% (See Appendix C - Demographic
information of the survey respondents). Lecturers and administrators from the large
institutions were less likely to undertake the study, while those from the provincial and
smaller institutions were more likely to participate. Two of the three largest institutions
had the lowest response rate (10.42% and 18.57%, respectively). The lower response
rate from the two largest institutions perhaps indicated a larger workload with their
student cohorts and possible survey fatigue.
I used the term “administrators” to describe Heads of Schools or Directors of
institutions, Deans of Faculty, or Leaders of a team or group, “lecturers” for in-service
teachers, and “instructional leaders” for those who occupied the twin roles of
administrators and lecturers. Most respondents were lecturers (74.39%), with the
percentage of lecturers engaging in the study three times that of instructional leaders
(24.39%). Only two administrators were managers not in charge of lecturers (1.22%). In
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Vietnam, administrators usually occupy twin roles of administrators and lecturers. The
response rate of the administrators was small, therefore I analysed the responses from
lecturers and instructional leaders only.
The institutions employ lecturers under permanent, long-term, and short-term
contracts. The majority of respondents had permanent tenure (69.05%), 17.26% had
long-term contracts, and 5.36% temporary contracts.
The majority of the respondents was female, at 76.47%. In Vietnam, there are
more female staff at institutions, which was consistent across my nine participating
institutions. There was no significant difference between males and females, in terms of
their employment status. There were no significant differences between their roles,
based on gender, either. More males had obtained Doctoral degrees than females (at
30% and 6.92%, respectively). In contrast, more females held a Master’s degree than
males (79.23% and 45%, respectively) (See Table 3.4 Demographic information about
the respondents’ gender and highest qualification).
Table 3.4
Demographic information about the respondents’ gender and highest qualification
Gender
Males
Females
Total
responses

Bachelor degree
20%
(n = 8)
13.08%
(n = 17)
(N = 25)

Master’s degree
45%
(n = 18)
79.23%
(n = 103)
(N = 121)

Doctoral degree
30%
(n = 12)
6.92%
(n = 9)
(N = 21)

Total
23.53%
(n = 40)
76.47%
(n = 130)
(N = 170)

The respondents’ years of service ranged from three to over 30 years reflecting
differences in levels of lecturers’ and instructional leaders’ experience. The majority of
the respondents had worked in ELTE programs from three to 10 years (33.33%),
31.52% had worked for an ELTE program from 10 to 20 years, 7.88% had one to three
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years of service, and 7.27% were in the first year of their teaching. Table 3.5 shows my
survey respondents’ years of service.
Table 3.5
The respondents’ years of service
Years of service
This is the first year
1-3
3-10
10-20
Over 20

No. of respondents
12
13
55
52
33

Percentages
7.27%
7.88%
33.33%
31.52%
20.00%

There is a close connection between the respondents’ qualification and their
employment status. Most respondents had obtained either a Master’s degree (71.18%),
or doctorate (12.35%). However, there was a number of survey lecturers with only a
Bachelor degree (14.71%). One interesting observation is that a large southern
metropolitan institution had half of the respondents with only a Bachelor degree
(Institution 08). Table 3.6 illustrates respondents’ highest qualification.
Table 3.6
The respondents’ highest qualification
Highest qualification

No. of respondents

Percentages

Bachelor degree

25

14.71%

Master’s degree

121

71.18%

Doctoral degree

21

12.35%

Others

3

1.76%

There was also a close connection between qualification and their roles. All
instructional leaders had obtained Master’s degrees (65%) or Doctorate (35%) while
18.18% of lecturers had Bachelor degree as their highest qualification. The number of
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instructional leaders achieving Doctorates was significantly higher than that of lecturers,
at 35% and 4.96%, respectively. Table 3.7 illustrates the highest qualifications of
lecturers and instructional leaders in my study.
Table 3.7
The lecturers and instructional leaders’ highest qualification

Lecturers

Bachelor
degree

Master’s
degree

Doctoral
degree

Other

18.18%

76.03%

4.96%

0.83%

0%

65%

35%

0%

Instructional
leaders

Most respondents met MoET’s in-service teacher ELP standards. Over two third
of respondents had achieved the C1 level (68.35%) and 17.27% of respondents had
obtained the C2 level or plus, one level higher than required. Other lecturers stated that
they had obtained IELTS certification Band 7.0, 7.5, or 8.0, instead of the C1 level.
There were some lecturers did not meet MoET’s ELP standards (6.33%). They had only
attained the B2 level despite having permanent tenure or long-term contracts. These
lecturers stated that they had never taken any C1 level tests. Table 3.8 illustrates the
respondents’ English language proficiency certification.
Table 3.8
The respondents’ CEFR certification
CEFR certification
B2
C1
C2 and plus
Others
Total

No. of respondents
10
108
28
12
158

Percentages
6.33%
68.35%
17.72%
7.59%
100%

Respondents’ pedagogical certifications vary. Nearly two third of respondents
were certified based on their graduating a full time Teaching English as a Foreign
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Language (TEFL) Bachelor degree program (65.87%). The others may have graduated
from Linguistics Bachelor degree programs and they achieved pedagogical
certifications after a completion of a short-term pedagogical training course(s). These
certifications in practice are seen equivalent to Bachelor Degree of TEFL (See Appendix
C - Demographic information of the survey respondents).
3.3.4.4

The respondents’ engagement in curriculum, pedagogies, and

assessments.
Professional development (PD) was provided to both instructional leaders and lecturers,
but the kinds of PD they received reflected their roles (See Figure 3.2 The respondents’
engagement in curriculum, pedagogies, and assessments). All instructional leaders had
more PD in curriculum and assessment because most of them engaged in setting
curriculum and assessment for their ELTE program. Instructional leaders had more
opportunities to engage in PD relating to assessments than lecturers, at 81.58% and
48.72%, respectively. They participated more in the curriculum development process, at
92.50% to 58.62% of lecturers. They were also more involved in assessment tasks at
their institutions, at 88.57% to 60% of lecturers. The majority of lecturers had
completed PD in pedagogy because their major role was teaching. The engagement of
the instructional leaders and lecturers in pedagogy was not significantly different, at
76.32% and 63.39%, respectively.
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Figure 3.2 The respondents’ engagement in curriculum, pedagogies, and assessments
This section has described the instructional leaders and lecturers’ PD
engagement in curriculum, pedagogies, and assessments. With different roles in their
working institutions, instructional leaders had more PD relating to curriculum and
assessment. Lecturers obtained the same opportunities for PD in pedagogy. In Chapter
4, I describe how ELTE PD engagement affected their perceptions of the alignment
across curriculum, pedagogies, assessments, outcomes, and standards.
3.3.5

Interviews.

After obtaining participants’ acceptances, I emailed the interviewees to set the time for
face-to-face individual meetings. Five of the Heads and Deans that I approached
nominated who I should interview. For this reason, not all these interviewees were the
most experienced lecturers. However, I could still obtain perceptions from lecturers with
various levels of experience.
I used individual and face-to-face verbal exchange, to ask 33 interviewees about
their ideas and experiences related to my research topic. I conducted these interviews in
Vietnamese to obtain rich responses and deep answers from the respondents, as
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Vietnamese is the first language of both interviewer and interviewees. The interviewees
arranged the interviews in a private room on each institution campus at their
convenience. I audio-recorded the interviews upon the interviewees’ agreement. I used
notetaking during my interviews as a backup.
The interviewees’ responsibility and experience with ELTE programs varied.
Most of the interviewees were responsible for designing and lecturing language practice
skills, linguistics, or methodology subjects (90%). Three of 33 interviewees with fewer
than 10 years of service had never undertaken syllabus design. One Dean from a
northern provincial institution, whose major was Russian, did not design or lecture any
English courses. The number of interviewees with a Master’s degree was the highest (n
= 22 of 33), the second highest held a Doctorate (n = 8 of 33). Only three informants
held a Bachelor degree. This range provided me varied understandings of the research
topics (See Appendix D - Demographic information of the interviewees).
I followed the major questions, with follow-up questions, and probes. While my
main questions focused on the information to address my research questions, the probes
clarified the information and maintained focus on the research topics, the follow-up
questions were used to explore deeper information relevant to the research topics.
Based on the interviewees’ survey responses, I asked them seven questions in
the order of (1) curriculum, (2) outcomes, (3) alignment of curriculum and outcomes,
(4) alignment of curriculum and standards, (5) pedagogy, (6) assessments, outcomes,
and standards, and (7) suggestions for a better alignment between and among the five
elements.
I encouraged the interviewees to address such topics as curriculum
overcrowding, unnecessary or missing courses, and theory and practice balance. I asked
the interviewees about their institutional outcome statements and students’ attainment. I
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also asked the interviewees about their pedagogies (e.g. teaching conditions, teaching
practice, students’ abilities, and teaching environments). My questions also focused on
their assessment form, content, assessment design process, and any challenges
associated with assessment. I paid particular attention to their institutional policy
implementation and the alignment between the five key ELTE elements. I finished my
interview by asking each to make suggestions for aligning their ELTE program with
MoET’s standards (See Appendix E - The interview protocol).
3. 4

Data analysis

I employed both descriptive quantitative and qualitative analyses. The procedure was
iterative and recursive moving from policy analysis to survey, followed up by interview.
3.4.1

Documents comparison process.

After selecting the relevant documents (See Figure 3.1 Collected documents.), I read
governmental and institutional policies to see in what ways the institutions were
implementing and interpreting the content of government documents, in terms of their
similarity, difference, and gaps.
I read closely the text of institutions and relevant government policies. For
example, Decision No.1400/QD-TTg stipulates that all graduates must achieve the C1
level as the ELP standards. This requirement is exactly stated in some institutions’
policies (Institutions 03, 05, 08). However, there is a gap in Institution 04 with regards
to the requirements of Post-Intermediate levels and Institution 06 with IELTS Band 6,
90-100 TOEFL IBT equivalent requirements, or B2 CEFR ELP requirements. My
analysis also found discrepancies between institutional and governmental policy. For
example, when I compared Directive No.2196/BGDĐT-GDDH dated on 22nd of April,
2010 which regulates the creation and publishing of a program’s outcomes and
Institution 06’s outcome statements, there was an omission in the institutional
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implementation. Even though the government required institutions to show the
documents that they had used to devise their outcomes, Institution 06’s outcome policy
did not do so.
The survey and interviews analysis helped me evaluate whether or not a policy
document was interpreted well and was reflected at institutional and faculty levels, or if
there were gaps or omissions between the policy and implementation. Document,
survey, and interview data analysis helped me organise the findings systematically and
logically.
3.4.2

Survey data analysis.

I used Survey Monkey gold version and IBM SPSS Statistics 24 to assist me to analyse
my survey data. I used IBM SPSS Statistics 24 to check the reliability of all the
surveyed items before analysing them. The Survey Monkey provided the percentages of
agreement and disagreement responses to the survey items. The IBM SPSS Statistics 24
provided the rate average and the mean of the surveyed items. I conducted frequency
counts to reveal the alignment levels between and among curriculum, pedagogy,
assessment, outcomes, and MoET’s standards.
With the open-ended survey questions, I employed thematic coding,
categorising, and filtering by category, using the support of Survey Monkey gold
version. I categorised the responses with the relevant themes and sub-themes. Using the
filter by category, I counted the frequency of the same responses, from which I
identified how lecturers and administrators perceived MoET’s policy, how they
currently acted, and the challenges they faced within their ELTE program.
3.4.3

Interview data analysis.

For the interview data analysis, I adapted the five phases interviewing analysis
framework including (i) transcription, (ii) description, (iii) analysis, (iv) interpretation,
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and (v) display (Brenner, 2006). I added a Vietnamese-English translation phase before
interpretation.
Transcription played an important role in preparing the data for analysis. I
transcribed all my interviews from voice to written texts. The transcribing helped me to
become familiar with the interview data. I transcribed them verbatim to ensure accuracy.
I coded my interviews to ensure their confidentiality.
I coded my data both manually and with the assistance of NVIVO 11. I
constructed my transcriptions with large margins on the left hand side and with
highlighting or underlining when coding. I classified and labelled the text to form
themes. I generated themes by merging similar codes and compared these codes with
key themes from the literature review, my research questions, and sub-questions.
I have a Master’s degree in English Linguistics from a large foreign language
institution, which enabled me to translate my data accurately. However, I was aware that
my experience, my social positions, and my worldview may have impacted my
translation. I was mindful that the quality of the translation would play a significant role
in the validity of my findings. For this reason, I employed an additional qualified
translator as a form of co-checking for selected data. This translator had a Master’s
degree in English and she has worked as a lecturer of English for 15 years. She was
good at both translating and language researching, which ensured that my data
translation was carefully checked.
In my data analysing, reporting, and interpreting, I refer to those I surveyed as
respondents, for those I interviewed as interviewees, and for both respondents and
interviewees as participants.

90

METHODOLOGY

3.4.4

Analytical frameworks.

To understand my lecturers’ and instructional leaders’ perceptions of alignment between
curriculum and standards, I used Vietnamese MoET’s five major domains of (i)
knowledge, (ii) skills, (iii) dispositions, (iv) employability, and (v) life-long learning
ability standards (Directive No.2196/BGDĐT-GDDH, 2010, p. 2, 3c-g) as illustrated in
Figure 3.3 MoET’s standard domains.
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Figure 3.3 MoET’s standard domains (adapted from Directive No.2196/BGDĐT-GDDH, 2010, p. 2, 3c-g)

Life-long learning
ability
Employability
Dispositions
Skills
Knowledge

METHODOLOGY

I also employed a framework to report on the lecturers’ and instructional leaders’
perceptions of the characteristics of curriculum evaluation (Peacock, 2009).
To understand the participants’ perceptions of their pedagogy, I combined NSW
Quality Teaching Model (NSW Department of Education, 2003) with the New Zealand
Ministry of Education’s (2007) seven principles of quality pedagogy, and five principles
for effective pedagogy of NSW Department of Education (2016). My adapted
framework is presented in Figure 3.4.
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Order

Principle 1
Supportive
learning
environment

Principles

Principles in action

The learning environment is
supportive, respectful and productive
(New Zealand Ministry of
Education, 2007; NSW Department
of Education, 2016)

• Positive relationships are developed
between teachers and students and between
students
• A culture of value and respect for
individuals and their communities is modelled,
established and maintained
• Learning experiences promote selfconfidence and risk taking in student learning
• Effort is valued and recognised to
support and encourage student success

Principle 2
Effective
learning
environment

The learning environment
promotes persistence, independence,
interdependence, engagement, high
expectations, social support,
students’ self-regulation, and
direction.
(NSW Department of Education,
2003, 2016)

Principle 3
Quality
pedagogy

The students’ background
knowledge, cultural knowledge,
connectedness, narrative, students’
prior learning and experiences, needs,
interests, and diversity are reflected
in the learning experiences and
program content
Students are challenged and
provide sufficient opportunities to
develop deep understanding,
reflective thought and action,
problematic knowledge, higher-order
thinking, metalanguage, and
substantive communication
(New Zealand Ministry of
Education, 2007; NSW Department
of Education, 2003, 2016)

• A wide range of teaching strategies
and learning experiences are used to promote
different ways of learning and thinking
• Teaching strategies and learning
experiences offer flexibility to respond to
student needs
• Prior learning, knowledge and skills
are recognised and built on
• Interactive learning approaches are
used to encourage critical thinking, creativity,
reflection and problem solving
• Learning is sustained and progressive
over time
• Learning experiences are reflective of
students’ real life context to build connections

Principle 4
Assessment

Appropriate assessment is
integral to teaching and learning
(NSW Department of Education,
2016)

• Assessment is used regularly to offer
feedback to students and inform planning and
teaching
• Assessment practices encourage
reflection and self -assessment (NSW
Department of Education, 2016)

Teaching and Learning as
Inquiry
(New Zealand Ministry of
Education, 2007)

• What strategies (evidence-based) are
the best for students to learn?
• The focusing inquiry establishes a
baseline and a direction. The teacher uses all
available information to determine what their
students have already learned and what
students need to learn next (New Zealand
Ministry of Education, 2007)

Principle 5
Inquiry

• Students set goals and take
responsibility for their learning
• Students cooperate and collaborate to
promote meaningful learning
• Teachers emphasise quality of
learning through high expectations

Figure 3.4. Framework for effective pedagogy 1
Designed based on NSW Principles of Pedagogy (2016), Quality teaching in NSW
public schools (2003), and New Zealand Curriculum (2007)
1
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To investigate the alignment of assessments with outcomes and standards in
terms of (i) knowledge and skills and (ii) forms, I applied the Revised Bloom’s
Taxonomy and Webb (1997) frameworks to explore whether the assessed knowledge
dimension and the cognitive demands were aligned with the requirements identified in
institutional program outcomes and course objectives. The Revised Bloom’s Taxonomy
is constructed with a knowledge dimension (Factual, Conceptual, Procedural, and
Metacognitive) and a cognitive process dimension (Remembering, Understanding,
Applying, Analysing, Evaluating, and Creating).
Four categories of knowledge dimension are ranked from the most concrete to
abstract, which are presented in Figure 3.5.
Factual knowledge: The basic elements students must know to be acquainted with a discipline
or solve problems in it, for example, knowledge of terminology, knowledge of specific details
and elements
Conceptual knowledge: The relationships among the basic elements within a large
structure that enable them to function together, e.g. knowledge of classifications, categories,
principles, generalisations, theories of models, and structures
Procedural knowledge: How to do something, methods of inquiry, and criteria for using
skills, algorithms, techniques, and methods. e.g. Knowledge of subject-specific skills,
algorithms, techniques, methods, criteria for determining when to use appropriate
procedures
Metacognitive knowledge: Knowledge of cognition in general as well as awareness and
knowledge of one’s own cognition. e.g. strategic knowledge, knowledge about cognitive
tasks, self- knowledge

Figure 3.5. The Knowledge Dimension according to Revised Bloom’s Taxonomy
(adapted from Anderson, Krathwohl, Airasian, et al., 2001, p. 46)

The six categories of the cognitive process dimension range from the most to the
least commonly found in the objectives, which are illustrated in Figure 3.6.
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• Remembering: Retrieving relevant knowledge from long-term memory
Level1 • Verbs: recognise, recall
• Understanding: Constructing meaning from instructional messages, including oral, written,
and graphic communication
Level
•
Verbs: interpret, exemplify, classify, summarise, infer, compare, explain
2
Level • Applying: Carrying out or using a procedure in a given situation
• Verbs: execute, implement
3
• Analysing: Breaking material into constituent parts and determining how parts relate to one
Level another and to an overall structure or purpose
4
• Verbs: differentiate, organise, attribute
Level
5

• Evaluating: Making judgement based on criteria and standards
• Verbs: check, critique

Level
6

• Creating: Putting elements together to form a coherent or functional whole; reorganising
elements into a new pattern or structure
• Verbs: generate, plan, produce

Figure 3.6 The six categories of Revised Bloom’s Taxonomy’s cognitive process
dimension (adapted from Anderson, Krathwohl, Airiasian, et al., 2001, p. 31)

To explore the alignment of assessment with outcomes and course objectives, I
also used Webb’s Depth of Knowledge (DoK). The DoK evaluates the correspondence
of assessed and required cognitive demands. It also measures the degree to which the
assessed knowledge is of the same complexity as the standards (Tindal, 2005).
Standards and assessment can be aligned,
not only on the category of content covered by each, but also on the basis of the complexity of
knowledge required by each. Depth-of-knowledge consistency between standards and
assessment indicates alignment if what is elicited from students on the assessment is as
demanding cognitively as what students are expected to know and do as stated in the standards
(Webb, Horton, & O’Neal, 2002, April, p. 6).

I used Webb’s DoK for Social Studies, not for Language Arts, because it permitted me
to evaluate my collected ELT tests. Language Arts DoK is more helpful for evaluating
Reading and Writing assessments. Webb (2002) identified four levels of DoK in social
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studies. Level 1 (Recall of Information) includes recalling facts, terms, concepts, trends,
generalisations and theories or recognising or identifying specific information contained
in graphics. Level 1 requires students to identify, list or define. A Level 1 “describe or
explain” would recall, recite or reproduce information. Level 2 (Basic Reasoning)
includes the engagement of some mental processing beyond recalling or reproducing a
response. Items at Level 2 include contrasting or comparing, giving examples,
classifying or sorting items into meaningful categories, describing, interpreting, and
explaining. Level 3 (Complex Reasoning) requires students to reason, use evidence, and
a higher level of thinking than Level 1 and Level 2. Items at Level 3 include drawing
conclusions, citing evidence, applying concepts to new situations, using concepts to
solve problems, analysing, proposing, evaluating, and explaining. Level 4 (Extended
Reasoning) engages students in complex reasoning, planning, developing and thinking
for an extended period of time. Level 4 requires students to analyse and synthesise
information from multiple sources, examine and explain alternative perspectives across
a variety of sources and/or describe and illustrate how common themes and concepts are
found across time and place (Webb, 2002, pp. 7-8).
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Level 4
Extended Reasoning
Level 3
Complex Reasoning
Level 2
Basic Reasoning
Level 1
Recall of Information

Figure 3.7 Webb's Depth of Knowledge levels for social studies (adaped from Webb,
2002, pp. 7-8)

3. 5

Validity of the data results

In order to check reliability of my data, I conducted Cronbach’s alpha test.
Reliability refers to the consistency or dependability of a measure over time and
over questionnaire items (Allen, Bennett, & Heritage, 2014, p. 225). Cronbach’s alpha is
a measure of internal consistency to be used as one of many tests of reliability (Allen et
al., 2014, p. 225; Cronk, 2008). I conducted the reliability tests for coefficient α to
identify if the surveyed items were good or not. The coefficient α close to 1.00 is very
good, but close to 0.00 represents poor internal consistency (Cronk, 2008, p. 101).
Ideally, Cronbach’s alpha should be around 0.8 to 0.9, but above 0.7 is acceptable
(Allen et al., 2014, p. 231). For example, survey items regarding curriculum and
MoET’s standards; outcomes and standards; and assessments and standards are all good
(See Appendix F - Cronbach alpha values for all studied items).
I also employed an Item-total analysis to assess the internal consistency of my
data set when testing reliability. Item-total analysis comprises a number of items that
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make up a scale and determines the degree to which all items measure the same
construct. It uses the Pearson Correlation command (Cronk, 2008, p. 99). The item-total
correlations should always be positive, negative ones should be removed from the scale.
Generally, item-total correlations of greater than 0.7 are considered desirable while less
than 0.3 weak. Questions with correlations of less than 0.3 should be removed from the
scale. The worst question should be removed before the total is recalculated, then the
item-total analysis is repeated without the removed question. The process is repeated
until all remaining correlations are greater than 0.3 and internally consistent (Cronk,
2008, p. 100). In this research, the majority of my survey items passed this test and they
are used in my analysis, except for survey item 15.7 “Students are exposed to a teachercentred approach”, which was removed because its item-total correlation was 0.199
(less than 0.3). This item was not analysed in my analysis.
I also measured the Cronbach’s alpha if item deleted because if the alpha
increased when any items were removed, those items should be removed. Consequently,
all subsequent analyses are only based on responses to the remaining items (Allen et al.,
2014, p. 233). In this research, the majority of my survey items passed this test, except
for survey item 15.7 “Students are exposed to a teacher-centred approach” and item
15.18 “The learning environment is challenging” which were removed from my
analysis because the alpha increased if those items were deleted.
3. 6

Ethical considerations of the research

I received Ethics Approval to conduct my study in Vietnam from the University of
Newcastle, reference No.H-2016-0281 dated 26 August 2016 (See Appendix B - Ethics
Approval). My study adhered to (i) the ethical considerations specific to qualitative and
quantitative methods and the field of human research presented in the Australian
National Statement on Ethical Conduct in Human Research 2007, (ii) the ethical
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considerations required by the University of Newcastle, and (iii) all the safety and
security regulations and the laws of Vietnam.
I was mindful to follow ethical considerations for human research in countries
outside Australia, as presented in the National Statement on Ethical Conduct in Human
Research 2007 (National Health and Medical Research Council, 2015). In addition,
because I conducted my study in Vietnam, I asked for permission from all institutions in
my study. I honoured Vietnamese values, cultures, and traditions and respected
respondents and their workplaces.
When conducting my survey and interviews, I clearly explained to the
participants the nature of my study, their roles and rights. I made sure that the
participants clearly understood that their participation was voluntary before they signed
a written consent form. I also informed the respondents about their right to withdraw
their participation at any time. I provided them with contact emails, telephone numbers,
and the office address of my principal supervisor at the University of Newcastle and of
my university rector in Vietnam. I explained that they could contact my supervisor and
the rector of my institution when participating in my study.
As the respondents might not have found it easy to express their perceptions
about governmental policy, I explained that they would not be identifiable from the
information they would provide. I reassured them that when disseminating my findings,
all their responses would be securely stored and that my study would have little impact
on their employment or life. I made sure they understood that the data would be used
just to support my research, not for other aims. My data would not be accessible by
anyone other than my supervisors and me. I explained that my data would be stored at
least 5 years after the completion of my study, and then it would be deleted with the
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permission of the University of Newcastle. I promised that Heads of the participating
institutions would receive a summary of my findings.
I understood that the Vietnamese respondents may not have been familiar with
research. In order to facilitate their participation, I chose to communicate in the
Vietnamese language via emails and face-to-face, although all of the respondents were
skillful in English. I attempted to create a good rapport with the respondents by using
our mother tongue in the hope that it would make them feel safe, and facilitate their
participation. I did record my interviews and kept recorded field notes regarding the
interview setting, context, and the conducting of my interviews. I then transferred my
digital recordings onto my laptop, which was password-protected. I personally
transcribed my interviews and field notes from voice to written texts. After transcribing
my interviews, I returned transcribed interviews to the respondents for their
confirmation of accuracy. The respondents were invited to delete, amend, or add any
new information as a part of the process of member data checking. A qualified translator
vetted my transcripts for accuracy (See Section 3.4.3).
3. 7

Summary

My study was initiated based on my experience as an ELTE lecturer and researcher. In
my institution, I noticed that the curriculum and pedagogy did not match MoET’s
standards, and assessment did not match the curriculum or my institution’s outcomes
(See Section 1.1). I was aware of other problems in Vietnamese tertiary ELTE, for
example, institutions may not have met the social expectations around the
implementation of policies, and institutions appeared constrained when developing
appropriate curriculum to match MoET’s standards (See Section 1.3).
In Chapter 2, I reviewed the theorising and evaluating of standards, outcomes,
assessments, curriculum, and pedagogies in ELTE programs, as well as the alignment of
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these levers across ENL, EFL, and ESL countries. The key points of these levers and
alignment frameworks help me understand that all these levers should be aligned. In
order to answer my research questions about the problems I identified in Chapter 1, and
based on the literature review in Chapter 2, I conducted my mixed-method approach,
which was a triangulation of document analysis, survey, and interviews. I was going to
collect my data in a systematic way to investigate these questions by doing a mixedmethod study. I selected representatives of a number of ELTE tertiary institutions across
Vietnam and I interviewed administrators and experienced lecturers, who hold the key
roles in Vietnamese ELTE programs. The analytical frameworks to analyse the
alignment of curricula, pedagogies, assessments, outcomes, and standards were
identified.
In the next four chapters, I report my data analysis findings based on
participants’ perceptions and documents. The participants’ recommendations for
improvements of curriculum, pedagogies, assessments, outcomes, and their alignment
with MoET’s standards are presented.
Chapter 4 starts with a description of the participants’ perceptions about MoET’s
graduate ELP standards, which are considered unachievable. This chapter focuses on a
strong alignment between curriculum, foundation, English, and pedagogy knowledge
standards; and a strong alignment between curriculum and dispositional standards. It
also highlights participants’ perceptions of a weaker alignment between curriculum and
English communication, pedagogy, soft-skills, and research skills standards.
Chapter 5 reports the participants’ perceptions of the issues in their ELTE
program regarding processes of devising outcomes and curriculum, overloading or
heavily theoretical courses in curriculum, low quality of assessment design and
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management, and too many challenges in pedagogies relating to students’ abilities and
teaching conditions.
Chapter 6 presents my understandings of MoET’s and institutional documents,
relevant to standards, outcomes, and curriculum, in relation to the political ideology in
Vietnamese educational policy. This chapter highlights the gaps in curriculum
preparation for students’ achievement of professional skills and soft-skills standards.
Chapter 7 presents my investigation of institutional assessment and pedagogical
documents. These policies are analysed in relation to curriculum, outcomes, and
MoET’s standards to understand the alignment between and among these levers.
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Chapter 4:

ALIGNMENT OF VIETNAMESE ENGLISH LANGUAGE
TEACHER EDUCATION PROGRAMS

The two previous chapters reviewed international studies regarding the alignment of the
five levers of English Language Teacher Education programs (standards, outcomes,
assessments, curriculum, and pedagogies), and described the methodologies used in this
study. In Chapter 2, I provided an overview of theorising and evaluation of these five
levers, the debates around them across ENL, ESL, and EFL countries, and the theory of
educational alignment. I concluded Chapter 2 with a conceptual framework to evaluate
alignment among these five levers in Vietnamese ELTE. In Chapter 3, I described my
research design by introducing three data collection instruments and presenting
participant recruitment criteria as well as the associated ethical issues. My research
design illustrated the match of the participants’ recruitment criteria, my data collection
instruments, data analysing tools, and the aims of my study.
My study aimed to understand the participants’ perceptions of the alignment
among the five key ELTE levers. I begin this chapter by describing the participants’
perceptions about MoET’s standards. This chapter describes how institutional outcomes
met national standards and how institutional assessments were aligned with outcomes
and standards in terms of knowledge, skills, and forms. I then present the participants’
perceptions about their current curriculum and its alignment with standards. I also
investigate whether the current pedagogies prepare ELTE graduates to meet national
standards.
In my analysis, I focus on ELTE enactment of curriculum development within
Vietnamese tertiary programs. Crucial findings include a strong alignment of curriculum
with foundation knowledge standards, and a strong alignment of curriculum with
disposition standards. Assessment content is aligned with curriculum while assessment
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form is not. I also found that there was insufficient preparation for students’
achievement of English language proficiency standards. My findings indicate that fewer
participants believed in the alignment (i) between curriculum and soft-skills standards
and (ii) between curriculum and research skills standards. Although life-long learning is
one of MoET’s standard domains, the participants did not pay attention to this.
The participants perceived issues with curricula in terms of many non-linguistic
courses, limited credit hours allocated to major language practice and professional
experience, and an imbalance between theory and practice. They believed that they
provided students with engaging and cooperative learning environments. However, they
drew attention to their students’ low abilities and commitment, which may bring
challenges to their teaching.
I begin this chapter by discussing the participants’ concerns about MoET’s
standards. I focus on ELP standards specifically as the interviewees did not discuss
other standards in detail.
4.1 Lecturers’ and instructional leaders’ concerns with MoET’s high English
language proficiency standards
All ELTE graduates are required to achieve the C1 level (See Sections 1.4 and 6.3.1),
which is Level 5 in the six Common Reference Levels of the Common European
Framework of Reference for Languages (CEFR), and the language user at Level 5 is a
proficient user with effective operational proficiency ("Common European Framework
of Reference for Languages," 2017). MoET’s C1 level standard constrains both lecturers
and students in achieving national standards and institutional outcomes.
4.1.1 Unattainable English language proficiency standards.
In general, the participants expressed their frustration with MoET’s new English
language proficiency standards in the current Vietnamese ELTE context of students’
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poor ELP abilities. In particular, provincial institutional interviewees perceived that the
C1 level standard is too high. Five of 12 provincial institutions’ administrators shared
this concern. As one emphasised, “The C1 level of language proficiency is a high
requirement, even to the lecturers, not only the students.” [Ngay cả với giảng viên thì
C1 cũng là quá cao cho nên với sinh viên là quá tham vọng) (Interview Participant (P)
04) (See List of Acronyms and Abbreviations). Another southern provincial institution’s
lecturer stated, “Lecturers could not achieve this level if they were required.” [Các thầy
cô bây giờ đi test lại cũng chưa chắc đạt] (P32). A rural institution’s Vice-dean
contended, “The C1 level is not only unattainable to students in our area, but it is also a
challenge to students in other areas. To have 100% of students achieving the C1 level is
impossible, even with students from large institutions.” [Mình thấy là nếu đánh đồng
toàn bộ là C1 nó không chỉ cao với cái bối cảnh của mình là khu vực miền núi và mình
nghĩ là nó cũng vẫn là thách thức với các trường khác. Ngay cả những trường lớn để có
100% C1 theo đúng chuẩn của nó thì mình nghĩ là điều không khả thi] (P02).
The participants shared the perception that the C1 level is high. A lecturer from
one of the largest metropolitan institutions related, “We feel challenged and we do not
know how our students can attain the C1 level standard at graduation.” [Bọn em cảm
thấy rất khó khăn không biết làm thế nào để sinh viên vào đợt 2 năm nay mà có thể đạt
chuẩn C1 khi ra trường](P08). Expressing the same concern, a lecturer from another
large metropolitan institution understood that the C1 level standard was reasonable for
his students; however, it may seem high to provincial institutions’ lecturers and students
(P12).
The C1 level standards are high because of students’ poor ELP level. They are
challenging and impractical not only to rural and provincial students but to metropolitan
students. Nearly half of the interviewees claimed that the C1 level was too difficult for
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their students to attain (n = 15 of 33). Participants across Vietnam believed that students’
poor ELP entry levels may prevent them from achieving the C1 standards. For example,
one lecturer with over 20 years teaching in ELTE program explained, “Students take the
C1 level examination from five to seven times, but they cannot achieve this level.” [Để
ra được C1 là quá khó, có sinh viên thi năm đến bảy lần chưa được] (P16). One large
central metropolitan institution’s instructional leader also related that the C1 standard
was too far from her students’ ELP abilities, stating, “It is said that graduates are
required to achieve the C1 level but I think it is demanding. If so, only a few of my
students can achieve it.” [Người ta nói rằng sinh viên phải chuẩn C1 nhưng mình thấy
là cao quá. Nếu thực sự C1 thì chỉ có vài em thôi, số lượng rất nhỏ được C1] (P22). A
rural institution’s Vice-dean noted, “It is impractical for 100% of students to achieve the
C1 level, even students in large metropolitan institutions.” [Ngay cả những trường lớn
để có 100% C1 theo đúng chuẩn của nó thì mình nghĩ là điều không khả thi] (P02).
4.1.2 How low are students’ English language proficiency (ELP) entry
levels?
More than half of the interviewees noted that their students’ entry ELP level was poor (n
= 17 of 33). One metropolitan institution’s Vice-dean noted, “Students enter the ELTE
program with the A2 level or lower.” [Bây giờ bắt đầu vào là chưa được A2, có em bắt
đầu từ đầu](P19). Students’ abilities are even lower in rural areas because “Students
come in with a lower level than A0.” [Bây giờ còn đang âm A0], as one rural
institution’s lecturer noted (P03). Some respondents highlighted that their students’
language proficiency was “limited” [hạn chế] (Survey Respondent (SR) 151) (See List
of Acronyms and Abbreviations) and even “too poor” [quá kém/ yếu/ rất kém](n = 7).
The interviewees stated that the C1 level would be appropriate if students entried
the ELTE program with higher ELP levels and if they were offered more time studying
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English (n = 9). Both experienced and inexperienced lecturers agreed that if students
make an effort [nỗ lực] during their 4-year program, they could attain the C1 level. For
example, a lecturer from a large central metropolitan institution noted, “If students’
required entry level is higher, they will be sure to achieve the outcomes.” [Đầu vào cho
cao cao một tí thì đầu ra sẽ đảm bảo được] (P17). One instructional leader from a
southern metropolitan institution explained, “It is not too far to achieve the outcomes in
4 years time, although it is challenging.” [Thực ra bốn năm thì không quá xa đâu. Nó
cũng là thách thức nhưng nói là không đạt thì không đến nỗi đâu] (P26). A junior
metropolitan institution’s lecturer reported, if his students used their self-study time 2
more effectively, they could achieve the C1 standard (P23).
4.1.3 Lecturers’ and instructional leaders’ wish for the lowering English of
Language Proficiency standards.
Nearly half of the interviewees perceived that it would be more reasonable if MoET
lowered the ELP standards to the B2 level (n = 15). This perception was found across
Vietnam whether or not from the metropolitan or provincial institutions. For example, a
rural southern institution’s lecturer confirmed 60% of her students would attain the B2
level; however, only 15% of her students could achieve the C1 level (P33). A large
central metropolitan institution’s Vice-dean also highlighted that achieving the C1
standard was impossible because the B2 level was difficult (P19).
The participants were concerned that their students could not graduate the ELTE
program with C1 level standards. An instructional leader from a central metropolitan
institution confirmed that few of her students could graduate with that new standard
(P22). Another instructional leader from a large northern metropolitan institution
2

Self-study time is defined as non-timetabled study time, i.e. time spent outside the classroom for
learning purposes, either for class assignments, group work, or studying for an assessment (Pogacnik et
al., 2004)
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contended that 20% of the students did not receive certificates two months after
graduation day because they had not attained the C1 level (P07). One lecturer from a
northern provincial institution asserted, “If the C1 level standards are implemented, our
students cannot graduate, and therefore my institution will not get new students
enrolled.” [Nếu Bộ cứ áp chuẩn đầu ra C1 thì sẽ là câu chuyện sinh viên tồn lại và nhà
trường không tuyển sinh](P03). A Vice-dean from a northern provincial institution
further explained,
I find that many foreign institutions, even for English major students, only require the B2 level.
The B2 users are described in CEFR as independent users. If primary or secondary pre-service
teachers achieve the B2 level, they can do their teaching jobs well. [Mình thấy rất nhiều trường
đại học ở nước ngoài, kể cả với đào tạo chuyên ngữ họ chỉ yêu cầu tối thiểu là B2. B2 nếu theo
mô tả trong khung năng lực châu Âu thì người ta dùng cũng khá là độc lập rồi có thể dùng rất là
tốt, đặc biệt là với giáo viên cấp I cấp II, nếu là B2 thì họ ra dạy cũng rất vững] (P02).

Not all participants shared the perception that ELP standards were high. Some
interviewees from large metropolitan institutions stated that the C1 level was not high (n
= 5). For example, a lecturer from a southern metropolitan institution did not think the
C1 level was high (P28). A Vice-dean of a large northern metropolitan institution
explained,
Both lecturers and students are trying to achieve the C1 level ELP standards. Not many first year
students can pass the C1 level tests. However, the third or fourth year students can achieve this
level. Our students’ English language proficiency is quite good. [Mình thấy là giáo viên và sinh
viên rất nỗ lực, tỷ lệ đầu tiên chưa được nhiều lắm dần dần đến năm thứ ba và năm thứ tư thì tỷ
lệ các em đạt chuẩn đầu ra tăng lên khá là nhiều, cho nên về năng lực sử dụng ngôn ngữ thì
mình thấy là khá ổn] (P07).

A junior lecturer from another large northern metropolitan institution stated that the C1
level was suitable for his students because most of his institutional students were
successful in achieving MoET’s ELP standards (P12).
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One third of the interviewees did not comment on ELP standards. Perhaps these
interviewees were teaching at large institutions, where students had high entry levels,
and easily achieved the C1 level standards. Another explanation is that these
interviewees regarded students as responsible for their achievement. One more
possibility is that these lecturers were not concerned because they believed that the C1
level standards were unattainable or it was unlikely to be implementable.
4.2 Institutional outcomes
This section presents the participants’ perceptions of their students’ current learning
outcomes. In Chapter 5, I will present issues regarding the process of designing
outcomes as well as the lack of outcomes’ clarity. Lecturers and instructional leaders
focus on their institutional ELP requirements. The participants emphasised their
students’ poor English language competences and reported that a high percentage of
their students had failed to meet their institutional ELP requirements.
A majority of the interviewees were concerned with their reported institutional
outcomes (n = 19 of 33). More than half stated that no less than 50% of students failed
to meet their institutional ELP requirements. This perception was shared by
administrators, lecturers, and instructional leaders (n = 5 of 33). This perception was
found particularly in rural and provincial institutions. One Dean from a rural southern
institution claimed that only 10% to 15% of her students had met her institutional ELP
requirements (P32). Both a Dean and a Vice-dean from a northern provincial institution
confirmed that nearly 50% of their students could only achieve the B1 level, and they
hoped the other half students could achieve the B2 level (P01 and P02).
Participants found it was difficult for students to achieve MoET’s and
institutional ELP requirements at the C1 level. Two central instructional leaders
confirmed that the number of students meeting their institutional ELP requirements was
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not large. One instructional leader from a large central institution stressed that her
students attempted the C1 level examination several times (P19). Another instructional
leader also estimated only a minimal percentage of students could attain the C1 level,
about 10% (P18). One lecturer from a metropolitan institution stated that students’
achievement was low, around 30% or 40% (P27).
The interviewees suggested that students were not committed to improving their
ELP levels. This perception was shared by both rural and metropolitan participants. One
rural institution’s lecturer reported that her students’ competence was the key factor for
their not being able to meet the requirements (P03). Another lecturer, with over 20 years
of ELTE teaching, claimed that it was her students’ fault if they did not meet the
requirements (P16). She questioned why some students could meet the requirements
while others could not, given the same curriculum and pedagogy. She complained that
her students were passive learners. A large metropolitan institution’s instructional leader
highlighted that students’ achievements depended on their competence and
commitment. He confirmed, “Those who failed to meet the requirements must either
have poor language proficiency levels or have low commitment.” [Những sinh viên
chưa qua được C1 thì hoặc là những sinh viên đó yếu quá hoặc độ commitment không
cao] (P07).
Only a quarter of the interviewees believed most students could attain their
institutional ELP requirements (n = 8 of 33). As a lecturer from a provincial institution
noted, about 30% to 40% of his students could achieve the C1 level after 2 years. He
suggested if his students were to persist in retaking the test, another 30% to 40% could
be successful. He believed that by the end of their fourth year, 80% to 85% of his
students could achieve C1 level (P07). A metropolitan interviewee confirmed that 70%
to 80% of his students could attain C1 level by the fourth year (P20), and an
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instructional leader from a central metropolitan institution also agreed that after 4 years,
approximately 50% to 60% of her students could achieve the ELP standard (P22).
The attainment of C1 level was most challenging to ELTE students from remote
areas whether they attended the provincial or metropolitan institutions (P23, P07, and
P22). These students were allowed to enrol in ELTE programs without taking entrance
exams, or they were permitted to enrol with lower grades. Often these students had poor
ELP and struggled to achieve institutional or national graduation requirements. One
instructional leader from a central metropolitan institution highlighted, “Our faculty has
many difficulties teaching the special rural students, they cannot even speak the
Vietnamese language, and thus they cannot graduate from the ELTE program.” [Cho
nên khoa mình khốn đốn với các em sinh viên đó. Vừa dạy Tiếng Anh mà các em nói
tiếng Việt còn không sõi nữa. Và bây giờ cũng chưa ra trường được] (P22).
4.3 Lecturers’ and instructional leaders’ perceptions of the alignment between
assessments, curriculum, outcomes, and MoET’s standards
This section begins with a description of assessment and its forms, which were
commonly used in the participating institutions. It then discusses participants’
perceptions about how their institutional assessments aligned with curriculum and
MoET’s standards, in terms of both content and form.
4.3.1

Institutional assessments.

Many lecturers and instructional leaders reported their concerns about ELP assessment
reliability. CEFR or VSTEP 3 ELP tests were used across participating institutions. Some
interviewees felt that CEFR tests were appropriate to use (P10, P11, P20, and P28).
Others questioned VSTEP’s validity (P02, P21, P22, and P30). Two central metropolitan
institution’s instructional leaders related that VSTEP tests were a mixed-level
3

Vietnamese Standardised Test of English Proficiency (VSTEP)
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combination of TOEFL, IELTS, and TOEIC; there was no guarantee to be used for a
specific level (P21 and P22). They contended that CEFR was more reliable than VSTEP,
and suggested that the test designers must be careful when adapting or using VSTEP
tests (P22). To illustrate, an instructional leader from a central metropolitan institution
stated,
CEFR is standardised for each specific level, but VSTEP is a combination of mixed-levels of
TOEFL, IELTS, and TOEIC. We cannot be sure which level it is. VSTEP users cannot be sure
which level to select. They must be careful when cobbling VSTEP tests together, and they
should not take a whole VSTEP test. I prefer to use the CEFR form and feel confident with its
reliability rather than the VSTEP. [CEFR thì nó chuẩn từng level, còn VSTEP mình nhìn thấy từ
TOEFL, IELTS, TOEIC, mà từ các level khác nhau, không thể chắc chắn level nào, làm sao để
sure, người dùng rất cảm tính. Chưa kể là người ra đề phải có trách nhiệm để sàng lọc, chứ
không thể bỏ đại vào một đề được. Nếu lấy đề thi theo CEFR thì chẳng thà mình bắt chước
người ta nhưng mình còn yên tâm về reliable hơn là VSTEP] (P22).

Approximately 60% of the interviewees reported that they checked and approved the
tests before their use. In these institutions, lecturers designed a bank of final term tests,
and these were checked by the leaders of academic subject groups. If the tests were
approved, they were sent to an institutional Examination Council or the Testing and
Quality Assurance Office. These randomly selected a test from a bank, or combined
questions to create a composite final test (n = 8 of 33). In other institutions, there was no
Examination Council or Testing and Quality Assurance Office, and academic subject
group leaders checked lecturers’ tests. Once approved, these tests were sent to the
faculty Dean who chose which would be used (n = 8). However, in some other
institutions, there was no checking of the tests before use (P28, P30, and P32). Lecturers
could use the tests they designed without any feedback. For example, a Dean of a
southern provincial institution noted, “Because of a lack of lecturers, some courses are
covered by only one lecturer. That lecturer is responsible for assessment content. We
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signed the tests for legalisation, but we have never reviewed any tests.” [Do thiếu giáo
viên nên có một số môn chỉ có một giáo viên đảm nhiệm thành ra chỉ có giáo viên đó
quyết định về nội dung. Hiện tại chỉ ký để hợp thức hóa còn chưa hề có tổ chức phản
biện] (P32).
The interviewees expressed concerns about the limited number of tests within a
bank and their poor quality (n =11 of 33). One large northern institution’s Vice-dean
reported, “We have only a bank of eight sets of two tests to be used over 4 years. Only
two sets are added each year.” [Nếu có sử dụng cho cả bốn năm đi chăng nữa thì tính
đến thời điểm này cũng chỉ được đến tám bộ. Mỗi năm làm hai bộ, cũng không nhiều]
(P07). He added, “VSTEP tests are limited in quantity.” [Ngay cả VSTEP lượng đề hiện
nay cũng rất hạn chế chứ cũng không phong phú đâu](P07). This concern was shared
by other survey respondents, who also noted that tests were not frequently updated
(SR01 and SR92). Interviewees explained that the resources lecturers used to design
assessment were also limited (P07, P11, and P22). One central institution’s instructional
leader claimed that she and her colleagues “cobbled together” tests from different CEFR
materials and they worried that the testing resources would gradually run out (P22). One
large northern institution’s instructional leader felt that students might have access to the
assessment material websites that lecturers used. She worried about whether or not the
lecturers’ assessment materials were outdated (P11).
Both respondents and interviewees reported their concern about the poorly
equipped test venues (n = 9 of 171 and n = 4 of 33, respectively). Some respondents
highlighted a shortage of audio-visual equipment for assessment. For example, one
survey respondent stated that they had challenges with “technology support for
assessment” [hỗ trợ kỹ thuật] (SR161), and another surveyed lecturer noted, “The
computer rooms have some limits, we lack audio-visual equipment to use in our
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assessment.” [Phòng máy còn nhiều hạn chế, thiếu các thiết bị nghe nhìn để kiểm
tra](SR93). Provincial and metropolitan institution lecturers shared the same perception
of a lack of computers and projectors for use in assessment (n = 6). As noted by a
respondent, “Currently we have no other difficulties except for assessment on
computers because our classrooms are not fully equipped.” [Hiện không có khó khăn gì
ngoài việc áp dụng thi trên máy tính vì chưa đủ điều kiện cơ sở vật chất] (SR167). A
large southern institution’s lecturer noted that the audio-equipment used in their
institutional assessment was of poor quality (P23). Another respondent further
complained, “We have technical issues at the test venue during the tests.” [Gặp khó
khăn với các sự cố về kỹ thuật khi sinh viên thi tại phòng lab](SR120).
A minority of interviewees suggested that their final term assessment reflected
the students’ learning (n = 9 of 33), because these were pitched to a low level of
performance (P02). One lecturer with over 25 years teaching ELTE students stated,
“When we want the curriculum to align with standards and requirements, we always
have to design tests with lower levels than the requirements.” [Khi mình muốn đạt mục
tiêu theo chuẩn đầu ra thì luôn luôn phải làm [đề thi]thấp hơn chuẩn đó. Giáo viên luôn
luôn phải ra đề thi thấp hơn yêu cầu] (P19). One Vice-dean from a northern provincial
institution confirmed, “Because our students’ entry levels are low, we assess at low
levels; and we are sure that we can assess students’ (low) learning performance.” [Vì
đầu vào thấp mình bắt đầu đi từ những cái thấp và đảm bảo đủ mình đo được các kỹ
năng mà sinh viên đạt được](P02). Lecturers were sure that when students entered with
poor levels, they could only achieve low grades in their final term assessment (P02,
P19, and P30). One provincial institution lecturer stated, “There is not a single student
who starts at a low level who can achieve a high final term grade.” [Theo như em quan
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sát thì không có hiện tượng là sinh viên không ở mức khá mà lại có kết quả ở mức khá]
(P03).
Respondents and interview participants were concerned about a lack of
assessment feedback (n = 12, and n = 8, respectively). “Large class size”, “not enough
time” and “not enough examiners/lecturers” were the reasons they gave for the lack of
feedback provided to students (n = 12). Feedback was rarely given during the course,
especially for summative assessment. One large northern metropolitan institution’s
instructional leader stated, “My institutional policy does not permit feedback for
students after summative assessments.” [Bên em không có phần feedback cho sinh viên
trong thi cuối kỳ vì nguyên tắc là phải bảo mật] (P11). Only two of the 33 interviewees
stated that they provided their students with feedback on assignments and mid-term tests
(P24 and P29).
Some interviewees from large metropolitan institutions felt that their assessment
processes were well managed (n = 6 of 33). A lecturer from a large metropolitan
institution also confirmed, “The assessment process is good. Because I believe that my
colleagues are doing well all tasks involved in the assessment process.” [Tổ chức thi thì
nghiêm túc. Vì cô tin vào sự nghiêm túc trong khi coi thi của giáo viên và sự đánh giá
đúng của giáo viên] (P17). Another lecturer expressed that her institution’s “assessment
organisation is professional, fair, and rigorous.” [Tổ chức thi thì chuyên nghiệp, công
bằng và gắt gao, nghiêm túc] (P25). Sharing this perception, a Dean from a
metropolitan institution stated, “Tests are closely invigilated to prevent cheating.” [Chất
lượng giám sát thi là tốt, cho nên việc giám sát để sinh viên không dùng tài liệu và
không quay cóp thì làm tốt] (P13).
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The participants stated that they faced many assessment constraints (See Section
5.2). In the next section, I discuss forms of assessment commonly applied in ELTE
programs.
4.3.2

Common forms of assessment used at participating institutions.

Forms of assessment varied across and among institutions. At the course level, forms of
assessment were dependent on teaching conditions. For example, limited access to
computers prevented the use of online assessment. Paper-and-pencil tests were the most
common forms used, at 97.30%. Only 34.46% lecturers used computer-based formats;
81.08% of lecturers used group-work assessments; 79.73% used individual assessments;
and 69.59% had oral presentations. Oral assessment reflected the new MoET’s
graduation standard for communicative skills. In addition, 67.57% of lecturers were
using practical assessments, for example, demonstrating a skill or theory in a classroom
setting. The use of practical assessment reflected a response to MoET’s English
language teaching practice standards.
Nearly a third of the interviewees applied a wide range of assessment types (n =
19 of 33). An instructional leader from a large northern metropolitan institution noted,
“We use flexible forms of assessment, for example, microteaching practices, reflection
writings, presentations, quizzes, forums, and mini-tests.” [Các hình thức kiểm tra phải
rất linh hoạt. Ví dụ môn của mình không chỉ có micro teaching, reflection, presentation,
quizz, v.v. Bên mình không có kiểm tra cuối kì cho nên liên tục có các bài quizz, và các
bài viết . Ở các bộ môn khác thì mình biết là có các diễn đàn, forum, mini tests,
presentation] (P09). Some respondents reported using projects as an effective form of
assessment beside the common forms presented above (n = 6 of 33). They also reported
applying a variety of new forms of assessment. For example, 54% of the respondents
used multimedia presentations, and 51.35% portfolios. Interviewees discussed using
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portfolios and assignments (n = 10 of 33). An instructional leader from a large northern
metropolitan institution stated, “We have used assignments to replace paper assessment
of Linguistics courses for 3 years now.” [Các môn Lý thuyết tiếng của bọn mình ba năm
trở lại đây không có các kỳ thi đâu mà chỉ làm assignment thôi.] (P09).
The interviewees highlighted their autonomy in choosing forms of formative
assessments. The administrators and lecturers I interviewed at a large northern
metropolitan institution confirmed that lecturers applied many forms of assessment (P12
and P10). For example, one Dean from a large northern metropolitan institution noted,
Our ELTE faculty is flexible in applying forms of assessment. Our curriculum was revised in
2014. The Head of our institution confirmed that during the process of enacting our curriculum,
all faculties may make changes if needed. At the beginning of the academic year, I inform my
faculty staff that if they want to change the assessments form for any courses, they can make a
proposal. If the academic council approves their proposal, they can change as they proposed.
(P10).

Lecturers might use portfolios, video-clips, journal writings, and combinations of video
recordings and assignments (P10). Other interviewees felt that they used a large variety
of assessments in their teaching (n = 4). A junior lecturer noted, “I find assessment
forms are flexible: multiple choice, essays, and presentations.” [Em thấy đa dạng [các
hình thức kiểm tra đánh giá]: trắc nghiệm, tự luận, online, vấn đáp] (P24). Another
lecturer explained, “We not only have a final term test, within continuous assessment,
we apply a variety of forms, such as group-work, projects, and assignments.” [Không
chỉ có một bài thi cuối kỳ, giữa kỳ thì nhiều hoạt động trên lớp (continuous assessment),
không chỉ có paper test mà có các hoạt động nhóm, project, assignment… Mình có
nhiều hình thức nhỏ nhỏ cộng lại] (P25).
In the next section, I describe how the institutions’ assessment is aligned with
their curriculum, outcomes, and standards in terms of content and form.
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4.3.3

Alignment of assessment content with curricula, outcomes, and

standards.
The participants perceived that assessment content was aligned with institutional
outcomes and standards. The respondents identified a close match between assessment
content and their institutional goals (90.67%). Interviewees also noted that assessment
content was outcome-based (n = 10 of 33). Some interviewees strongly understood that
there was alignment between what was assessed and outcomes (P29, P31, and P33). As
a Vice-dean of a rural institution stated, “Assessment content matches my institutional
outcomes.” [Cho nên mình thấy nội dung thi khá là tương thích với mục tiêu đào tạo]
(P02). A young lecturer from a southern institution perceived that assessment content
had a good connection with outcomes and curriculum intent (P23). A Vice-dean from a
central institution highlighted that assessment content matched the knowledge and skills
clarified in the institutional outcomes (P14). Another instructional leader stated,
“Because of the outcome-based curriculum, we are sure that lecturers’ tests will cover
all outcome requirements.” [Chương trình môn học gắn với mục tiêu đào tạo rồi cho
nên mình nghĩ ở tổ bộ môn nào các bạn ấy cũng phải biết cách làm [đề thi] thế nào để
bao quát được hết yêu cầu trong mục tiêu đào tạo](P09). Some others noted that this
alignment might be partial (n = 3 of 33). A Dean from a central metropolitan institution
stated, “I think assessment content is aligned with outcomes to some extent.” [Tôi nghĩ
để đáp ứng cao thì chưa được nhưng trong một chừng mực nào đó thì [kiểm tra đánh
giá] đáp ứng được với mục tiêu đào tạo đề ra] (P13).
Over 60% of the interviewees perceived that assessment content matched with
their institutional curriculum. A Dean from a northern provincial institution stated, “My
institutional assessment can cover all the skills we want to assess in students. I am not
concerned about assessment knowledge or skills.” [Như vậy kiểm tra được hết cả các kỹ
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năng. Hiện nay không có vấn đề gì chỗ đó cả] (P01). His Vice-dean added, “Our tests
are designed based on our students’ low entry level, and we are sure to be able to assess
students’ skills. Our assessment quite matches with curriculum.” [Vì đầu vào thấp mình
bắt đầu đi từ những cái thấp và đảm bảo đủ mình đo được các kỹ năng mà sinh viên đạt
được, và cũng khá là phù hợp với chương trình] (P02). A junior lecturer from a large
southern metropolitan institution also believed that their institutional assessment content
could cover all knowledge and skills they want to assess students (P24).
4.3.4

Alignment of forms of assessment with curricula and outcomes.

The participants queried the connection of forms of assessment, outcomes, and
curricula. They did not see it as being very close. The mismatch between forms of
assessment and curricula was an issue at provincial institutions and metropolitan
institutions (n = 9 of 33). Also, this perception was shared by administrators and
lecturers (n = 7). For example, one instructional leader from a northern provincial
institution noted,
For example, in my communicative courses, there is a large variety of skills, such as
monologues, dialogues, and problem solving. However, in our final term test, there is only one
part asking students to talk about a topic, which is for productive monologues. There are no
assessment items on problem solving or performing the proficient language usage. It means our
tests are partially assessing communicative skills. [Ví dụ trong môn nói của mình có rất nhiều kỹ
năng, ví dụ có momologue, dialogues, có các loại kỹ năng, có xử lý tình huống… nhưng trong đề
thi Nói của mình thì chỉ có duy nhất một phần là nói về một topic nào đấy như vậy nó chỉ thiên
về productive nói sản sinh monologues là nhiều thôi. Còn việc sử dụng giải quyết các tình huống
mà sử dụng ngôn ngữ thì không có. Cái đấy xét về kỹ năng thì chỉ được một phần] (P04)

On the same topic, addressing similar courses, a lecturer from a large metropolitan
institution reported,
For example, we want to assess students’ discussion skills. However, in speaking tests, there are
no items for discussion. Students should have held a discussion with the examiners; in fact,
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students are asked a main question and some follow-up questions, not in the form of a
discussion. [Nhưng cũng có những phần như là mình muốn học sinh phải biết thảo luận chẳng
hạn. Nhưng khi thi thì thường là thi với giám khảo nên thực ra chẳng có phần gì gọi là discuss
cả. Nghĩa là có phần thảo luận hai người cùng trao đổi về một vấn đề gì đó nhưng khi thi thì
giống như thi IELTS học sinh sẽ được hỏi một câu gì đó sau khi học sinh trả lời thì giám khảo sẽ
hỏi một vài câu follow-up chứ cũng không discuss] (P08).

In reference to the Writing course final term tests, a junior lecturer from a large
metropolitan institution stated, “In my Writing courses, there are 10 types of paragraphs.
However, in the final term assessment, only one type is selected to be assessed.”[Ví dụ
môn viết mình dạy 10 loại đoạn văn nhưng khi thi chỉ có thể bắt sinh viên viết một đoạn
thôi chứ làm sao viết 10 đoạn được cho nên nhiều khi cũng hạn chế] (P25).
The participants were also unsure about the link between forms of assessment
and outcomes. They commented that their institutional assessment forms could not
assess skills specified in the outcomes (P10 and P19). This perception was shared by
most of the administrators. A Dean from a large northern metropolitan institution stated,
“In spite of a good combination of assessment forms, we do not believe that they can
cover all of the knowledge and skills that we want to assess in our students. We cannot
be sure that 100% of courses can have their learning objectives assessed.” [Tuy nhiên
cũng phải nói rằng các hình thức kiểm tra đánh giá kết hợp với nhau rất tốt rồi, nhưng
cũng không thể đánh giá được hết những cái mong muốn đầu ra. Mình không thể khẳng
định 100% các môn có thể đánh giá được hết kiến thức và kỹ năng mà mong muốn]
(P10). Another large central institution’s Vice-dean explained that while their outcomes
are high, they pragmatically assess at their students’ lower levels (P19).
These concerns were related to their understanding that traditional tests were not
authentic. They did not reflect real-life application in and outside of school. For
example, one rural northern institution’s lecturer claimed, “Traditional tests only require
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the reproduction of knowledge. Paper-tests cannot cover the use of authentic application
of knowledge relating to real life and the world of their future work” [Đề thi chỉ dừng
lại ở mức kiểm tra hiểu biết xem sinh viên có biết điều đó không hay có hiểu vấn đề đó
không. Còn các câu hỏi áp dụng thì em nghĩ là kiểm tra trên giấy thì cũng khó để kiểm
tra được. Khó mà đo được hết] (P03). The participants believed traditional tests did not
balance theory and practice. An instructional leader confirmed,
Based on our institutional policy, assessment now is excessively theory-oriented; theoretical
assessment makes up 70% and practical skills assessment only makes up 30%. I would prefer the
portion was 50% - 50% or 60% - 40%. There is more theoretical focus than practice. [Tuy nhiên
nếu kết cấu như vậy thì phần lý thuyết đang có vẻ hơi nhiều, vì 70% so với 30% kia. Tuy nhiên vì
nhà trường đang quy định chung nên chúng tôi phải theo cái đó. Lý tưởng thì theo tôi là 50-50%
hoặc nếu không thì là 40-60%, chứ không phải là 70-30% như hiện nay. Như vậy lý thuyết vẫn
đang nặng hơn phần thực hành] (P13).

Sharing the same concern, one provincial northern institution’s instructional leader
confirmed, “Curriculum aims to develop students’ competence; however, current
theoretical-based tests do not focus on competence development.” [Khung chương trình
đang nhằm vào phát triển năng lực, tức là tiếp cận năng lực của học sinh, thì những đề
thi lý thuyết của mình hiện tại mà mình đang dùng lại chưa tiếp cận năng lực nhiều
lắm] (P04).
Some respondents felt the portion of in-term and end-of-term assessment was
not balanced (n = 6 of 33). As claimed by a lecturer, “on-going process assessment
makes up a small portion compared to summative assessment.” [Đánh giá quá trình
chiếm tỷ trọng ít] (SR28). Another participant stated, “My institution’s policy stipulates
that no in-term assessment can be applied.” [Không áp dụng kiểm tra đánh giá thường
xuyên, theo chính sách chung của nhà trường] (SR 24). A rural southern institution’s
Vice-dean noted,
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ELTE lecturers prefer on-going assessment, however, my institution’s policy stipulates that all
in-term assessments count for 10%, the end-of-term assessments decide the term grade, and we
still use traditional forms. In practical courses, we use oral presentations; in the other courses, we
only use traditional tests. As a result, students only learn to prepare for their end-of-term tests,
not focusing on learning or in-term assessments because students know that their in-term
assessments do not make up much percentage. [Hiện tại thì giáo viên tiếng Anh thường thích
tính điểm on-going assessment. Nhà trường lại đang tính tất cả việc học trên lớp đó là 10%,
thành ra điểm cuối kỳ quyết định hết và cũng chỉ làm theo kiểu truyền thống thôi. Bên một số
môn thực hành thì làm vấn đáp, còn các môn khác chỉ làm theo kiểu truyền thống thôi thành ra
có hạn chế là sinh viên chỉ đầu tư để thi chứ không đầu tư hay nỗ lực gì đó để thể hiện trên lớp
vì không được tính nhiều điểm] (P32).

Sharing the same topic of imbalance between in-term and end-of-term assessment, a
surveyed lecturer added, “Because on-going process assessment does not count for
50%; assessment cannot assess students’ efforts.” [Điểm quá trình của sinh viên không
được vượt quá 50%, điểm của bài thi cuối kỳ còn quá nặng, không thể đánh giá đúng cố
gắng của sinh viên] (SR34).
The participants expressed concern with the link between forms of assessments
and students’ competence. For example, a lecturer from a northern provincial institution
complained that their form of Speaking assessment could not generally assess students’
speaking skills (P05). Agreeing that forms of assessment do not measure students’
levels, another lecturer further noted,
The final term tests of Note-taking subject typically demonstrate the examples of assessments
which are not assessing students’ learning. In class, students are instructed to listen and take
notes as quickly as possible and then transcribe a full speech note. However, final term tests
require students to listen to two or three sentences and then repeat those sentences, without
taking notes or summarising main ideas. I think the assessment does not measure students’
competence. [Điển hình nhất là môn Nghe Ghi (Note-taking). Trên lớp sinh viên học là làm sao
để nghe và ghi được thật nhanh sau đó transcribe ra một bản full. Thế nhưng khi đi thi thì thi
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nghe, sinh viên ghi được gì thì ghi không ghi được gì thì thôi. Nghe thì nghe khoảng 2-3 câu sau
đó sinh viên nói lại xem có đúng với câu đó hay không, chứ không phải nói theo ý hiểu. Nên em
thấy là nó không match lắm] (P06).

Some interviewees complained that VSTEP assessment was “one-size-fits all”, and “not
truly reliable.” They were not confident to use VSTEP tests to assess students’ language
proficiency levels (P11 and P22).
Many lecturers and instructional leaders felt that assessments were poorly
designed. A Vice-dean of a metropolitan institution highlighted her challenges in
testing. She related that her institution had no assessment specialists. As discussed
earlier, assessments were cobbled together from different tests. She was unsure that
assessments were properly weighted (P19). A large metropolitan institution’s Dean
noted that most lecturers design tests based on their previous teaching and subject
knowledge, they were not trained in assessment design (P20). One instructional leader
from a large metropolitan institution emphasised, “In my institution, there is no
examiner being trained within NFLP 2020. Additionally, there are no assessment item
writers in Vietnamese tertiary institutions. Examiners design assessment tasks just based
on their own teaching experiences.” [Ở trường em số người được đào tạo về assessment
là hiếm, và chưa có ai được đào tạo đầy đủ về assessment của đề án 2020. Vietnam
mình không có nghề gọi là nghề item writer hay rater, mà làm theo kinh nghiệm và thói
quen thôi] (P11). As discussed earlier, institutions with poor test banks noted that
students rehearse the set tests prior to the examination. In such situations, students’
grades might not reflect their competence (P12). In addition, one surveyed lecturer
emphasised, “Classroom tests are not properly updated.” [Ngân hàng đề không nhiều,
không cập nhật thường xuyên] (SR92).
The participants indicated a concern about the quality of classroom assessment
and grading criteria. For example, one surveyed lecturer highlighted, “Lecturers are
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often tasked as examiners of subjects which are not their majors. For example, lecturers
in Linguistics examine and grade Translating. They cannot evaluate students’
attainment.” [Các thầy cô thuộc các nhóm chuyên môn khác nhau thường phải tham gia
coi thi và chấm thi những môn không đúng chuyên ngành. Ví dụ giáo viên chuyên sâu
Lý thuyết tiếng bị phân đi chấm thi môn Dich khẩu ngữ - không thể đánh giá đúng sinh
viên] (SR108). Sometimes no grading criteria were applied and sometimes there was no
consistence between grading criteria. Another surveyed lecturer complained, “Lecturers
do not apply consistent grading criteria to different students, and there are inconsistent
criteria among lecturers.” [Bản thân một cá nhân trong quá trình đánh giá học sinh
cũng không luôn thống nhất, và sau đó là thiếu sự thống nhất giữa các giáo viên về
cách thức tiến hành cũng như đánh giá] (SR168).
4.4 Lecturers’ and instructional leaders’ perceptions of the alignment between
curriculum and standards
In this part, I describe the participants’ perceptions of alignment across five major
domains required by MoET: (i) knowledge, (ii) skills, (basic and soft skills), (iii)
dispositions, (iv) employability, and (v) life-long learning ability standards. The five
standard domains are required by MoET and are intended for application across all
institutions (Directive No.2196/BGDĐT-GDDH, 2010, p. 2, 3c-g) (See Section 3.4.4).
4.4.1 Alignment between curriculum and knowledge standards.
This section describes the participants’ perceptions about the alignment between the
current curriculum and MoET’s knowledge standards. I focus on (1) foundation
knowledge [kiến thức chung/ kiến thức giáo dục đại cương] (See Section 3.4.4), (2)
general English language knowledge, (3) pedagogy knowledge, and (4) assessment
knowledge.
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Most lecturers and instructional leaders believed that their curriculum well
prepared MoET’s foundation knowledge standards (91.50%). An administrator from a
metropolitan institution emphasised the need to prepare students with foundation
knowledge. This Dean further explained,
There are two reasons for political courses being included in any tertiary education major
curriculum. Any political system must train human capital to serve itself, and all Vietnamese
students must understand about their political system. In the era of integration, all Vietnamese
citizens must have a good understanding about the Vietnamese country. I strongly agree that the
ELTE program must include political courses to provide students with that knowledge in
addition to courses in English language education. [Có 2 lý do để mình nghĩ là sinh viên tiếng
Anh hay bất cứ sinh viên khoa nào cũng cần học về khoa học, chính trị, quốc phòng… Thứ nhất
là bất kể một thể chế chính trị nào khi xây dựng nguồn nhân lực thì họ đều phải được đào tạo để
phục vụ thể chế chính trị đó, mà bây giờ bạn đang sống trong một đất nước cộng hòa xã hội chủ
nghĩa Việt Nam thì bạn phải hiểu về đất nước đó. Mà bây giờ trong bối cảnh toàn cầu hóa, thế
giới rất phẳng bạn là ai bạn biết gì về đất nước bạn, về thể chế chính trị của bạn… cái đó chính
là bản sắc của bạn. Cho nên mình rất ủng hộ là sinh viên ngoại ngữ thì ngoại ngữ phải giỏi,
nhưng đồng thời bạn là một người Việt Nam sống trong thời kỳ hội nhập bạn phải hiểu về đất
nước con người của bạn, và các vấn đề về an ninh quốc phòng thì càng phải học chứ] (P26).

Lecturers and instructional leaders believed that their curriculum prepared students well
to achieve English language knowledge standards (90.85%). In addition, more than half
of the interviewees perceived that the curriculum provided graduates with sufficient
English language knowledge (n = 17). Lecturers and instructional leaders further
confirmed the sufficient number of courses and/or credits allocated to developing
English language knowledge (P04, P20, P24, and P29). A Vice-dean from a southern
provincial institution stated, “In the third and fourth years, students are provided with
more professional courses; however, there are also English language proficiency courses
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to prepare students to meet the C1 level.” [Năm thứ ba thứ tư có nhiều môn chuyên
ngành hơn nhưng vẫn tiếp tục các môn kỹ năng để đạt được chuẩn C1] (P29).
The respondents agreed that the curriculum aligned well with MoET’s pedagogy
knowledge standards (88.82%). In addition, 84.87% of respondents agreed that the
curriculum had a sufficient number of pedagogy courses in the program although 20%
of interviewees suggested that there should be more pedagogical courses. For example,
a lecturer from a large northern institution believed that graduates required more
knowledge about teaching English at high school (P08). In addition to pedagogy on
language teaching, she suggested to “provide students with additional knolwedge about
psychology and learners, not just knowledge of languages.” [Nhưng để mà dạy thì cần
các kiến thức khác ví dụ như kiến thức về mặt tâm lý, có nghĩa là cần học thêm những
cái liên quan đến người học nhiều hơn chứ không chỉ là knowledge về ngôn ngữ] (P08).
A pedagogy teaching group leader explained, curriculum must cover all components of
English language teaching; however, it was necessary to provide students with more
practical knowledge (P09).
Fewer lecturers and instructional leaders perceived that students received
sufficient knowledge of assessment (69.54%). Interestingly, only one interviewee raised
the subject of assessment knowledge. A pedagogical group leader from a provincial
institution stated, “Assessment skills are not well prepared for students.” [Chỉ có duy
nhất một cái có lẽ là không đủ đấy là kỹ năng kiểm tra đánh giá. Kỹ năng kiểm tra đánh
giá là hơi hụt] (P04). Based on the documentary analysis, the participating institutions
did not allocate much instructional time to testing and assessment. Many institutions
had only a single 2 or 3-credit course in Testing and Assessment (Institutions 01, 02, 03,
05, 07, 09, and 10); three institutions offered two courses (Institutions 06, 08, and 11).
One institution did not offer any Testing and Assessment courses at all (Institution 04).

127

ALIGNMENT OF VIETNAMESE ENGLISH LANGUAGE TEACHER EDUCATION PROGRAMS

In the next section, I report on the alignment of curriculum and skill standards
perceived by the participants.
4.4.2 Alignment between curriculum and skills standards.
In this discussion, I focus on two key areas of professional skill standards, both basic
skills [kỹ năng cứng] and soft-skills 4 [kĩ năng mềm]. Basic skills include English
language communication, pedagogical, and research skills. Soft-skills include those
related to teaching (presentation, critical thinking, and team-working skills), information
technology (IT) skills, and skills of social integration.
4.4.2.1 Basic skill standards.
Basic skill standards were identified by MoET’s standards and the participating
institutional outcomes. The participants had many questions about how well the
curriculum prepared students to meet basic skills.
Many participants were unsure if their curriculum prepared graduates in English
language competence. As one surveyed lecturer commented, “English language courses
are offered in the two first years, students are thus in a hurry to obtain the required C1
level.” [Thực hành tiếng dạy trong hai năm để đạt C1 là hơi gấp] (SR27). As a lecturer
from a provincial institution highlighted, “Curriculum may prepare students with
sufficient English language knowledge; however, skills are not sufficiently
taught.”[Kiến thức thì em nghĩ chắc là đủ. Kỹ năng thì hơi yếu. Chủ yếu là kỹ năng
ngôn ngữ] (P06).
There was a disagreement between the survey respondents and interviewees
regarding the alignment between pedagogical courses and MoET’s standards. Many
respondents thought they were aligned (87.50%), but interviewees described many
Soft-skills used in this study with the meaning of supplemental skills relating to
teaching (presentation skills, critical thinking, and team-working skills), information
technology (IT) skills, and skills of social integration
4
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examples that demonstrated a potential lack of alignment between pedagogical skills
and standards (n = 8 of 33). For example, one instructional leader from a large
institution noted, “There are 50 students in each lesson, there is little time for students’
microteaching. In microteaching, students practice teaching with their university student
friends, not with high school students.” [Mỗi lớp 50 em mà thời gian cho 50 em micro
teaching thì rất ít. Thứ hai là dù mình cho thực hành thì lớp đó cũng không phải lớp
thật, mà thực hành với lớp sinh viên] (P18). One lecturer from a northern provincial
institution noted,
We received negative feedback from high schools where our students were sent for professional
experience. They suggested that our students’ pedagogical skills are poorer than those who come
from other pedagogical institutions because they are not prepared with readiness skills for
working in high schools. [Bọn em đã gặp rất nhiều phản hồi của trường phổ thông, các trường
tiếp nhận sinh viên thực tập thì họ nói là vì không có giai đoạn kiến tập cho nên sinh viên của
mình về lơ ngơ hơn so với sinh viên của trường khác, bởi vì không quen tiếp xúc với học sinh]
(P03).

This lecturer added, “Students are microteaching with their university student friends,
which is significantly different from high school teaching practicum. This practice is not
as effective as practising teaching at high school.” [Bây giờ sinh viên gọi là rèn luyện
nghiệp vụ Sư phạm, tức là rèn nghề tại trường, dạy cho các bạn của mình. Nhưng cái
đấy không hiệu quả, nó không thể bằng đưa sinh viên xuống trường phổ thông được]
(P03). Another lecturer from a provincial institution stated, “The curriculum aims very
high. Within the limited time allocation, I am afraid that our institutional curriculum
may not prepare students with either knowledge or pedagogical skill standards.” [Tham
vọng kỳ vọng quá nhiều, so với chương trình thì e rằng với thời lượng ngắn như vậy thì
không đủ để trang bị mục tiêu về kiến thức cũng như giảng dạy cho sinh viên] (P05).
Another lecturer added, although having microteaching at university, students did not
work well when they were sent to high school for professional experience (P08). One
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instructional leader from a large central institution suggested, “Students have
microteaching at the university context which is dissimilar to professional experience in
high school.” [Mà sinh viên nên nếu có dạy thì cũng không giống như đi thực tập nên
cũng không được nhiều] (P19).
There was a disagreement regarding interviewees and the survey respondents
regarding the alignment between curriculum and research skills standards. Few
interviewees raised the subject of research skills. Interestingly, 35.29% of the
respondents questioned if the curriculum prepared graduates in research skills and
nearly one third of the respondents did not believe that students were sufficiently
developed in those skills. Research skills were only taught in one two-credit course in
all the programs I studied. (See Appendix G - The curricula data analysis). One lecturer
from a large institution highlighted that “Students have no basic knowledge of doing
research.” [Sinh viên không có nền về nghiên cứu khoa học] (P08). Another
instructional leader from a provincial institution claimed a single two-credit course was
insufficient preparation (P04).
4.4.2.2 Soft skill standards.
The term soft-skills may not be familiar to Western academics, but it is frequently used
in South East Asian countries. Institutional outcomes state that soft-skills may be
understood as additional or supplemental, such as problem solving, teamwork,
management, communication, information technology (IT) use, critical thinking, and
cooperation skills. How this term was used varied from institution to institution.
Sometimes it covered life-long learning. In my study, “soft-skills” is used to mean
supplemental skills related to teaching (presentation, critical thinking, and team
working), information technology (IT), and social integration.
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A number of the respondents expressed dissatisfication with the alignment
between curriculum and soft-skills standards [kĩ năng mềm] related to teaching.
Lecturers and instructional leaders highlighted the necessity of focusing on preparing
graduates’ soft-skills. Some surveyed respondents claimed, “Students’ creative and
critical thinking are poor.” [Khả năng tư duy không cao/ khả năng tư duy phê phán
thấp] (SR61 and SR112). Many surveyed respondents suggested they needed to provide
students with more courses in soft-skills (n = 20). Some respondents did not clarify
which courses should be added, they just contended “courses of soft-skills” in general.
Others clearly suggested, “Adding necessary courses providing teamwork, creative
thinking, critical thinking, presentation, communication, problem solving, time
management, and emotion management skills.” [Tăng cường những môn kĩ năng mềm
cần thiết cho sinh viên như kĩ năng làm việc nhóm, tư duy sáng tạo, tư duy phản biện,
thuyết trình, giao tiếp, giải quyết vấn đề, quản lí thời gian, quản lí cảm xúc] (SR58).
Some other respondents believed that curriculum should add courses providing students
with leadership skills (SR16), or “a positive work attitude” [thái độ làm việc] (SR02).
A number of lecturers and instructional leaders reported their dissatisfaction with
graduates’ IT skills preparation. They suggested that there were insufficient courses
which provided students with knowledge and skills to apply IT in language teaching and
suggested these courses be increased (n = 6). One lecturer noted, “It essential to take the
greatest advantage of IT application in language teaching, in online materials, etc.,
especially in language practice development courses, doing self-research, and pedagogy
practice.” [Cần tăng cường tối đa vai trò của công nghệ thông tin, các nguồn học liệu
mở online, v.v... trong các học phần phát triển kĩ năng thực hành tiếng Anh, tự nghiên
cứu và thực hành sư phạm] (SR167). An instructional leader stated, “There is only a
single 2-credit course of Applying IT in language teaching in the whole program, which
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is insufficient.” [Vì cả quá trình học chỉ có một môn duy nhất là Ứng dụng Công nghệ
thông tin trong dạy học có 2 tín chỉ thôi. Nếu nói là sau khi tốt nghiệp có thể áp dụng
công nghệ trong dạy học thì từng đấy tín chỉ là không đủ] (P04).
Further, the interviewees expressed concern about their students’ social and life
skills (n = 5 of 33). As a Dean from a large metropolitan institution stated, “Students’
skills outside of the school are very poor.” [Kỹ năng ra ngoài đời thì sinh viên kém lắm]
(P10). Connecting the pedagogical skills they have learned from class with social and
life skills, another lecturer emphasised, “Students need skills of presentation, group
communication, and discussion in addition to knowledge.” [Mà sinh viên ngoài những
cái về kiến thức thì rất cần những kỹ năng như kỹ năng trình bày, kỹ năng giao tiếp
nhóm, kỹ năng thảo luận] (P08). This lecturer added, “Curriculum should prepare
students with skills of email writing, communicating in the work place, and time
management.”[Có thể dạy cho các em ấy các cái đơn giản như kỹ năng viết email, kỹ
năng hội thoại trong môi trường làm việc, kỹ năng quản lý thời gian]. As another
lecturer with over 25 years of service noted,
I think that a pre-service teacher needs not only language knowledge but also other skills in life.
They must master what they want to teach others. For example, they cannot teach their students
to do projects if they do not know how to do them. [Mình nghĩ trong sư phạm thì không chỉ kiến
thức về ngôn ngữ mà còn cần có kỹ năng sống và các kỹ năng khác vì khi các em ra trường
muốn dạy cho học sinh muốn làm cái này cái khác hay muốn làm một project thì bản thân các
em cũng phải biết về project] (P19).

Many respondents felt that social integration skills were insufficiently prepared by the
ELTE program. Instructions in soft-skills only made up about 4% in some programs
(Institutions 01, 02, 06, and 08). Two institutional programs allocated more credits to
soft-skills, Institution 05 (7.58%), and Institution 09 (6.43%). One program did not have
any courses that provided students with soft-skills (Institution 11).
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4.4.3 Alignment between curriculum and dispositions standards.
Lecturers and instructional leaders tended to see a considerable alignment between
curriculum and MoET’s personal, professional, and social dispositions standards.
Respondents and interviewees disagreed on the alignment between curriculum
and dispositions standards. The surveyed lecturers supported a strong alignment
between curriculum and personal disposition standards (90.79%), curriculum and
professional disposition standards (88.08%), and curriculum and social disposition
standards (87.50%). A number of interviewees claimed that dispositions standards were
not clearly reflected much in their curriculum (n = 7 of 33). Interviewees described
many examples demonstrating a possible lack of disposition preparation for ELTE
graduates. As a lecturer from a provincial institution stated, “Dispositions are often
ignored in the curriculum.” [Về phẩm chất đạo đức thì trong khung chương trình
thường bị bỏ qua] (P05). He also noted that, “Rarely can curriculum prepare students to
meet professional standards.” [Rất ít để có thể chuẩn bị cho các em chuẩn nghề
nghiệp]. A junior lecturer from a provincial institution stated, “I have never seen
dispositions being prepared in students via the curriculum, and I do not think we can
prepare students with such dispositions.” [Em nghĩ là em chưa thấy [phẩm chất đạo đức
thể hiện trong chương trình đào tạo] … Và mình cũng không trang bị được cho sinh
viên những phẩm chất đạo đức đấy] (P06). An instructional leader from a provincial
institution noted, “Theoretically speaking, all courses define some dispositional
requirements; however, in practice, lecturers only care about skills. Whether or not
dispositions are provided really depends on specific lecturers and their class time.” [Về
lý thuyết thì bao giờ mình cũng đưa ra là mỗi môn phải có thái độ này thái độ này
nhưng bản chất khi lên lớp thì hầu như chỉ quan tâm đến phần kỹ năng; còn thái độ thì
còn tùy vào cách khai thác bài học của giáo viên và thời lượng giáo viên dành cho lớp
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đó nữa] (P04). She also emphasised, “There is no evidence demonstrating that
dispositions are paid as much attention to as knowledge and skills.” [Không có một cái
gì mở ra để cho mình thấy được mục tiêu thái độ đó nó phải được quan tâm ngang hàng
với kiến thức và kỹ năng].
4.4.4 Alignment between curriculum and employability standards
In this section, I describe the participants’ perceptions of the alignment between their
current curriculum and graduate employability standards. Employability standards refer
to graduates’ possible career options. Following these requirements, graduates must be
prepared to teach in all sectors of Vietnamese education, especially high schools. The
requirements include working as lecturers and researchers in higher education.
The participants questioned whether students were provided with sufficient
professional experience across all the sectors of Vietnamese education. As one
instructional leader from a provincial institution stated, “In theory, curriculum provides
sufficient knowledge and skills, but not enough dispositions or employability.” [Về lý
thuyết thì đủ về kiến thức và kỹ năng, nhưng phần thái độ và vị trí làm việc sau khi tốt
nghiệp thì không được cụ thể] (P04). A Dean from a large metropolitan institution
noted, “There is a lack of future career orientation being provided by the curriculum.”
[Chương trình vẫn chưa đáp ứng đầy đủ theo nhu cầu của xã hội] (P07). Another
lecturer from a metropolitan institution expected, “When students grow in English
language competence and pedagogical confidence, their sense of employability will
improve.” [Nhưng thông thường là khi năng lực tiếng tốt, năng lực giảng dạy và họ ý
thức được vị trí việc làm thì cái gì thiếu sinh viên sẽ tự trau dồi được] (P12). Only one
instructional leader from a provincial institution stated, “Based on our former students’
feedback, they are ready to teach.” [Vấn đề là bọn em có duy trì mạng lưới với cựu sinh
viên thì lại thấy rằng các bạn ấy có việc làm đúng ngành] (P03).
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4.4.5 Alignment between curriculum and life-long learning ability
standards.
Life-long learning ability is one of the major domain standards for graduates. This kind
of standard requires graduates to undertake further study and research in order to
develop their professional knowledge and skills. Although life-long learning is one of
MoET’s graduation standard and is also identified in most institutions’ outcomes, the
participants did not provide any reflection on it. As I discussed earlier, lecturers and
instructional leaders had a stronger focus on ELP and skills standards (See Section 4.1).
While 82.12% of the survey respondents agreed that curriculum and the standards of
students’ life-long learning skills were aligned, some interviewees believed that lifelong learning was the students’ responsibility.
4.5 Characteristics of curriculum evaluation
In this section, I discuss characteristics of curriculum evaluation which are described
based on Peacock’s curriculum evaluation framework (Peacock, 2009, p. 263) (See
Section 3.4.4). Below I report the lecturers’ and instructional leaders’ understanding of
their current curriculum evaluation practice at their institutions, in terms of its program
of study, balance between theory and practice, linkage, and integration among courses.
4.5.1 Program of study, linkage and overlap of courses.
Respondents and interviewees shared perceptions that their program of study was
overcrowded particularly with too many theoretical courses (n = 40 and n = 14,
respectively). Interviewees provided many examples of a large number of courses that
emphasised theory over practice. One lecturer noted, “I find that the current courses and
non-major courses are overloaded, and knowledge provided by those courses is not
necessary.” [Em thấy nếu với các môn hiện nay cả những môn khác ngoài chuyên ngành
thì là quá nặng, vì nhiều khi kiến thức đấy không cần thiết] (P06). One instructional
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leader emphasised that students had to learn too much, and the overloaded courses were
not necessary (P09).
Interviewees tended to show different perceptions from survey respondents
regarding linkage among courses. Survey respondents agreed that the courses were
integrated well (78.29%) and that theory and practice courses were balanced (75.16%).
However, many interviewees expressed their perceptions of poor linkage and imbalance
among courses (n = 16 of 33). For example, one instructional leader from a large
metropolitan institution highlighted, “I see that not only in my institution, but in all
Vietnamese tertiary institutions, there are more theoretical courses than practical ones.”
[Thực sự mình thấy không chỉ riêng trường mình mà cả khung chương trình đào tạo ở
các trường đại học ở Việt Nam thì phần Lý thuyết nặng hơn phần thực hành] (P19).
Sharing the same concern, a lecturer from a large institution stated, “Within our ELTE
major, I find the theoretical courses are too heavy.” [Nhưng mà trong môi trường của
mình chuyên về ngoại ngữ thì em nghĩ là các môn lý thuyết hơi nặng và nhiều
quá](P08). Another provincial institution’s instructional leader noted,“The number of
theoretical courses is higher than that of practical courses.” [Như vậy so với số môn
thực hành thì đúng là môn lý thuyết nhiều hơn. Nhiều môn mang tính lý thuyết hơn]
(P04).
The respondents and interviewees suggested that there were too many nonlanguage courses and too many credit hours were allocated to such courses (n = 16 of
116 and n = 18 of 33, respectively). As emphasised by a metropolitan institution’s Vicedean, “The curriculum has a total of 141 credits, 41 of which are for foundation courses,
and 100 credits cover politics, Vietnamese language courses, physical training, and
national defence courses.” [Cả khung chương trình có 140 tín chỉ mà khối kiến thức đại
cương đã chiếm 41 tín chỉ rồi, chỉ còn 100 tín chỉ. Mà trong 41 tín chỉ đó thì các em
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phải học Chính trị, Triết, Tiếng Việt, Thể dục, An ninh quốc phòng] (P19). Another
instructional leader stressed, “The curriculum places too much emphasis on politics
courses.” [Mình thấy trong khung chương trình các môn về Chính trị người ta đang đặt
rất nặng] (P22). A southern provincial institution’s Dean stated, “Perhaps many
interviewees have mentioned, as required by MoET, the curriculum needs to cover
Vietnamese language courses, Politics, Marxism, Leninism, and Thoughts of Ho Chi
Minh.” [Chắc có lẽ cũng nhiều người nói rồi…. Hiện nay Việt Nam mình theo yêu cầu
của Bộ thì vẫn còn phải dạy các môn Tiếng Việt và các môn chung như Chính trị, Mac
Lê-nin và Tư tưởng Hồ Chí Minh] (P31). A rural institution’s Vice-dean noted, “The
highest number of the courses focus on foundation knowledge, but they seem to have
been fixed and we are not permitted to change.” [Mình thấy nhiều nhất là phần kiến
thức Tiếng Việt mà có vẻ đã bị fix rồi nên không được quyền thay đổi] (P32). Some
survey respondents claimed that non-language courses were too overloaded in content
and they were given too many credit hours. The participants argued that, “Politics
subjects have no meaning or relation to graduates’ future employment.” [Những môn
này không có ý nghĩa thực tiễn gì đối với nghề nghiệp sau này] (SR59 and SR64); or
more provocatively “These politics courses are not compatible with the world
development trend.”[Những môn đó không phù hợp với xu thế phát triển của thế giới]
(SR154).
Most of the interviewees claimed that politics and non-languages courses
requirements could not be omitted (n = 19 of 33). Participants considered the courses
required by MoET as non-changeable or untouchable courses. A large metropolitan
institution’s Vice-dean emphasised, “The foundation knowledge courses like
Philosophy, Marxism-Leninism are political courses, which we cannot change.” [Còn
các môn chung như môn Triết Mác Lê chẳng hạn thì là các môn mang tính chính trị thì
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em nghĩ là sẽ khó thay đổi] (P07). He further added, “These courses are required and
fixed in MoET’s curriculum framework, even foreign institutions must apply them.
MoET has also fixed the equivalent number of credits for those courses.” [Cái này do
khung của Bộ xây dựng rồi, ngay cả các trường quốc tế vào đây cũng phải áp dụng
những cái đó. Khi đã quy định thì họ sẽ quy định tổng số tín chỉ tương đương nên rất
khó] (P07). A large metropolitan institution’s instructional leader confirmed,“As far as I
know, some courses related to basic culture, like Marxism-Leninism, are not
changeable.” [Một số môn liên quan đến kiến thức văn hóa cơ sở như Lý luận Mác
Lênin theo mình biết thì không thể thay đổi được] (P09). A metropolitan institution’s
Dean highlighted, “There are many courses required by MoET which cannot be omitted.
Our public institution is controlled by MoET, thus our institution must follow all
MoET’s requirements.” [Hiện nay có rất nhiều phần theo quy định bắt buộc của Bộ
Giáo dục, những cái đó không thể đưa ra ngoài khung chương trình được. Khi Bộ quy
định, mà chúng tôi là một trường công lập chịu sự quản lý của Bộ Giáo dục và đào tạo,
cho nên tất cả những việc đó Bộ chỉ đạo thế nào chúng tôi làm theo cái đó] (P13). This
Dean further confirmed, “We cannot make any suggestions to change. We must follow
what is required for the whole country. We cannot make any suggestions, especially
related to courses on politics.” [Thứ nhất là cũng không được đề xuất, thứ hai là những
cái gì mang tính là phần cứng cả nước yêu cầu thì mình theo, không được đề xuất… các
môn mang tính chính trị thì mình cũng không được đề xuất]. An instructional leader
complained, “It is a top-down educational system, not a bottom-up one.” [Chỉ có topdown chứ có bottom-up đâu] (P18). A Vice-dean from a provincial institution
highlighted, “Those courses are required by MoET, in terms of Physical training and
Marxism-Leninism, we cannot intervene.” [Các môn bắt buộc có trong khung chương

138

ALIGNMENT OF VIETNAMESE ENGLISH LANGUAGE TEACHER EDUCATION PROGRAMS

trình theo yêu cầu của Bộ Giáo dục và Đào tạo về Thể chất và Mác Lê nin là mình
không có quyền can thiệp rồi] (P29).
4.5.2 Lack of credit hours for English language proficiency and
professional experience.
As noted in Section 4.4.2.1, many respondents noted the limited time provided for
English language practice (n = 42 of 116). Respondents also suggested that their
curriculum provided insufficient credit hours for language major courses (n = 31 of
116). They had concerns about the imbalance between practice and theory curriculum
and their students’ poor attainment (n = 24 of 116).
Sharing the same concern about insufficient credit hours, interviewees
contended there was a lack of time allocated for English language practice (n = 14). As
an instructional leader admitted, “Students are only provided with 100 minutes to learn
both Listening and Speaking subjects per week.” [Sinh viên chỉ có hai tiết/tuần và mỗi
tiết 50 phút, có nghĩa là một tuần chỉ có 100 phút để học cả hai kỹ năng Nghe và Nói]
(P11). Another lecturer emphasised, “Only three 50-minute lessons a week are allocated
for two subjects, Listening and Speaking; this is insufficient. It would be better to
increase the amount of time.”[Bây giờ Nghe Nói chỉ có 3 tiết thôi, theo em thấy thì hơi
bị thiếu, nếu tăng thêm được thì tốt] (P24) Participants were challenged to integrate
Speaking-Listening and Reading-Writing into their teaching. As one instructional leader
complained, “It is more challenging when lecturers have only two credits but they need
to cover both outcomes and language proficiency development.” [Cái khó hơn trong
quá trình giảng dạy là với thời gian hai tiết dành cho hai kỹ năng là Nghe-Nói hoặc
Đọc-Viết mà lại phải đảm bảo mục tiêu đầu ra theo định dạng bài thi nào đó, và lại
phải đảm bảo việc dạy theo hướng proficiency về năng lực] (P11). Sharing the same
concern, a junior lecturer stated, “I find it difficult to integrate skills. If we had more
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time, it would be easier to balance time for all four skills.”[Em thấy khó khăn khi tích
hợp lại thì sự cân bằng giữa thời lượng dành cho từng kỹ năng (Nghe Nói Đọc Viết).
Nếu có nhiều thời gian hơn thì các thầy cô sát sao hơn và cân bằng dễ hơn] (P24).
Interviewees expressed similar concerns about professional experience course
credit hours, (n = 8). One provincial institution’s instructional leader noted, “The ELTE
program should have more credits to provide pedagogical practice and professional
experience, in fact it is insufficient.” [Trong khi đó ngành Sư phạm thì phần thực hành
về phương pháp giảng dạy và thực tập tại trường số tín chỉ dành cho nó không được
nhiều](P03). Another instructional leader contended, “The ELTE curriculum does not
provide student teachers with sufficient time for professional experience in high school
and elsewhere.” [Nếu mình đang xác định sau này sinh viên ra làm nghề sư phạm thì nó
nhẹ ở chỗ là thời gian thực hành và tiếp cận với môi trường đào tạo về sau này không
có, thì chưa đủ về thời lượng] (P04). This concern was shared by another instructional
leader from a large institution, who stated, “Students are provided with two
opportunities to do microteaching in a term.” [Với môn Thực hành phương pháp giảng
dạy thì sinh viên mới có hai cơ hội để microteaching trong một học kỳ] (P09). This
instructional leader added, “Students are very poor at classroom management. They
have no time for microteaching before professional experience in high school.”[Ví dụ
classroom management là rất yếu vì sinh viên không có cơ hội cọ xát nhiều, học xong là
các bạn đi thực tập luôn không hề có kiến tập trước gì cả nên sinh viên cũng thiệt thòi
lắm].
4.5.3 Standard-based curriculum
Only large and metropolitan institution interviewees stated that their curriculum was
based on MoET’s standards and institutional outcomes. These interviewees focused on
English language proficiency. One vice-director from a central metropolitan institution
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noted, “When designing curriculum, we set the general goals which are based on our
institutional mission and MoET’s standards.” [Chúng tôi xây dựng mục tiêu tổng quát
trước, rồi căn cứ vào tuyên bố sứ mạng của nhà trường, căn cứ vào chuẩn đầu ra của
Bộ] (P15). A Dean of a metropolitan institution noted, “Curriculum is designed based on
outcomes, standards, and experts’ ideas.” [Khung chương trình được xây dựng trên cơ
sở có mục tiêu đào tạo và cơ sở pháp lý, cũng như feedback của các chuyên gia] (P26).
Another instructional leader stated that his institution sets the outcomes based on the
social expectations and employers’ requirements (P13). He added, “To devise outcomes,
we consulted English teachers, former students, educational managers, and academic
managers across institutions. We set the curriculum goals before designing.” [Khung
chương trình đang áp dụng thì bám sát các văn bản của Bộ sau đó có một hội đồng
chuyên môn (các nhà quản lý giáo dục và mới đại diện chuyên viên phụ trách môn tiếng
Anh của Sở Giáo dục và Đào tạo, các trưởng bộ môn và giáo viên) họp lại, xin ý kiến
của giáo viên tiếng Anh phổ thông để xây dựng chuẩn đầu ra] (P13).
Many interviewees considered the learners before designing the curriculum. As
stated by a vice-director, “Now we are following new foreign approaches. Employers
need to be considered before designing the curriculum and course content.” [Bây giờ
theo triết lý mới của nước ngoài là mình chưa định ra môn học trước, mà phải khảo sát
lấy ý kiến người sử dụng người học trước, sau đó mình mới xây dựng nội dung bài
giảng](P15). He suggested that the curriculum design process needed changing based
on the analysis of results to decide which courses are needed in the curriculum (P15).
Another Dean from a southern metropolitan institution stated,
We have an analysis of the context and demands, compliance with the state legal documents,
reference to the curriculum of other institutions and of other countries, to ensure harmonious
knowledge. Especially for the ELTE program, I think the balance among knowledge groups
related to language skills and pedagogy is reasonable, because when we redesigned the program,
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we invited alumni of the Faculty of Pedagogy, we listened to the voices of the Department of
English Language Education, and we organised seminars on training objectives and standards.
We got feedback and we could see what the employers want and what the society needs. [Việc
phân tích bối cảnh nhu cầu, việc tuân theo các văn bản pháp lý của nhà nước, việc tham khảo
các chương trình đào tạo của các nước trên thế giới và chương trình của các trường bạn trong
nước để đảm bảo khối kiến thức rất hài hòa với nhau. Đặc biệt là đối với chương trình đào tạo
Sư Phạm Tiếng Anh việc cân đối các nhóm kiến thức liên quan tới kỹ năng ngôn ngữ, nghiệp vụ
sư phạm thì mình đánh giá là hợp lý bởi vì khi bọn mình cải tiến lại chương trình thì thời đấy
bên mình có mời các cựu sinh viên khoa sư phạm về, có đi lắng nghe ý kiến của các sở Giáo dục
và các chuyên viên Tiếng Anh của vùng, có tổ chức hội thảo về mục tiêu đào tạo và chuẩn đầu
ra. Có lấy ý kiến về các phần và các nhóm kiến thức thái độ và giá trị, để xem khi ta đào tạo Sư
phạm thì nhà tuyển dụng mong muốn gì, và nhu cầu xã hội] (P26).

Only a few provincial institution instructional leaders shared their metropolitan
colleagues’ perceptions of standards-based curriculum. One Vice-dean noted that
previously they set outcomes based on curriculum content, but now they used MoET’s
standards and they also considered employer’s requirements and learners’ needs to
design curriculum (P29). In addition, he stated, “Professional standards change every
year while the curriculum is usually revised every 4 years. Honestly, the curriculum
does not meet the current standards. Therefore, our curriculum is always outdated.” [Mà
chuẩn nghề nghiệp thì mỗi năm lại thay đổi trong khi khung chương trình mình thường
revise sau bốn năm đào tạo. Thành thực mà nói thì không có một khung chương trình
nào mà đáp ứng được chuẩn đầu ra tính theo thời điểm hiện tại vì nếu nó đáp ứng tốt
thì sẽ không có sự thay đổi, không có sự tiến bộ nữa. Cho nên chương trình đào tạo của
mình luôn luôn lạc hậu hơn so với mục tiêu đào tạo và chuẩn đầu ra] (P29). Another
Dean from a provincial institution also confirmed that they tried to meet the social
expectations and employers’ requirements for high quality teachers when designing
curriculum (P01).
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In contrast, interviewees from provincial institutions suggested that their
curriculum did not consider learning or social expectation analysis. A provincial
academic pedagogy group leader noted that their process of recently devising
curriculum did not take into considerations any learners’ needs (P04). Another lecturer
from this institution confirmed, “The learning outcomes are only considered after the
curriculum is designed.” [Mà sau khi xây dựng xong khung chương trình thì mới đưa ra
Chuẩn kiến thức của sinh viên] (P05).
4.6 Quality of pedagogies
In this section, I analyse the lecturers’ and instructional leaders’ perceptions of quality
of the pedagogy based on five principles: supportive learning environment, effective
learning environment, quality pedagogy, integral assessment in teaching and learning,
and teaching and learning inquiry (See Section 3.4.4). I place a strong focus on the
alignment of the participants’ current pedagogy with their institutional outcomes and
MoET’s standards. In the next chapter, I describe the participants’ pedagogical
challenges (See Section 5.4).
4.6.1 Supportive learning environment.
In this section, I discuss the participants’ perceptions about whether the learning
environment is supportive, respectful, and productive, with particular attention to (i) the
relationship between lecturers and students and students and students, (ii) a culture of
value and respect for individuals and their communities, (iii) self-confidence in risktaking to promote students’ learning, and (iv) the value and recognition of lecturers’
effort to support students’ success (See Section 3.4.4).
The respondents felt that they had provided students with a safe learning
environment. Many of them perceived that their students were given opportunities to
speak and voice their opinions in class (90%). They also believed that their students
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were motivated to study (88%). In addition, 90% of the respondents stated that they
used a learner-centred approach in their teaching.
The respondents noted that they usually encouraged students by providing them
with detailed learning feedback. One respondent related, “We [lecturers] keep a good
relationship with students in and outside class.” [Chúng tôi cũng giữ các kênh liên lạc
ngoài với các em chứ không chỉ là thời gian trong các tiết học] (SR37). Another lecturer
stated, “Students are active learners.” [Sinh viên rất ham học] (SR79). Lecturers used
strategies to improve the relationship between students, as one instructional leader from
a metropolitan institution stated,
We have an excellent pedagogical lecturer. Whenever she designs courses or creates projects,
she tries to create opportunities for students at all levels to participate in, so that the gap between
the lower and higher students will be reduced. [Bên Sư phạm Tiếng Anh có một cô tổ trưởng tổ
ngôn ngữ rất giỏi về phương pháp giảng dạy, nên khi cô ấy thiết kế chương trình hoăc các
projects thì cô luôn tạo cơ hội cho sinh viên được tiếp cận để khoảng cách giữa em này với em
kia được rút ngắn lại] (P26).

In contrast, a number of respondents were concerned that their learning environments
did not encourage students to take risks (n = 34 of 150). They did not feel that their
learning environments were safe for students to do new things. As noted by a surveyed
lecturer, “Students lack confidence when giving opinions in class.” [Sinh viên còn thiếu
tự tin khi phát biểu ý kiến](SR13). Another lecturer added, “Students are not confident
in English language practice lessons and they are passive in learning new things.” [Sinh
viên thụ động khi lĩnh hội kiến thức mới và thiếu tự tin trong các giờ thực hành tiếng]
(SR91)
4.6.2 Effective learning environment.
Many respondents stated that they encouraged students to believe in their capacity to
learn successfully (88%) and that their efforts would be rewarded (86.67%). One
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respondent explained, “We always encourage and persuade students to see the
connection between effort and success.” [Luôn động viên khuyến khích sinh viên nhận
ra mối liên hệ giữa nỗ lực và thành công] (SR142). An instructional leader from a
metropolitan institution stated, “Our learning environment motivates students to learn.”
[Môi trường học tập tạo cho các em động lực học tập] (P27).
Many respondents believed that their learning environments were engaging
(84.56%). In addition, over 60% of the interviewees confirmed that their students were
hard working, cooperative, and active. A Vice-dean of a provincial institution noted,
“Students know that they will work as teachers in the future, therefore they have good
learning goals and motivation.” [Thì các em học chuyên ngữ nên các em biết là định
hướng của các em là ra trường sẽ làm nghề cho nên thái độ cũng tích cực. Động cơ học
tập cũng rất rõ ràng]. She also noted, “The learning environment is engaging” [Môi
trường tương tác tốt] (P02). A lecturer from a metropolitan institution stated, “Students
were very cooperative from when they started their program, because they were excited
about the standard-based curriculum with Listening - Speaking - Reading and Writing.”
[Sinh viên khá là hợp tác kể cả từ năm thứ nhất và năm thứ hai, cũng do học sinh hào
hứng nữa, bắt đầu học Nghe Nói Đọc Viết theo dạng chuẩn thì sinh viên rất hợp tác với
giáo viên] (P12). One instructional leader explained, “Most students are supportive and
cooperative with lecturers.” [Cơ bản thì các em tốt, supportive, và cooperative với giáo
viên] (P14).
In contrast, some respondents complained that their students “are passive
learners” [Sinh viên rất thụ động] (SR38, SR26, and SR91). Some respondents
described students as “not having self-discipline in learning.” [Sinh viên chưa có/thiếu
tính tự giác trong học tập] (SR159 and SR68). Some respondents also claimed,
“Students’ lack sense in learning.” [Sinh viên thiếu ý thức trong học tập] (SR85, SR61,
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and SR34). In addition, a respondent explained, “Students are demotivated by the very
abstract theory-based linguistics courses. Students do not know how to learn
effectively.” [Các môn học lý thuyết tiếng trừu tượng nên sinh viên không có động cơ
học tập và phương pháp học](SR16). One survey respondent admitted, “There are
mixed-proficiency students in one class. Stronger students, whose skills are much better
than the others’, feel bored in the language practice lessons.” [Đôi khi trong lớp trình độ
của sinh viên lệch nhau nên khi dạy thực hành tiếng có một số em cảm thấy nhàm chán
(những em khá hẳn so với các em khác). Kỹ năng tiếng của các em lệch nhau] (SR02).
However, another lecturer contended, “Our students are lazy.” [Sinh viên lười] (SR34).
A majority of respondents believed that courses set high expectations for
students’ classroom performance (86%). One instructional leader explained that their
lecturers created engaging and cooperative learning environments for students. He
noted, “Most lecturers have Master’s degrees from foreign institutions. They use
innovative methodologies and they design many activities for students to get involved
in the lessons. They also require students to search for further learning materials on the
Internet.” [Vì giáo viên trong khoa đa phần là thạc sỹ tốt nghiệp nước ngoài hết, ít
nhiều cũng tiếp cận các phương pháp dạy học mới. Cũng có nhiều hoạt động cho sinh
viên tự làm, phải vào mạng tìm tài liệu] (P19). A junior lecturer from a metropolitan
institution emphasised that in class they encouraged less proficient students to learn
from more able students when working in groups, not only from their teachers or
textbooks (P25). This participant added that the lecturers used English language in
about 85% or 90% of class time and encouraged students to try to communicate in
English.
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4.6.3 Quality pedagogy.
The respondents reported that they had applied a wide range of teaching strategies to
promote students learning and thinking in different ways. They were confident with
their diversifying instruction and paying attention to individual learning styles.
Lecturers expressed that they diversified their teaching to promote students’ learning
(81.21%). A lecturer reported, “We lecturers use a wide range of techniques to match
students’ mixed-ability.” [Giáo viên sử dụng nhiều phương pháp khác nhau](SR11).
Another surveyed lecturer added, “Students’ abilities are varied, they are asked to work
in groups to learn from each other. As students do not do homework independently,
lecturers must check if their homework is done.” [Trình độ sinh viên không đều, chia
nhóm để khi tiến hành các hoạt động, các bạn trình độ khác nhau trong một nhóm có
thể học hỏi giúp đỡ lẫn nhau. Sinh viên không tự giác làm homework, giáo viên sát sao
trong việc kiểm tra] (SR74). To diversify instructions for mixed-ability classes,
“Lecturers have to design their own teaching materials, they cannot use the existing
materials.” as noted by a respondent, [Các tổ thường phải soạn giáo trình riêng chứ
không thể lấy sẵn tài liệu bên ngoài] (SR02).
The participants also reported that their teaching was flexible to respond to their
students’ needs. As I presented earlier, students’ mixed and low abilities was a challenge
for lecturers. They applied a variety of techniques and activities to make their learning
environment address students’ learning needs. As described by a respondent, “Lecturers
organise seminars on how to apply IT to search information providing how-to-do
presentations. They promote pair and group work activities with detailed instructions to
give confidence to support students to present in front of others.” [Tổ chức những buổi
báo cáo chuyên đề về cách ứng dụng kỹ năng tìm kiếm thông tin, kỹ năng thuyết trình,
tăng cường các hoạt động theo cặp và nhóm có hướng dẫn cụ thể để sinh viên quen dần
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và tự tin hơn khi trình bày trước đám đông](SR88). Lecturers also designed activites to
encourage students to speak in English through increased discussion and group work
(SR13).
The respondents were satisfied with the diversity of their pedagogical
techniques. Many lecturers and instructional leaders believed that they used different
pedagogies depending on their students’ level (85.23%). Many of them agreed that,
“Curriculum promotes flexibility in teaching approaches” (88.74%). Another respondent
added that, they “encourage students to study and research independently.” [Khuyến
khích sinh viên tự học, tự nghiên cứu](SR81). Another respondent noted, “Lecturers
provide more opportunities for students to practice.” [Giáo viên phải tạo nhiều cơ hội,
giao bài cũng như khuyến khích sinh viên phải thực hành nhiều hơn] (SR70). One
respondent claimed that lecturers repeated the instructions several times to promote
students’ attention. This respondent emphasised that lecturers had to design activities to
assist students to understand lectures easily (SR42).
Many lecturers and instructional leaders agreed that they provided students with
varied opportunities to work in the whole class, structured group work, guided and
individual activities (91.33%). One respondent explained, “Lecturers design group
activities suitable for students’ competence and promote problem solving techniques to
help students to be independent.” [Thiết kế các hoạt động nhóm phù hợp năng lực của
sinh viên và sử dụng các phương pháp nêu vấn đề để giúp sinh viên chủ động khám phá
kiến thức và giải quyết vấn đề] (SR91). Another respondent added, “Lecturers provide
students with practical examples of communicative activities, and apply task-based and
project-based techniques to motivate students.” [Giáo viên thu thập nhiều ví dụ có tính
thực tiễn sát với hoạt động giao tiếp của sinh viên Thực hiện vận dụng phương pháp
Task-based, project-based để sinh viên có động cơ học tập] (SR16). The respondents
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felt that they had encouraged students to make connections with their prior learning and
experience (89.33%).
4.6.4 Integral assessment in teaching and learning.
As I presented earlier, the participants shared their integral assessment in teaching and
learning. Lecturers agreed that they scaffolded students’ learning (88.67%) and they also
believed that formative assessment was a good practice (72.51%). However, lecturers
reported difficulties in providing feedback to their students, especially in large classes.
They claimed it was challenging to check students’ on-going process (See Section 4.3).
4.6.5 Teaching and learning inquiry.
Many respondents believed that they applied a learner-centred approach to their
teaching (78.94%). Many of them used a range of instructional strategies and
encouraged their students to study independently (86.67%). They believed that their
teaching strategies supported students’ learning. For example, one respondent stated,
“Lecturers carefully observe students and select teaching techniques accordingly.”
[Giáo viên chú ý theo sát tình hình lớp và sẵn sàng thay đổi phương pháp hướng dẫn
khi cần thiết] (SR165). Another respondent emphasised that the lecturers adjusted the
course content every week (SR118). This respondent noted, “Lecturers are flexible in
selecting material content, forms, and techniques to match their students’ abilities.”
[Giảng viên luôn linh hoạt trong việc chọn lựa nội dung, hình thức và phương pháp
giảng dạy phù hợp với sinh viên] (SR43). In addition, a lecturer stated, “Our faculty has
placement tests to organise instruction for mixed-ability students.” [Trình độ sinh viên
không đồng đều. Từ năm 2015-2016, Bộ môn tiếng Anh đã tổ chức thi xếp lớp cho sinh
viên] (SR104).
Many lecturers and instructional leaders perceived that they employed inquiry
teaching. They provided students with regular feedback and clarified what actions
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individuals should take to make further learning progress (80.67%). A survey
respondent noted, “Lecturers assign tasks with sufficient details so that students can
work outside the class. Lecturers also assess students’ learning progress.” [Giao nhiệm
vụ càng cụ thể càng tốt để sinh viên thực hiện ngoài giờ lên lớp. Đánh giá kết quả học
tập theo quá trình] (SR159). Another lecturer noted, “The fact of students’ low and
mixed-abilities when they enter the program brings many challenges to lecturers. In
response, lecturers apply a variety of strategies including diversifying and grouping
students.” [Sinh viên đầu vào những năm gần đây thấp, gây khó khăn. Nhiều giải pháp
tổng hợp đã được đưa ra (phân loại sinh viên, áp dụng những phương pháp phù hợp]
(SR112). Another respondent stated, ‘Lecturers give more attention to weaker students,
and they differentiate instructions based on students’ abilities.” [Giáo viên quan tâm
nhiều hơn đến sinh viên yếu, giao nhiệm vụ theo các mức độ khó khác nhau theo trình
độ sinh viên] (SR33).
However, some respondents suggested there were challenges to provide
adequate feedback based on their observation of students’ progress. As a respondent
claimed, “Lecturers have difficulties in providing timely support and feedback in large
classes. Students require feedback to understand where they are and what they should
do next for their improvement.” [Khó khăn chủ yếu liên quan đến việc hỗ trợ và phản
hồi thường xuyên cho sinh viên vì số lượng sinh viên đông, khối lượng bài tập lớn và
cần nhận xét chi tiết, ít nhất ở mức độ sinh viên nhận thức được bản thân cần làm gì để
có thể tiến bộ hay tự tìm hiểu tiếp] (SR35). Sharing the same concern, another
respondent emphasised, “Time limits in large classes make it difficult to monitor
individuals’ progress.” [Thời gian giới hạn và sĩ số lớp đông khiến việc theo dõi tiến độ
từng cá nhân có phần hạn chế] (SR21).
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4.7 The interviewees’ perceptions of alignment between their current curriculum,
pedagogy, assessments, outcomes, and standards
Thirty of 33 interviewees offered their perceptions of the alignment among their
institutional curriculum, pedagogies, assessments, outcomes, and MoET’s standards,
which they scored from level 1 to 10. Their perceptions of alignment were presented in
three levels: weakly aligned, somewhat aligned, and strongly aligned. Table 4.1 presents
their perceptions.
Table 4.1
Alignment between the institutional curricula, pedagogies, assessments, outcomes, and
MoET’s standards perceived by the interviewees
Alignment Evaluation

Weakly aligned

No. of interviewees

1

Somewhat
aligned
9

Strongly aligned
20

Most of the interviewees felt that these five key educational levers were closely
aligned with each other and with MoET’s standards. Although they expressed concerns
about each major lever, two thirds of the interviewees believed that their curriculum,
pedagogies, assessments, and outcomes were strongly aligned with MoET’s standards.
The interviewees provided examples to explain their evaluation. One Dean from a
central metropolitan institution noted,
All of our lecturers have achieved Master’s degrees. In terms of curriculum design, some
lecturers are well trained, some others did their Master’s Degree in research or did short-term
courses in curriculum development. They all understand curriculum design. We are confident
with our current curriculum; however, quality pedagogy depends on lecturers, as teaching is very
important. [100% là thạc sỹ trở lên. Về xây dựng chương trình thì có người được đào tạo, có
người làm luận văn thạc sỹ về thiết kế chương trình, có người không được thì tham gia các
course ngắn hạn và tham gia rất nhiều, hầu hết là dân ngoại ngữ thì ít nhiều cũng được tham
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gia đào tạo về xây dựng chương trình, về mặt lý thuyết thì hầu hết mọi người đều hiểu. Chúng tôi
khá tự tin về phần chương trình, còn chất lượng giảng dạy thì con người cầm lái, con người thực
thi cực kỳ quan trọng] (P13).

One Vice-dean from a southern metropolitan institution stated, “We are confident in our
curriculum because it is revised by Australian specialists. However, each lecturer has
his/her own pedagogy; I cannot say that teaching is aligned at too high degree.” [Thực
ra về khung chương trình thì mình rất tự tin vì đã được làm lại và có chuyên gia Úc đến
tư vấn; phương pháp giảng dạy mỗi giáo viên có một phương pháp giảng dạy riêng nên
mình không dám chắc cao lắm] (P27).
Significantly, a Dean from a metropolitan institution, who was very confident in
her institutional curriculum, stated, “A majority of my students have achieved the C1
standard, and we ensure their proficiency is well prepared.” [Gần hết sinh viên đạt được
năng lực C1 vì bọn chị cũng làm rất chắc chắn hết các khâu rồi] (P10).
Nine of 30 interviewees perceived that their ELTE curriculum alignment was
somewhat aligned. They expressed that the curriculum may not be fully aligned with
pedagogy and assessment. One instructional leader, with over 25 years of service, from
a central metropolitan institution noted,
We must revise and change our curriculum. We cannot have a curriculum based on CEFR but
assess students using VSTEP. Because the curriculum has not changed, there are two
examinations prior to students’ graduation. We have many challenges with developing
curriculum, because it is difficult to find appropriate instructional materials. [Phải xây dựng lại
khung chương trình vì mình không thể dạy theo CEFR và cho sinh viên thi VSTEP. Bây giờ
chương trình đào tạo thì chưa xây dựng lại nhưng sinh viên sắp tới lại phải cho thi theo VSTEP.
Bây giờ chương trình chưa thay đổi nên nhà trường phải tổ chức song song 2 kỳ thi để được
chấp nhận ra trường thôi. Mà mình cũng khó khăn khi xây dựng khung chương trình ghê lắm,
nguồn đâu, tài liệu tham khảo như thế nào, v.v.] (P22)

152

ALIGNMENT OF VIETNAMESE ENGLISH LANGUAGE TEACHER EDUCATION PROGRAMS

In addition, a Vice-dean from a central metropolitan institution explained that weaker
alignment was a result of lecturers’ mixed abilities. She noted, “We may consider all
aspects of the program. Lecturers and their teaching are the most important. Lecturers
are not really qualified. They must be retrained and provided with more professional
development.”[Có lẽ phải tất cả các yếu tố, đội ngữ giáo viên, phương pháp giảng dạy
là yếu tố quan trọng nhất. Chưa thực sự là qualified đâu. Cũng cần phải đào tạo lại,
phải bồi dưỡng] (P14). One junior lecturer from a provincial institution provided three
reasons for her perception of weaker alignment between curriculum, pedagogies,
assessments, outcomes, and standards. Inappropriate selected teaching materials, a poor
quality test bank, and the process for devising course objectives contributed to such a
weak alignment. She noted,
Time allocated for curriculum and course design is limited, designers do not have enough time to
understand teaching materials. Teaching materials are selected without criteria and they are
selected because the designers feel that they may be appropriate. The tests may be too easy or
too difficult… Each course designer sets their own course objectives, for example, Introduction
to Law and Philosophy of Marxism and Leninism courses have their own objectives. The
problem is that we try to set program outcomes from all the separate course objectives while
they have no relation to each other. [Thời gian làm khung chương trình và đề cương chi tiết của
từng môn quá là ít, tức là mình không đủ thời gian để tìm hiểu về tài liệu dạy học, giáo trình
không đủ nhiều để mình có thể đánh giá một cách tổng thể và sâu sắc về tài liệu đấy, nhiều khi
mình chọn mang tính cảm hứng, ví dụ cảm thấy cái này được thì chọn thôi…Mà ngân hàng đề
thi đấy nó sẽ trở nên quá dễ hoặc quá khó. … Thực ra như bây giờ em thấy là …Pháp luật họ tự
đưa ra chuẩn của họ, hay các môn Triết thì họ cũng tự đưa ra chuẩn của mình, nên em thấy có
vấn đề là mình lấy chuẩn đầu ra của từng cái rồi lại ghép chung vào nên không có liên hệ gì với
nhau] (P06).

There was one Vice-dean from a provincial institution believing that her institution’s
curriculum, pedagogies, assessments, and outcomes were weakly aligned with MoET’s
standards. She explained,
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Some lecturers are not enthusiastic. My institution does not support regular assessments of
students’ progress. Most of the third or fourth year students may take the ELP examinations.
There is insufficient training and support for students learning English. We do not consult
students about learning outcomes when they start the program. They cannot prepare for
graduation standards in the third or fourth year. The problem is that some activities and modules
are interesting but they are only available for a small number of students. [Ngoài những giáo
viên tích cực thì vẫn tồn tại những giáo viên chưa được như thế. Nhà trường chưa hỗ trợ sinh
viên khảo thí thường xuyên để các em đo được các em đang ở đâu như thế nào, mà mới chỉ dừng
lại ở đa số các em thi cái đánh giá năng lực ở năm thứ 3 năm thứ 4 năm cuối. Trường mình
đang thiếu là công tác tư vấn hỗ trợ cho sinh viên tổ chức đào tạo. Trước ở đây khi mình thực
hiện là mình đưa ra cái chuẩn nhưng mà mình không tư vấn cho sinh viên ngay, không hỗ trợ
các em trong cả quá trình mà chỉ hướng đến cái đích. Thế nên năm thứ ba năm thứ tư sinh viên
mới nháo nhào lên tập trung học thì không kịp nữa. Các hoạt động các mô hình thì hay nhưng
cũng chưa chạm đến số đông sinh viên, chưa được nhân rộng, chưa tạo thành phong trào mạnh]
(P02).

The interviewees suggested many ways to improve alignment (See Section 7.5).
4.8 Chapter summary
In this chapter, I have focused on the curriculum development and enactment in
describing the participants’ perceptions of the alignment between and among the five
key levers of ELTE programs. My key findings include a strong alignment between the
institutional curriculum and MoET’s foundation knowledge standards, and a strong
alignment between the curriculum and dispositions standards. I also found that
assessment content was generally aligned with curriculum; however, assessment form
was not. My research suggests that lecturers and instructional leaders believed that their
curriculum insufficiently prepared students to meet English language proficiency
standards. Further, they perceived a weak alignment between curriculum and soft-skills
standards. The participants did not report on graduates’ research skills although they
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were one of MoET’s basic skills standards. The participants did not provide much
discussion about the alignment between curriculum and life-long learning standards.
The participants had concerns regarding non-linguistic courses in their preservice education program. They also noted limited time allocation to major language
practice and an imbalance between theory and practice courses. Metropolitan
institutional participants suggested that their curriculum was standards- and outcomebased while provincial participants reported that their curriculum was designed without
analysis of learning needs or social demands.
The participants believed that they had created engaging and cooperative
learning environments for their students. They believed that they encouraged students to
understand the link between effort and success. However, they believed that their
teaching was affected by students’ weak proficiency and a lack of commitment.
In the next chapter, I will discuss participating institutions’ reported current
issues regarding assessments, curriculum, and pedagogy. I will present problems raised
by participants in the process of designing outcomes, the gaps between assessment
policy, management, and its enactment; and curriculum development issues. I will
conclude the next chapter with a description of participants’ perceptions of their
pedagogical challenges.
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Chapter 5:

ISSUES AND PROBLEMS WITHIN VIETNAMESE ELTE
PROGRAMS

In the previous chapter, I discussed the participants’ perceptions of the alignment
between and among the five key levers of ELTE programs. My analysis suggested that
there was a strong alignment between curriculum and foundation knowledge standards,
and between curriculum and dispositions standards. In Chapter 4, I also reported the
participants perceived a weak alignment between (i) curriculum and assessment forms,
(ii) curriculum and soft-skills standards, and (iii) curriculum and research skills
standards. I also highlighted what lecturers and instructional leaders believed to be
MoET’s unachievable English language proficiency standards. My analysis suggested
that they believed their reported institutional outcomes were much lower than MoET’s
standards and that they faced a variety of pedagogical challenges in providing a quality
pedagogy that engaged students in an active learning environment.
In this chapter, I report the participants’ perceptions of how outcomes were
developed. They related major issues concerning limited time, lack of qualified
designers, and ad hoc outcome-devising processes, as well as their dissatisfaction with a
lack of clarity in outcome policy. I then report on how they perceived challenges
regarding assessment design, application, and management. At the institutional level,
they noted that unqualified examiners, traditional tests, inconsistent grading criteria,
time constraints, poorly equipped testing conditions, and lack of feedback were
additional significant challenges.
Later in this chapter, I will focus on curriculum development and enactment
issues. These curriculum concerns I connect to those I presented in Chapter 4:
overloaded curriculum, too many non-language courses, program weighting, overly
academic focus, and insufficient time for language practice and professional experience.
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My major finding was that the development of outcomes and curriculum was ad hoc.
This chapter concludes with the respondents’ perceptions of their pedagogical issues: (i)
students’ low ELP entry levels, (ii) large and mixed-level classes, (iii) poorly equipped
teaching conditions, (iv) challenges presented by students, (v) the lecturers’ excessive
workload, and (vi) overloaded curriculum with insufficient time for professional
practice.
5.1 Institutional outcomes
5.1.1 Outcome identification.
Institutional outcomes are discussed here in terms of knowledge, skills, dispositions,
employability, and life-long learning ability (Directive No.2196/BGDĐT-GDDH, 2010,
p. 2, 2c-g). My key finding was that most respondents believed that English and
pedagogical knowledge and skills outcomes in their institution were clearly identified.
Fewer respondents were confident with the clarity of skills and dispositions
requirements at their institution.
Many respondents reported that foundation knowledge and English language
knowledge and skills were clearly identified in their institutional outcomes. For
example, 93.42% of the respondents believed that foundation knowledge requirements
were well identified; 91.45% thought so of general English knowledge requirements;
93.42% English communicative skills requirements; and 88.82% English language
competency (the C1 level). Some respondents pointed out that, “One of the graduation
requirements is achieving the C1 level.” [Một trong những yêu cầu tốt nghiệp là đạt
chứng chỉ C1] (SR53 and SR54).
Many respondents agreed that pedagogical knowledge and skills were clearly
identified in their institutional outcomes (95.36% and 89.47%, respectively).
Respondents provided details about the clarity of pedagogical requirements in their
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outcomes. One respondent noted, “Outcomes have identified clearly the requirements of
graduates’ knowledge, skills, and dispositions. When finishing programs, students will
have achieved sufficient knowledge to teach in high school, with good skills of teaching
practice and love for the job.” [Đã xác định rõ các yêu cầu về kiến thức, kỹ năng và thái
độ của sinh viên. Thông qua chương trình, sinh viên tích lũy kiến thức đủ để đứng lớp
dạy ở các trường phổ thông, có đầy đủ kỹ năng giảng dạy và yêu thích công việc]
(SR43). Another lecturer stated, “The skills requirements in the outcomes include:
teaching, communicating well, testing and assessment.” [Kỹ năng: giảng dạy, giao tiếp
tốt, kiểm tra đánh giá] (SR128). One respondent advised, “Skills requirements include
passing the Methodology course. I think we should require students to achieve greater
than Band 8 for this course.” [Kỹ năng: yêu cầu qua môn đối với phương pháp giảng
dạy. Theo tôi, nên yêu cầu sinh viên đạt từ 8 trở lên đối với bộ môn phương pháp giảng
dạy] (SR19). One lecturer was confident that his/her institution’s pedagogical
requirements were clear, noting,
In terms of knowledge, students are required to master knowledge at university level about
teaching English, including knowledge of Vietnamese Culture, General Education, Psychology,
and English language teaching, to be able to teach English at all sectors. In addition, students are
required to master research methodology related to English language and English language
teaching, and to be able to manage English language teaching at educational teaching sites. In
terms of pedagogical skills, students are required to understand and apply skills of planning
lessons, organising teaching activities and managing classes. [Về kiến thức: Nắm vững kiến thức
khoa học ở trình độ đại học sư phạm về giảng dạy Tiếng Anh, bao gồm các kiến thức về cơ sở
văn hoá Việt Nam, giáo dục học, tâm lý học, tiếng Anh, phương pháp dạy học tiếng Anh để
giảng dạy tiếng Anh ở các cấp học phổ thông, các trường cao đẳng và đại học. Bên cạnh đó,
nắm vững phương pháp nghiên cứu khoa học về ngôn ngữ Anh và phương pháp dạy học tiếng
Anh, có khả năng quản lý công tác giảng dạy tiếng Anh ở các cơ quan quản lý giáo dục. Về
nghiệp vụ sư phạm: nắm được và biết vận dụng các kĩ năng xây dựng kế hoạch giảng dạy tiếng
Anh, tổ chức các hoạt động dạy - học và quản lý lớp học tiếng Anh] (SR68)
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However, fewer respondents agreed that the outcomes clearly identified the graduate
teacher students’ professional practical experience requirements within high school and
other teaching sites (78.67%).
Many respondents agreed that their institutions clearly identified the
professional disposition outcomes (92.72%) and that personal dispositional outcomes
were clearly identified (90.73%). However, some lecturers reported that their
institutional outcomes only identified the English language knowledge requirements,
not dispositional requirements (SR19 and SR84). One lecturer commented, “The
outcome has identified knowledge requirements, but dispositions requirements may not
be clear.” [Có xác định rõ các yêu cầu kiến thức nhưng các yêu cầu về thái độ có thể
còn chưa rõ] (SR157). One respondent raised a concern about dispositional
requirements and noted, “It is unreasonable to apply dispositions as a graduates’
requirement. We have no right to force graduates’ disposition requirements.” [Việc xác
định thái độ như một yêu cầu đầu ra là không hợp lý. Thái độ không phải là cái có thể
bắt buộc sinh viên có khi các em ra trường] (SR34). Stating another concern, one
lecturer noted, “Outcomes identify dispositional requirements; however, it is difficult to
assess students’ dispositions.” [Có, tuy nhiên khó kiểm chứng rõ về thái độ sinh viên]
(SR78).
Fewer respondents agreed that their outcomes clearly identified assessment
knowledge (78.15%), assessment skills (75.50%), soft-skills (84.67%), social
integration skills (80.13%), research skills (75.66%), and “life-long learning capacity”
[khả năng học tập suốt đời] (75.50%).
5.1.2 Outcome devising issues.
The respondents reported that their institutions set outcomes after the curriculum had
been devised. One respondent reported, “The institutional outcomes are set after the
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curriculum is completely devised.” [Mà sau khi xây dựng xong khung chương trình thì
mới đưa ra chuẩn kiến thức của sinh viên] (SR47). One lecturer from a provincial
institution noted, “The institutional outcomes are devised when the curriculum has been
developed.” [Đây mình lại xây dựng curriculum trước rồi mới viết outcome sau] (P05).
At the course level, the respondents suggested that the course objectives devising
process was an after-thought. Another respondent explained that the course designers
used teaching materials’ levels to set the course objectives. This respondent further
opined, “The process should have been in the reverse order.” [Đáng lẽ phải làm ngược
lại] (SR94).
Some respondents believed that their institutional outcomes were impractical.
One respondent explained, “Institutions identify the outcomes in policy; however,
lecturers only focus on completing course outlines.” [Có trên mặt lý thuyết, còn trong
quá trình chưa thực hiện làm rõ được mục đích này, việc giảng dạy chỉ cho xong theo
đề cương, không có tính ứng dụng](SR11). Another surveyed lecturer added that
institutions devised their outcomes, but they were not sure if they were realisable or not
(SR96).
Respondents expressed concern about their outcome’s lack of clarity. One
lecturer suggested, “Because of time limitations and a lack of curriculum designers, it is
challenging to devise policy with detailed knowledge, skills, and disposition
requirements that match all MoET’s standards.” [Vì thời gian rất ít, thứ hai là do lượng
giảng viên tham gia xây dựng khung chương trình cũng không nhiều nên rất là khó để
đưa ra chi tiết đối với từng môn về kiến thức, kỹ năng và thái độ để cho phù hợp khi tạo
ra chuẩn đầu ra cho sinh viên khi ra trường](P05). Respondents indicated several
reasons for this lack of clarity in outcomes. For example, one respondent reported,
“Outcomes only identify the language knowledge requirements.” [Chỉ xác định rõ yêu
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cầu về kiến thức ngôn ngữ] (SR84). Others noted, “The requirements are not detailed.”
[Có xác định nhưng chưa rõ ràng] (SR03 and SR07). One suggested, “Outcomes only
identify general requirements, and not in specified domains.” [Chỉ đưa ra các tiêu chí
chung, không có mô tả chi tiết] (SR92). In addition, “Our outcomes identify knowledge
requirements, but skills and dispositions requirements are not clear.” [Có xác định rõ
yêu cầu về kiến thức nhưng không rõ lắm với yêu cầu về kĩ năng và thái độ] (SR05).
Further, “Outcomes do not identify dispositional requirements.” [Thái độ: không yêu
cầu] (SR19).
The participants stated that not all staff have access to their outcomes. A junior
lecturer from a provincial institution stated, “Honestly, I do not know about my
institutional program’s outcomes.” [Em nói thật là em chưa biết chuẩn đầu ra đấy]
(P06). This lecturer added, “The problem is that lecturers only know about the subjects
they teach and teaching materials, but they are not informed curriculum or outcomes.
Lecturers do not know about either course objectives or programs requirements.” [Vấn
đề là giáo viên dạy chỉ biết dạy môn đấy, giáo trình là như thế này, chứ chưa bao giờ
biết khung chương trình là thế nào, không biết yêu cầu đầu ra là như thế nào. Giáo viên
không biết cả yêu cầu lẫn chuẩn đầu ra của môn mình dạy] (P06).
5.2 Assessment issues
My analysis suggested that the participants perceived many difficulties in designing and
applying assessments. They reported that examiners may be unqualified, tests were not
standardised, and grading criteria may be inconsistent. They also expressed concerns
about (i) time constraints, (ii) over-crowded test venues, (iii) poorly-equipped testing
conditions, (iv) limited test banks, and (v) inadequate feedback. They were concerned
with the administration of assessment, for example the balance of in-term and end-of-
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term assessment, and a lack of Examination Councils or the Testing or Quality
Assurance Offices (See Section 4.3).
5.2.1 Unqualified assessment designers.
The participants suggested that lecturers were not well trained in assessment. They
believed that lecturers designed tests only based on their teaching experiences (P11,
P20, and SR168). One instructional leader from a large northern metropolitan institution
contended, “There are no assessment item writers in Vietnam.” [Việt Nam mình không
có nghề gọi là nghề item writer] (P11). A lecturer further complained, “The lecturers
examine in subjects which are not their expertise.” [Các thầy cô thuộc các nhóm chuyên
môn khác nhau thường phải tham gia coi thi và chấm thi những môn không đúng
chuyên ngành] (SR108).
The participants expressed dissatisfaction with assessment designs at their
institutions. One respondent suggested, “There are many issues in the testing design
processes.” [Công tác ra đề thi còn nhiều bất cập] (SR91). Another noted, “I am not
confident in using assessment methods provided by MoET to measure students’ English
language proficiency standards.” [Bản thân cá nhân tôi chưa thực sự tự tin trong việc sử
dụng các phương pháp đánh giá học sinh theo chuẩn năng lực ngôn ngữ do Bộ Giáo
dục và Đào tạo đưa ra] (SR168). One experienced instructional leader suggested,
“Designing assessment is very challenging. We are not assessment experts. We have
difficulties in constructing tests. We do not know how to combine or choose test items.”
[Rất khó khăn, nhất là về ngân hàng đề thi. Mình không chuyên nghiệp nên khó khăn
thứ nhất là quản lý đề thi, ngân hàng ai quản lý, bóc tách và xáo trộn đề thi như thế nào
vì không chuyên nghiệp nên không ổn chỗ đó] (P22).
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5.2.2 Negative effects of non-standardised tests.
The participants were concerned whether their classroom tests matched outcomes or
students’ abilities. One lecturer noted, “We have difficulties in designing tests which are
required to match MoET’s standards and students’ abilities.” [Khó khăn trong việc phải
thiết kế đề thi đúng chuẩn, phù hợp với chương trình đào tạo và năng lực học tập của
sinh viên] (SR13). Another lecturer stated, “We are concerned about not having set the
assessment criteria.” [Điều chưa hoàn thiện đó là bộ công cụ để đánh giá] (SR42). One
junior lecturer from a provincial institution noted, “There are differences between
teaching and assessment content.” [Bây giờ thậm chí là đề kiểm tra với kiến thức mà
mình dạy ở trên lớp về nội dung đã có sự chênh lệch rồi] (P06).
The respondents believed that classroom tests were less reliable and valid. One
lecturer noted, “The classroom assessment forms are not consistent. They do not assess
students’ attainment.” [Việc thiết kế các dạng bài kiểm tra chưa được hệ thống và đồng
nhất nên chưa đánh giá được khả năng thực sự của sinh viên] (SR68). An instructional
leader from a large institution stated, “Lecturers, sometimes, grade students only based
on their understanding of those students’ previous performance. They do not assess the
students’ current performance.” [Đôi khi giáo viên lại lệ thuộc vào việc đánh giá hoặc
những ấn tượng trước đây của mình về sinh viên đó mà không thực sự đánh giá
performance của sinh viên ấy ở tại thời điểm đó] (P11). One lecturer from a provincial
institution expressing her concern about the reliability of classroom tests, stated, “In my
institution, there was a lecturer who prepared students with the same test to practice
before the exam. As a result, they obtained very high grades.” [Ví dụ như có một đợt
bạn X dạy nguyên một cái đề thi nên sinh viên trúng tủ điểm rất cao] (P06).
Many lecturers and instructional leaders expressed concern about the application
of MoET’s Vietnamese Standardized Test of English Proficiency (VSTEP). One
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instructional leader from a large central metropolitan institution stated, “VSTEP is a
combination of TOEFL and IELTS. There are some TOEFL and some IELTS items in
one composite VSTEP test.” [Vì hiện nay VSTEP chưa rõ ràng. VSTEP là sự kết hợp
của TOEFL, IELTS … Mỗi thứ dính một tí] (P21). One lecturer from a large northern
metropolitan institution stated,
VSTEP is a kind of “one size fits all” tests. In one test, there are some items more difficult than
Level 3, and some items more difficult than Level 2. If we use VSTEP to measure the first year
students’ ELP, there will be negative impacts, and the results may not reflect the students’
attainment level compared to the required B1 level (equivalent Level 3). We have challenges
with VSTEP tests. In addition, if we do not spend sufficient time and if we are not careful when
selecting and designing tests, students may achieve a high grade because they have practised
those tests prior to the official exam. [Cho nên bài VSTEP này theo kiểu one size fits all cho nên
có những câu khó hơn rất nhiều so với bậc 3, và có những câu khó hơn rất nhiều so với bậc 2.
Nếu ta áp dụng VSTEP cho sinh viên năm thứ nhất làm thì chắc chắn sinh viên sẽ phản ứng
không tốt, và kết quả sẽ không phản ánh đúng mức sinh viên đạt được ở mức nào so với mức B1.
Đây là phần bọn em gặp khá nhiều khó khăn. Điều này đặt ra cho giáo viên là nếu giáo viên
không đầu tư thời gian và công sức cho việc làm đề thi thì sẽ có trường hợp là sinh viên đạt điểm
cao vì có sự may mắn vì trúng đề] (P11).

Another instructional leader from this institution noted,
I do not trust the VSTEP tests’ results when measuring students’ ELP, because it is not
legitimate and it comes from many sources. In addition, there is no pilot for this test. CEFR is
standardised for each specific level, but VSTEP is a combination of mixed-levels of TOEFL,
IELTS, and TOEIC. We cannot be sure which level it is. VSTEP users cannot ensure they select
the correct levels. They must be responsible and careful when selecting VSTEP tests, and they
should not choose any whole test. I prefer to use CEFR forms as I feel more confident with
CEFR’s reliability than VSTEP. Unfortunately, all institutions now are applying VSTEP. I am
suspicious of VSTEP’s reliability because there is neither available source nor foundation. [Mình
không tin VSTEP vì nó không chính thống mà nó lấy từ rất nhiều nguồn và không có pilot, cho
nên mình không tin vào kết quả đánh giá nếu dùng nó để đánh giá năng lực của sinh viên. CEFR
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thì nó chuẩn từng level, còn VSTEP mình nhìn thấy từ TOEFL, IELTS, TOEIC, mà từ các level
khác nhau, không thể chắc chắn level nào, làm sao để sure, người dùng rất cảm tính. Chưa kể là
người ra đề phải có trách nhiệm để sàng lọc, chứ không thể bỏ đại vào một đề được. Nếu lấy đề
thi theo CEFR thì chẳng thà mình bắt chước người ta nhưng mình còn yên tâm về reliable hơn là
VSTEP. Nhưng tất cả các trường bây giờ lại theo VSTEP. Nguồn thì không có và lại không có cơ
sở, nên mình nghi ngờ] (P22)

One lecturer from a large metropolitan institution suspected the VSTEP exam’s
reliability. She suggested,
MoET’s ELP standards are at the C1 or equivalent level, but the tools to measure that standard
are not reliable. We can see that if students take the IELTS exam, they cannot achieve Band 7.0,
even though they spend 4 years studying English at an ELTE institution. However, if these
students take the VSTEP exam, they can achieve the level equivalent to Band 7.0. [Thực ra mà
nói thì Bộ cứ bảo là chuẩn C1 nhưng cái để đo C1 đấy lại có vấn đề. Ví dụ cứ để sinh viên đi thi
IELTS để đạt 7.0 thì em nghĩ là rất nhiều sinh viên không đạt được chuẩn đấy, kể cả học 4 năm
ngoại ngữ ở trường cũng không đạt được mức đấy. Thế nhưng cho đi thi VSTEP chẳng hạn thì
các em lại qua] (P08).

The participants also expressed concern about inconsistent grading criteria. One lecturer
stated, “When grading Speaking and Writing, lecturers mostly base it on their personal
experience. Sometimes there is no consistency in their grading criteria. Moreover, there
is no consistency in grading criteria among lecturers.” [Trong đánh giá phần kỹ năng
Nói và Viết, bản thân người giáo viên vẫn chủ yếu dựa theo kinh nghiệm cá nhân là
chính, vì thế đôi khi dẫn đến tình trạng bản thân một cá nhận trong quá trình đánh giá
học sinh cũng không luôn thống nhất, và sau đó là thiếu sự thống nhất giữa các giáo
viên về cách thức tiến hành cũng như đánh giá](SR168). Another lecturer suggested, “It
is really difficult to assess students’ attainment. Criteria for specific skills vary. Students
may be good at this skill but not at other skills.” [Rất khó khăn trong việc đánh giá đúng
năng lực của sinh viên. Từng kỹ năng có cách đánh giá khác nhau và sinh viên giỏi kỹ
năng này nhưng kém những kỹ năng kia](SR128). One experienced lecturer from a
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large northern metropolitan institution stated, “We have challenges with inconsistent
grading criteria. It is impossible for five or 10 examiners to have the same grading
criteria. Examiners’ grading criteria are inconsistently applied.” [Nhưng có gặp khó
khăn vì có sự vênh nhau trong đánh giá (barem điểm). Để cả năm hay mười giám khảo
cùng thực hiện các tiêu chí đánh giá như nhau là điều rất khó. Bản thân một giám khảo
cũng chưa có sự đều tay trong sự đánh giá các thí sinh] (P11). One experienced lecturer
from a provincial institution noted,
Lecturers are able to design tests but it is difficult for those tests to be reliable. In some cases,
students are graded higher than they deserve, or students are not assessed equally. This inequity
may negatively affect students and they may be upset. Other students may doubt the test’s
fairness. [Ra đề cũng ra nhưng đạt được chính xác thì khó. Trong một số trường hợp lại xảy ra
conflict với sinh viên, là sinh viên lớp thầy nào thì điểm cao hơn, cái đó cũng ảnh hưởng về mặt
tâm lý sinh viên, các em thấy sao mình cũng học nhiều mà điểm không cao] (P30).

One instructional leader, with over 20 years teaching in the ELTE program, from a large
metropolitan institution noted, “Grading is difficult. Evaluating Reading and Listening
is more reliable; however, Speaking and Writing is more subjective. The latter depends
on the examiners’ perceptions. I believe that there is much bias in it.” [Liên quan đến
vấn đề chấm nữa, chấm thi thì Reading Listening thì mang tính objective và có độ tin
cậy hơn trong khi đó Speaking và Writing thì mang tính subjective; thì nó phụ thuộc vào
ý kiến chủ quan của người chấm, cái đó mình thấy có bias ở trong đó] (P21).
5.2.3 Time constrains and over-crowded test venues.
The participants reported that they did not have sufficient time to assess all students.
One lecturer from a provincial institution noted,
Because of the large number of students, it is difficult to assess curriculum and standards. For
example, as stated in the curriculum, each student is offered 15 minutes to perform in his/her
speaking exam. However, there are 60 students in one class; lecturers have less than 5 minutes to
assess each student. It is impossible to assess students’ attainment in that time. [Do lượng sinh
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viên đông nên khi kiểm tra đánh giá theo khung chương trình thì rất là khó. Ví dụ như môn Nói
chẳng hạn một sinh viên theo đúng chuẩn đánh giá thì phải có 15 phút, tuy nhiên lớp có tận 60
em mà chỉ có hai tiết để kiểm tra thì mỗi em chỉ có dưới năm phút để kiểm tra nên không thể
đánh giá được toàn diện em đó] (P05).

The respondents believed that time constraints limited providing students’ with adequate
feedback. It was more challenging in over-crowded test venues. One instructional leader
from a metropolitan institution noted,
On average, there are 35 students per class, sometimes 40, which is difficult for practical
courses, and it is challenging to provide feedback and encourage peer-feedback. Lecturers find it
difficult to provide feedback for students’ formative assessment feedback, even porfolios or
journals, because of too many students in a class. [Lớp trung bình là 35 nhưng cũng có những
lớp lên đến hơn 40 em thì những môn thực hành sẽ khó, khó cả phần feedback và peer-feedback.
Thực hiện formative assessment mà giáo viên không feedback được cho các em (các em có
porfolio hay journal thì giáo viên cũng khó feedback lại được cho các em vì đông quá)] (P21).

Sharing the same concern, a junior lecturer from a large southern metropolitan
institution stated,
There are around 50 students in each class. A Writing topic is assigned per week. Lecturers
cannot evaluate 50 writing papers. In addition, I have six or seven classes a week; who can grade
hundreds of papers per week? If we cannot evaluate student papers, it is unfair. [Sĩ số lớp
khoảng 50 bạn, học môn Viết mỗi tuần là một chủ đề khác nhau thì giáo viên không thể mỗi tuần
thu hết 50 bài viết và chấm, mà mình không phải chỉ dạy một lớp, có khi là sáu đến bảy lớp, mỗi
tuần mấy trăm bài làm sao mà chấm được. Mà mình không chấm được hết thì lại thiệt thòi cho
sinh viên] (P25).

The participants believed that over-crowded test venues threatened the quality and
reliability of assessments. They raised of a variety of issues: (i) cheating, (ii) scheduling,
and (iii) coverage. For example, a lecturer noted, “There are approximately 35 to 40
students in one small test room, it is difficult to invigilate.” [Cũng có phòng đến 35-40
sinh viên, do đó tính khách quan trong kiểm tra đánh giá khó đảm bảo](P16). Another
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respondent suggested, “A large number of students makes it difficult to conduct all
assessments adequately.” [Số lượng sinh viên đông đó là trở ngại cho kiểm tra nói]
(SR78). In addition, another respondent stated, “Over-crowded test venues make it
difficult to assess all aspects of the English language proficiency performance.” [Số
lượng sinh viên trong lớp học quá đông nên khó có thể kiểm tra chu toàn cho tiết kỹ
năng ngôn ngữ, trình bày của từng sinh viên] (SR136).
The participants also believed that over-crowded test venues restricted students’
grading. One lecturer stated, “There are too many students in one class. I am responsible
for teaching some classes. I cannot evaluate students’ learning progress.” [Số lượng sinh
viên trên mỗi lớp học quá đông và bản thân dạy nhiều nhóm nên việc theo sát tiến bộ
của sinh viên qua kiểm tra đánh giá còn hạn chế](SR169). Another added, “We cannot
measure individuals’ involvement when they work in groups because the groups are
large.” [Nhiều bài làm nhóm không đánh giá hết được tính tích cực của từng thành
viên] (SR38).
5.2.4 Balance between in-term and end-of-term assessment.
There was a difference in respondents’ opinions regarding the usage between the weight
of assessment during the term versus the end of term. Some lecturers emphasised interm assessments; however, others believed that more weight should be given to end-ofterm assessments. For example, a survey lecturer noted, “Because the in-term
assessment cannot exceed 50% and the final tests’ weighting is too heavy, assessments
cannot truly measure students’ efforts to learn.” [Điểm quá trình của sinh viên không
được vượt quá 50%, điểm của bài thi cuối kỳ còn quá nặng, không thể đánh giá đúng cố
gắng của sinh viên] (SR34). In contrast, some others believed that the greater portion of
in-term assessment may lead to unreliable grading. One senior lecturer from a large
central metropolitan institution explained,
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Grades are affected by many things. For example, 40% of in-term assessment, which includes
10% for attendance, may vary among lecturers. Lecturers who teach different classes may have
different in-term assessment with varying grading criteria. Therefore, there is no consistency in
grading and grading may not be fair. [Nhưng điểm số nó cũng bị ảnh hưởng bởi nhiều cái như
điểm giáo viên cho trên lớp 40% có 10% chuyên cần, nhiều khi cũng ảnh hưởng vì mỗi giáo viên
có tiêu chí đánh giá khác nhau. Giáo viên dạy các lớp khác nhau ra đề khác nhau nên đôi khi
không có sự nhất quán, và điểm số không thể công bằng hết được] (P23).

Sharing the same concern, one lecturer from a large northern metropolitan institution
noted,
There is another problem regarding assessment. We know that our institution applies both
continuous and final assessment. However, students may find continuous assessment
encouraging. In-term assessments are usually graded higher than their ability. For example, if
students take a final exam, they may only obtain Band 6 or 7. However, they may obtain a higher
grade in continuous assessments. Because they are able to access online materials and edit their
assignment before it is evaluated. End-of-term tests may indicate Band 6 or 7 but continuous
assessment Band 8 or 9, which when averaged, may indicate attainment higher than students’
abilities. [Kiểm tra đánh giá lại có một vấn đề nữa là, bọn em có cảm tưởng là trường em cũng
có final assessment, continuous assessment. Nhưng continuous assessment thì đôi khi theo kiểu
khích lệ, tức là nếu thẳng tuột cho đi thi thì chắc chỉ được 6-7 điểm, nhưng vì có formative
assessment, tức là những cái assignment đã cho điểm cao rồi vì các em sinh viên có nhiều thời
gian vào mạng xem tài liệu rồi có chỉnh sửa rồi nên điểm đó thường rất cao. Nên thi cuối kỳ có
khi chỉ được 6-7 nhưng continuous assessment đã được 8-9 nên điểm cuối khi cộng lại rất cao
nhưng chưa chắc đã đo đúng năng lực của các em] (P08).

In sum, the participants had many issues with assessment at their institutions. Some of
these issues included the quality of test design, over-crowded test venues, and test
management. Further, they were concerned about time constraints and inconsistent
grading criteria in classroom assessment. Many of the respondents believed that current
assessment did not accurately evaluate their students’ attainment.
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In the following section, I will report on the participants’ perceptions about how
curriculum is designed and reviewed at their institutions.
5.3 Curriculum issues
In Chapter 4, I presented the participants’ perceptions regarding the alignment between
institutional curriculum, outcomes, and MoET’s standards. My analysis suggested that
the participants perceived a weak alignment of curriculum with professional, soft, and
social skills standards. The participants perceived that their curriculum was overloaded
with too many non-language courses. They also expressed concern about curriculum
weighting between courses, the overly academic curriculum focus, an imbalance
between theory and practice, and insufficient time for English and pedagogical practice
(See Sections 4.4 and 4.5). In this section, I focus on the participants’ perceptions of
problems with the process of designing and developing curriculum.
The participants stated that their current curriculum was designed and developed
in a “back to front” or “wrong way” [ngược quy trình]. An instructional leader from a
northern provincial institution noted,
We have to apply a fixed curriculum. We do not do a learning needs analysis. We do not
consider where students come from or what levels their abilities are, but they must achieve our
program learning outcomes. We do not devise any parts of the curriculum. We should have had
an initial needs analysis. [Giờ mình đang có một cái chương trình đấy rồi mình áp dụng luôn
chứ mình không hề có phân tích nhu cầu hay là phân tích ban đầu để mình có cái dựa vào đó
xây dựng khung chương trình đâu, mà mình đang có sẵn một khung chương trình. Tôi không biết
sinh viên đến từ đâu nhưng khi đã vào chương trình thì phải đạt đầu ra như quy định của tôi.
Mình có xây dựng cái gì riêng cho nó đâu. Chẳng có phân tích learning needs gì hết, lẽ ra phải
có phân tích trước, nhưng mình chẳng có phân tích gì hết] (P04).

One lecturer from the same provincial institution further explained,
We should have set the program learning outcomes before we devised the curriculum, but we do
it in reverse. It means that our outcomes are based on the curriculum and our curriculum is not
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based on learning outcomes, which is a problem in our ELTE program. [Lẽ ra sau khi có chuẩn
kiến thức của sinh viên mới xây dựng chương trình, đây mình lại xây dựng curiculum trước rồi
mới viết outcomes sau. Tức là outcome dựa trên curiculum chứ không phải curiculum dựa trên
outcome, đấy là cái hạn chế của khung chương trình Sư phạm Tiếng Anh] (P05).

The respondents stated that their institutional curriculum was not available for all
teaching staff to access. A junior lecturer from a northern provincial institution
explained that in her institution, “Only the small number of lecturers who have designed
the curriculum know it, and the curriculum is not available for every teaching staff
member to access.” [Vì thực ra làm khung chương trình chỉ giới hạn cho một vài người
mà sau đó kết quả làm khung chương trình đó như thế nào cũng không được public
rộng rãi cho tất cả mọi người trong khoa] (P06).
A further example of how lecturers were uninformed about programs and
outcomes was highlighted at a provincial institution. One leader of a pedagogy group
from this southern provincial institution explained that there was no institutional
memory about why the curriculum had been designed as it was. She noted, “Actually,
the current curriculum was designed by those who have retired now, and we
(implementers) do not know the basis for its design. We have to copy other institutions
and select the courses similar to our curriculum.” [Thực sự chương trình đào tạo bây
giờ do những người bây giờ đã về hưu rồi xây dựng nên và không biết họ dựa vào cái
gì. Hiện tại để làm theo cái mới thì mình phải bắt chước các trường khác vì không thể
biết khi đáp ứng cái này thì trong nhóm đó phải có những môn nào, xem môn này na ná
môn của trường mình và phù hợp thì chọn] (P33).
The participants were concerned about the quality of curriculum content. They
suggested that curriculum designers did not understand sufficiently the courses they
designed. For example, one lecturer from a northern provincial institution noted, “The
curriculum designers never taught the courses that they designed.” [Và chưa kể là
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những người lên cái nội dung đấy có những cái mà người ta cũng không biết được bởi
vì có những môn người ta không dạy thì người ta cũng không biết như thế nào] (P06).
Sharing the same concern, one instructional leader from a southern provinvial institution
contended, “We have to design courses that we have never studied. It is difficult
because we do not know about those courses’ content or how to design them. We have
asked some other institutions, they do not know, either.” [Cái gì ngày xưa mình được
học thì mình còn mường tượng ra chứ các môn mình chưa biết đến bao giờ thì rất là
khó. Không biết trường nào áp vào mới khó cho bọn mình chứ. Thế mới khó chứ. Vì các
môn mình chưa biết bao giờ thì soạn sao đây… Có một số môn mới tinh chưa bao giờ
được học, thực sự ngày xưa học đại học cũng chưa, mà các trường cũng không biết nên
cũng không biết làm sao] (P33).
In addition, the participants described their confusion about the appropriate
number of credit hours required for foundation knowledge courses. One instructional
leader from a large institution explained, “It is difficult to know how many credits are
sufficient. There are not yet any MoET or institutional regulations about mandatory
credit hours.” [Thực ra rất khó để xác định như thế nào là đủ. Bởi vì cho đến nay vẫn
chưa có một công văn nào hướng dẫn đầy đủ ví dụ để đạt được mục tiêu đào tạo đó thì
sinh viên phải học bao nhiêu số giờ quy định] (P11).
In sum, the participants described an ad hoc process and their lack of experience
in curriculum design. It is important to know that in many institutions the curriculum
was not accessible to all lecturers.
In the next section, I will report the participants’ perceptions of their teaching
challenges.
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5.4 Pedagogical issues
In section 4.6, I described the participants’ perceptions of their pedagogies in terms of
effective learning environments, quality pedagogy, the integral assessment in their
teaching and learning, and inquiry in teaching and learning. In that section, I focused on
the alignment of the participants’ pedagogies with their institutional outcomes and with
MoET’s standards.
In this section, I focus on the participants’ perceived challenges in their teaching
and learning practices. My analysis suggested that lecturers and instructional leaders
faced large mixed-ability classes, heavy workloads, and inadequate teaching materials.
They perceived that their students’ abilities at entry and their background knowledge
were poor. Students’ lack of preparation for tertiary education and their lack of
motivation were lecturers’ challenges. They also reported that teaching an overloaded
curriculum in the limited time available made their teaching more challenging.
5.4.1

Challenges from large and mixed-ability classes.

Many interviewees were concerned about their mixed-ability classes (n =23 of 33). For
example, a lecturer from a large metropolitan institution described, “In my class, there
are five very strong students, 20 weak, and one or two are very weak.” [Nhưng cũng xảy
ra trường hợp là có những lớp trong lớp có năm em rất khá, 20 em yếu, và một hoặc hai
em rất kém](P08). In addition, “It is really challenging, while some students are so
strong, some others are so weak.” [Cực kỳ khó khăn cho giáo viên, bởi vì sẽ có những
bạn khá hơn và có những bạn cực kỳ kém. Quá là mixed luôn] (P03). One junior
lecturer from a provincial institution noted,
With the same task, it takes 10 to 15 minutes for some students to finish, but it can take 60
minutes for some others. However, when students have not finished yet, lecturers need to wait.
Consequently, stronger students feel bored and the learning environment is not engaging. [Tình
trạng là với cùng một yêu cầu có những sinh viên chỉ mất 10-15 phút là xong nhưng có những
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sinh viên thì mất 60 phút vẫn chưa xong, thành ra là đôi khi thấy không khí học hơi rệu rã. Mà
khi có sinh viên chưa xong thì mình không thể chữa được] (P06).

A Dean of a large northern metropolitan institution stated,
Our major difficulty is a big gap in students’ abilities. We have to teach mixed-level classes.
Some students have a good learning attitude, when they know they are not good at English, they
will try harder. However, others feel bored with lessons when they know their English
proficiency is weak. Some stronger students are good at helping weaker friends and cooperating;
however, some do not want to work with the weaker ones and insist on moving to higher level
classes. It is challenging to deal with these students. [Cái lo lắng hiện nay chính là độ vênh về
trình độ. Hiện nay đang dạy theo kiểu mix-level. Có những em sinh viên cầu thị sau khi biết mình
yếu kém nhưng có những sinh viên tự ti và cảm thấy chán. Có những sinh viên khác thì hợp tác
giúp đỡ bạn nhưng cũng có sinh viên công khai luôn là em không làm việc với bạn kém, em học
thế là đủ rồi, em muốn học lên hẳn năm 3, em không muốn học năm thứ hai về trình độ như thế
là đủ rồi. Có những sinh viên tuyên bố như vậy nên rất khó khăn để giáo viên xử lý] (P07).

The interviewees claimed that they could not use the same activities because the
students’ abilities varied (P24 and P27). Although lecturers asked students to work in
groups in order for the stronger students to help weaker ones, that practice was not
effective (P06, P08, and P25). For example, an instructional leader from a large northern
metropolitan institution stated, “We use pairs and group-work with the aims of
encouraging students to help each other. However, weaker students think that they will
make others feel pressured.” [Cho học sinh làm nhóm hay làm cặp là để học sinh giúp
nhau cùng tiến bộ nhưng nếu có những em quá kém như vậy thì bản thân các em ấy
cũng thấy các em ấy là gánh nặng cho cả nhóm hay cho cả lớp] (P08).
The interviewees were also concerned about teaching large classes (n = 8 of 33).
One experienced lecturer noted,
There are too many students in one class. For example, in my Teaching Methodology course, I
cannot monitor or observe all individuals although I try my best. All lecturers, especially
lecturers of pedagogical courses, always want to observe and encourage all individuals, but it is
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really difficult when there are 50 to 60 students in one class. [Khó khăn thứ hai là số lượng sinh
viên trên một lớp đông, ví dụ như cô dạy về kỹ thuật dạy học số lượng sinh viên đông quá nên cô
nghĩ là nếu số lượng sinh viên ít hơn thì mình có thể sâu sát hơn. Độ sâu sát giảm đi mặc dù
mình rất nỗ lực. Bản thân mỗi giáo viên đặc biệt là trong ngành PP thì luôn mong muốn làm sao
các em dạy cho được, khi muốn thế thì mình phải đi sâu sát từng cá nhân nhưng không đủ sức vì
một lớp có tới 50-60 em] (P17).

5.4.2

Students’ poor background knowledge and limited entry levels.

The interviewees also reported that students’ poor background knowledge and low entry
levels affected their teaching (n = 20 of 33). Not only participants from provincial
institutions (n = 7) but also from large metropolitan institutions (n = 12) were concerned
with their students’ low entry levels. An instructional leader from a provincial institution
emphasised, “The entry levels of the students are terribly low.” [Trình độ đầu vào của
trường em thì phải nói là khủng khiếp, cực thấp luôn] (P03). An instructional leader
from a large central metropolitan institution noted, “Some first year students are low in
English language proficiency. It seems that they have never practised communicating in
English.” [Sinh viên năm thứ nhất có những em hình như chưa tập nghe nói Tiếng Anh
lần nào ấy] (P18).
Sharing the same concern, one lecturer noted, “Students’ low entry levels affect
their achievements.” [Đầu vào sinh viên khá thấp do đó chất lượng học tập của sinh
viên không đồng đều] (SR18). Lecturers and instructional leaders expressed their
dissatisfaction with students’ poor knowledge. For example, “Students do not have
foundation knowledge” [Sinh viên hạn chế về kiến thức nền] (SR10). In addition, “Their
English language knowledge proficiency is very limited.” [Năng lực ngôn ngữ của một
số sinh viên còn hạn chế] (SR151). Another noted, “Many students know little about
Listening, Speaking, Reading, or Writing.” [Các môn Nghe Nói Đọc Viết có nhiều sinh
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viên mất căn bản trầm trọng] (SR139). One suggested, “Students’ abilities are too low.”
[Trình độ sinh viên quá kém] (SR11).
An instructional leader from a large central metropolitan institution noted,
It is very challenging for lecturers in the first weeks [of the program]. Some students show no
involvement in their lessons. They sit quietly. They do not perform or participate in the lesson.
They do not respond to even simple questions about their names in English. They do not
understand the lectures in English. [Giáo viên rất vất vả, có những em những tuần đầu hầu như
ngồi im, không phản ứng gì được cả, không tham gia được vào bài. Có nghĩa là các em vào nói
không được, hỏi tên cũng không nói được, hỏi làm gì cũng không nói được. Giáo viên nói thì các
em nghe không hiểu] (P19).

Another instructional leader from a southern metropolitan institution added, “Some
students come from the countryside, they do not understand English during the first
days [of the program].” [Có những em ở nông thôn lên thì những ngày đầu tiên khi giáo
viên vào lớp nói Tiếng Anh thì chưa chắc các em đã hiểu đâu] (P26).
5.4.3

Students’ lack of preparation for tertiary education.

Many respondents perceived that their students were unmotivated and passive learners.
They also believed that their students did not exhibit self-discipline in learning or they
were lazy (See section 4.6.2). In this section, I focus on the respondents’ perception of
students’ poor prior learning experience and lack of initiative.
Many respondents believed that their students transitioned poorly into university
(n = 7). For example, a Vice-dean from a provincial institution explained that new
students were able to pass the national high school leaving tests in grammar, reading,
and writing; however, when students entered ELTE programs, they had to learn the four
communication skills and practice pronunciation. Thus new students were not ready to
engage in English language learning (P02). Another junior lecturer added, “Students are
ill-prepared to study at the university level. If the lecturers only use English in class,
students will be bored because they do not understand.” [Sinh viên không biết phương
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pháp học tập ở đại học là như thế nào. Nếu nói 100% bằng tiếng Anh hết thì các bạn ấy
sẽ rất mệt mỏi. Bởi vì nếu cô mà nói hoàn toàn bằng tiếng Anh thì các bạn không hiểu]
(P03). A lecturer from a southern metropolitan institution further stressed that students
were more familiar with the learning experience of high school (P28). Another
instructional leader stated, “There are many differences between high school and higher
education.” [Chuyển từ phổ thông lên đại học nó đòi hỏi rất khác](P08). Another
instructional leader further explained that teaching is different in university, especially
with provincial students (P10). In addition, “Some students have studied English for 3
years prior to university entry, but they do not know much English. They are not
familiar with university English learning and teaching, they do not understand when
lecturers only use English [in the lessons].” [Có những sinh viên sau 3 năm cấp 3 lên
đại học gần như chưa biết gì, và chưa quen với môi trường phải nghe nói hoàn toàn
bằng tiếng Anh] (P11).
5.4.4

Poorly equipped teaching conditions.

The interviewees felt challenged by poor teaching materials (n = 17). The lecturers and
instructional leaders complained that fixed desks prevented them from organising
learning activities (n = 7). As reported by an instructional leader, “A permanent issue is
the classroom arrangement. The lecturers cannot arrange the desks how they want, thus
the lecturers must apply traditional teaching methods.” [Cách bố trí lớp học của mình
vẫn là một vấn đề muôn thuở. Bàn ghế lại không kê lại theo ý mình được cho nên
thường việc tổ chức dạy học cũng theo kiểu truyền thống] (P03). Other lecturers
suggested that it was difficult to organise group work activities when they could not
move the desks (P09, P12, P20, and P28). For example, “Some lecturers refuse to do
group work because it is too time consuming in arranging and rearranging desks.”[Cho
nên bàn ghế kê unmovable và giáo viên khi tổ chức hoạt động thì hơi khổ. Có giáo viên
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thấy kê bàn ghế như vậy muốn tổ chức hoạt động thì phải kê là sắp xếp lại là hơi khổ
nên thôi không tổ chức nữa] (P12).
The interviewees expressed their dissatisfaction with over-crowded classrooms
without air-conditioning. A junior lecturer from a northern provincial institution stated,
“My classroom is so small. It is too crowded and hot. Students do not pay attention to
lectures.” [Phòng mình được phân thì quá bé. Sinh viên ngồi chen chúc. Vì chật đông và
nóng nhiều khi mình không để ý được hết, nên nhiều khi sinh viên cũng không để ý đến
bài giảng của mình] (P06). A large metropolitan institution’s instructional leader
suggested, “There are no air-conditioners in the classrooms, which reduces teaching
quality. If we close the door, it is hot. But if we open the door, it is noisy.” [Ngay cả việc
trong lớp không có điều hòa cũng ảnh hưởng, ví dụ mùa hè học cũng rất nóng nực,
tường thì không cách âm. Đóng cửa vào thì nóng, mở cửa ra thì ồn, nói chung cũng
giảm chất lượng giảng dạy] (P09).
The participants reported on a lack of authentic teaching materials and limited
internet availability. For example, a lecturer suggested, “There is a lack of teaching
materials, especially online resources.” [Thiếu nguồn nghiên cứu đặc biệt là tài liệu
online] (SR88). Some lecturers were concerned about the outdated teaching materials,
thus they had to source other materials elsewhere (SR99, SR101, and SR97).
5.4.5

Lecturers’ heavy workload.

The interviewees complained about their overloaded teaching schedules. A Dean from a
central metropolitan institution noted, “A heavy workload is common for the English
language lecturers in Vietnam and it may reduce teaching quality.” [Overload là tình
trạng chung của giáo viên tiếng Anh. Ví dụ sự quá tải về thời lượng giảng dạy cũng ảnh
hưởng đến chất lượng] (P13). Sharing the same concern, a vice-director confirmed,
lecturers have many lessons a week (P15). He further explained, “Lecturers have much
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pressure in their teaching.” [Áp lực công việc rất lớn] (P14). A Dean from a
metropolitan institution noted,
We have difficulties with a lack of teaching staff. There are five lecturers in my pedagogy group,
but two are doing PhDs in Australia, so three lecturers must teach as five. Sometimes, we do not
have enough lecturers. [Về khó khăn thì hiện nay có một khó khăn là tổ phương pháp giảng dạy
có năm người nhưng có hai người đang làm nghiên cứu sinh ở Úc, còn ba người. Cũng có
những thời điểm chuyển giao thì chúng tôi cũng thiếu nhân lực] (P13).

A Vice-dean of one institution further explained, “Our institutional lecturers have heavy
teaching loads. They not only teach in their ELTE program, but they also conduct
professional development training programs with regional high school teachers.”
[Không chỉ với việc dạy sinh viên đâu mà giáo viên phải dạy các lớp bồi dưỡng cho
giáo viên phổ thông nên áp lực công việc rất lớn] (P14).
5.4.6

Overloaded curriculum teaching in a time available.

As presented in Section 4.5, many respondents believed that their curriculum was
overloaded and it placed too much emphasis on theoretical courses (See Section 4.5). In
this section, I report the participants’ perception of the negative influences of an
overloaded curriculum on their teaching.
The respondents were concerned about their program’s overly academic focus.
For example, a respondent suggested, “The curriculum is overloaded with difficult
academic knowledge; however, few practical exercises are included.” [Chương trình
đào tạo khó và lượng kiến thức nặng. Không có nhiều bài thực hành thực tế] (SR54).
Another lecturer further stated, “The curriculum is long and difficult. Lecturers cannot
cover course content in the time allocated for teaching.” [Chương trình đào tạo dài,
khó, nặng. Không kịp phân bố thời gian trên lớp và lượng bài vở học sinh cần tiếp thu]
(SR53). Another lecturer noted, “In the new curriculum, credit hours and courses are
reduced while knowledge and skills requirements are increased.” [Chương trình đào tạo
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bị rút ngắn quá nhiều về môn học và số credits của từng môn trong khi yêu cầu về
chuẩn kiến thức, kỹ năng và thái độ nâng lên so với trước đây] (SR161).
Lecturers and instructional leaders were also concerned about the limited time
and few opportunities for students’ professional practice. Many of them felt that
students were not given sufficient time to practise language skills (n = 42). The
respondents asserted that their classes were large and students were not provided with
sufficient practice (n = 20). Some lecturers lacked confidence in encouraging students to
engage in higher-order thinking (n = 37). One respondent suggested that it was
challenging to have insufficient time to cover the required content (SR68).
The respondents expressed their dissatisfaction with their abilities to monitor
students’ learning outside of class time. One respondent explained,
I cannot check my students’ self-study time. Based on the credit-based curriculum, self-study
time must be twice as much as class time. However, lecturers find it difficult to do this task for
two reasons: (i) the teaching facilities do not facilitate this (for example, there are no places for
students’ self-study, there is a lack of software to monitor self-directed learning) and (ii) I do not
possess sufficient experience and skills to monitor students’ independent learning. [Khó khăn tôi
thường gặp phải là việc quản lý thời gian tự học của sinh viên. Chương trình đào tạo cử nhân
SPTA được thực hiện theo quy chế tín chỉ, tức là thời lượng tự học phải đảm bảo gấp đôi thời
gian học trên lớp. Trong thực tế, rất khó có thể làm được công việc này vì 2 lý do (1) cơ sở vật
chất, trang thiết bị chưa cho phép (ví dụ: chưa có nơi để sinh viên tự học, chưa có phần mềm
quản lý hiệu quả việc tự học; và (2) bản thân cá nhân chưa được trang bị đầy đủ kiến thức và kỹ
năng phục vụ cho việc quản lý việc học của sinh viên] (SR168).

In addition, another respondent noted, “It is challenging to monitor students’ selfdirected learning at home because most of the students do not learn if they are forced
to.” [Để kiểm soát hiệu quả công việc của sinh viên ở nhà là rất khó khăn vì phần lớn
sinh viên chưa có ý thức tự giác] (SR68).
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In summary, the respondents expressed concern about students’ low entry levels
and their poor background knowledge. They also perceived many pedagogical
challenges with large and mixed-ability classes when their teaching conditions were
poor with issues such as heavy workloads and lack of teaching materials. They were
particularly concerned with teaching an overloaded curriculum in the limited time
available.
5.5 Chapter summary
In this chapter, I have reported the participants’ perception of significant issues in
devising outcomes, their enactment of current institutional assessment, curriculum
development, and teaching practice. The participants perceived that they had many
difficulties with time constraints and a lack of qualified curriculum designers. They
were concerned with ad hoc curriculum design processes. They reported that assessment
management, design, and application were challenging. The participants expressed
concerns about assessment quality, the use of non-standardised tests, inconsistent
grading criteria, time constraints, and poor testing conditions. Significantly, they noted
inadequate assessment feedback provisions.
In this chapter, I have also focused on the issues regarding curriculum
development. My analysis suggested that in some institutions, only a small number of
lecturers were tasked with designing curriculum and that it was not available to
everyone. The participants reported pedagogical challenges, which included students’
poor entry levels, and ill-preparedness for tertiary education.
In the next two chapters, I will address institutional policy. Chapter 6 will report
on institutional policy intents as they relate to ELTE programs. I will also report on the
participants’ suggestions to restructure program outcomes to improve curriculum. I will
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conclude Chapter 6 with the participants’ suggestions for better aligning outcomes to
curriculum.
In Chapter 7, I will continue my discussion of institutional policy, with a focus
on assessments and pedagogy. I will discuss institutional assessments, in terms of their
cognitive demands and the Depth of Knowledge analysis. I will also report on the
institutional pedagogical policy. I will present the participants’ suggestions to improve
assessments and pedagogies. Chapter 7 will conclude with the respondents’ suggestions
for a better alignment among assessments, pedagogy, curriculum, and outcomes.
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Chapter 6:

POLICY

My study aimed to understand the participants’ perceptions of the alignment between
and among institutional ELTE curriculum, pedagogies, assessments, and outcomes with
MoET’s standards. Identifying all the key stakeholders in ELTE curriculum
development policy was vital. These key stakeholders operate at different levels in
ELTE programs: ministerial, institutional, and faculty.
In this chapter, I describe who the key Vietnamese curriculum development
stakeholders are. Using relevant policy documents, I analyse MoET’s and the
participating institutions’ curriculum development policies. This chapter reviews the
discussion of the alignment in Chapter 4, which concluded that the participants
perceived that assessment content more closely aligned with MoET’s standards than
assessment form did, although the institutions had applied a variety of new forms of
assessment. Another conclusion was that there was a perception of a weak alignment
between curricula and MoET’s skills standards (e.g. language proficiency skills,
research skills, and soft-skills) and between curricula and MoET’s employability
standards (See Chapter 4). This chapter reflects my understanding, discussed in Chapter
5, that the theory-laden subjects dominated the curriculum, students in ELT were of low
and mixed-abilities, teaching time was limited, and there was restricted access to
teaching aids and media. All these challenges affected the students’ attainment of
MoET’s standards.
6.1

How is policy made in Vietnam?

In Vietnam, the National Assembly is the highest constitutional authority. Ministries are
responsible for drafting and implementing legislation. “Laws” are drafted by Ministries,
approved by the Government, and then issued by the National Assembly which sits
twice yearly. “Decrees” are significantly important legal statements, which are issued by
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the Government, without reference to the National Assembly, and establish detailed
rules related to Laws. “Circulars” and “Decisions” are issued by ministries, which
provide policy guidance for the implementation of the Laws and Decrees. These legal
documents bear the force of law (Thi Phuong Loan Nguyen, 2010). For example, the
Law on Higher Education 2012 identifies the responsibilities of institutions, principals,
and lecturers. Joint Circular No.36/2014/TTLT-BGD ĐT-BNV outlines codes and
criteria for professional titles of lecturers teaching at public tertiary institutions. This
joint circular also provides lecturers’ training standards and professional competence
criteria.
Vietnam’s 63 cities and provinces manage (i) the development and guidance
strategies, plans, and policies; (ii) the issuing and oversight of related legal documents;
and (iii) inspection and checking of the application of laws, decrees, and regulations,
etc. According to the Government Organisation Law, the Education Law, MoET is
responsible for providing the state management of education at all levels (Q. K. Nguyen
& Nguyen, 2008).
Following the National Assembly’s approval of the Education Law, MoET and Ministry of
Labor, War Invalids and Social Affairs (MOLISA) are actively preparing to submit, during this
and the next term of the National Assembly, a Vocational Education Law, a Teachers’ Law, a
Higher Education Law, and a Continuing Education Law to complete the legal framework for
education and training activities. In the short-term, MOLISA will finalise the education
management mechanism with clear and strong decentralisation of functions, responsibilities, and
rights across ministries, subsectors, and localities. The increased institutional autonomy and
accountabilities will be coordinated with strengthened oversight and inspection. Democracy will
be enhanced in the development, implementation, and monitoring of the implementation of
education-related policies, guidelines, and incentives; and transparency and equity in the
mobilisation and use of resources for education will be ensured through publicity (Q. K. Nguyen
& Nguyen, 2008, p. 148).
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MoET provides advice to the Vietnamese Government on education policy. It is the
most authoritative of all tertiary governance stakeholders and issues tertiary educational
requirements. It is responsible for education policy and the operation of the national
educational systems, including approval of curricula and training programs. It specifies
the minimum volume of knowledge and graduates’ standards (Law No.08/2012/QH13,
2012, Article 36, 3). It organises the compilation of political theory and National
defence education textbooks (Law No.08/2012/QH13, 2012, Article 36, 2b).
Higher education institutions are regulated by the Vietnamese government,
MoET, and provincial and city governments. Provincial and City People’s Committees
manage higher education under the federal government decentralisation program. These
provinces and cities require higher education institutions to observe legal provisions;
encourage the social support for higher education, and improve their quality and
efficiency (Law No.08/2012/QH13, 2012, Article 69, 4).
6.2

Political ideology in Vietnamese educational policy

The Socialist Republic of Vietnam is a one-party state dominated by the Communist
Party [Đảng Cộng Sản], which is dedicated to Marxism-Leninism ideals and the
thoughts of Ho Chi Minh. The Party makes and approves all changes to the Vietnamese
educational system. Ideology is infused throughout all curriculum content, learning
outcomes and standards. Political courses are afforded a significant number of credit
hours in all sectors of Vietnamese education.
Vietnam has a socialist education with popular, national, scientific, and modern
characteristics (Law No.38/2005/QH11, 2005, p. 1, Article 3). Socialist tertiary
education aims to educate learners to acquire political and moral qualities, to endeavour
to serve the people, gain professional knowledge, practical skills, and physical health to

185

POLICY

meet to build and defend the Motherland (Law No.38/2005/QH11, 2005, p. 16, Article
39).
Vietnamese tertiary education provides students with “modern and
developmental characteristics, ensuring a rational balance between basic knowledge,
foreign languages and information technology, professional knowledge and subjects"
(Law No.38/2005/QH11, 2005, p. 17, Article 40). In the undergraduate curriculum,
courses in Marxist Theories and Ideologies and Ho Chi Minh Thoughts are compulsory
and account for approximately 10% of the total program. Resolution No.14/2005/NQCP states, “The renewal of tertiary education is the people’s task under the Party's
leadership and the State's management.” [Đổi mới giáo dục đại học là sự nghiệp của
toàn dân dưới sự lãnh đạo của Đảng và sự quản lý của Nhà nước] (Resolution
No.14/2005/NQ-CP, 2005).
In summary, the Vietnamese educational system, curriculum, standards, and
future are framed by Marxism-Leninism and the thoughts of Ho Chi Minh. In the
following section, I discuss the significant percentage of course-work devoted to politics
in tertiary education.
6.3

Governmental and ELTE institutional policy

In this section, I analyse governmental and institutional documents relevant to
curriculum development, national standards, and assessment requirements. The
governmental documents I analysed include: (i) Law on Education and Law on Higher
Education (HE), (ii) HE curriculum framework, (iii) two decisions on issuing
regulations of credit-based HE curriculum, (iv) a decision on approving strategies of
education development, (v) a directive guiding outcomes setting and publishing, (vi)
some circulars and joint circulars outlining lecturers’ requirements and learners’
capacity, the mandatory minimum knowledge volume for HE learners, and (vii) two
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decisions on approval of the national project to develop teaching and learning foreign
language across formal education system. Then I analysed documents from 11
institutions, including curricula, outcomes, assessments, course objectives, and
pedagogical requirements. Figure 6.1 illustrates the collected policy documents
analysed in my study.
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No. of
documents

Policy documents
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1

Decision No. 36/2004 Qd-BGD DT

2

Law on Education (2005)

3

Resolution No.14/2005/NQ-CP (2005)

4

Decision No.711 (2012)

5
6

Law on Higher Education (2012)
Joint Circular 36/2014/TTLT-BGD ĐT-BNV (2014)

7

Circular No.07/2015 (2015)

8

Decision No.43/2007/QD-BGD DT (2007)

9
10

Decision No.17/VBHN-BGDĐT (2014)
Directive No.2196/BGD ĐT-GDDH (2010)

11

Decision No.1400 (2008)

12

Circular No.04/2016/TT-BGDDT (2016)

13

Decision No.2080/QĐ-TTg (2017)

14
15
16

11 institutional curriculum
11 institutional outcomes
06 ELP and 04 ELT institutional course objectives
04 VSTEP sample ELP tests and 12 Institutional
ELP and ELT tests

17

Focus
Curriculum framework of Higher Education Foreign Language Majors (2004)
Learning objectives; Mandatory courses; program of study; duration; Total course-units for the program; Course-units
requirements for specific courses
Vietnamese education system structure; Students’ entry qualification for each level
The centrality of MoET’s overall role in the education system; A quality assurance scheme
Substantive and comprehensive renewal of Vietnam’s tertiary education in the 2006-2020 period
Substantive changes in education quality, efficiency and scale, to satisfy national industrialisation and modernisation,
international economic integration and people’s learning needs requirements
The education development strategy in the period 2011-2020
Prioritising education policy develop and objectives
The roles, duties and qualifications of all stakeholders
Regulations for professional codes and criteria
Regulations for the mandatory minimum knowledge volume and the capacity requirements for the learners at a specific
higher education level
Regulation on formal undergraduate education using course credit program, including clear regulations for curriculum,
courses (compulsory and elective), credits, duration, evaluation of study results, course assessments, internship and
graduate thesis
Regulation of credit-based higher education training
Guidelines for the setting and publishing of the training program outcomes across tertiary institutions
Tasks of Teaching and Learning Foreign Languages in the National Education System project in the period 2008-2020,
focusing on new standards of English language teaching and learning, and graduates’ ELP
Quality assessment standards: (i) Objectives and graduation requirements, (ii) Program summary, (iii) Curriculum
structure and contents, (iv) Teaching and learning approaches, (v) Assessment of students’ learning outcomes, (vi) Staff
of lecturers and academics, (vii) Employees, (viii) Students and support given to students, (ix) Facilities and equipment,
(x) Quality improvement, and (xi) Student outcomes
Adjustment and supplement the project “Teaching and Learning Foreign Languages in the Formal National Education
System, Period 2017-2025”: new mandatory time goal for application ELTE language proficiency standards and
standard-based curriculum
Courses, subjects, number of credits, number of periods, time for lectures, time for practice, time for self-study
Domains of outcomes following MoET’s standards
The objective requirements for ELP and ELT courses
Contents, forms, grading guidelines (if applicable)

Figure 6.1 Description of the collected policy documents

POLICY

6.3.1 Governmental policy.
The Law on Higher Education 2012 specifies general goals and specific objectives.
Higher Education (HE) aims at building human resources, enhancing people’s
intelligence, research science and technology, ensuring national defence and security,
and international integration. HE aims at training students who possess political
awareness, ethics, knowledge, professional skills, research capacity, and ICT
competence corresponding to their level, creativity, professional responsibility,
adaptability, and willingness to serve people. HE specifies providing students with
comprehensive professional knowledge, a thorough grasp of the natural and social law
and principles, basic practical skills and the ability to work independently, creatively,
and solve problems (Law No.08/2012/QH13, 2012, Article 5).
MoET requires the integration of students’ professional ethics, occupational
safety, political theory, defence and security with ICT regulations according to the
standards issued by the Ministry of Information and Communication (Circular
No.07/2015/TT-BGD DT, 2015).
English language proficiency standards as outlined in Decision No.1400 requires
undergraduate institutions students to attain Level 5 of the six levels of the Common
European Framework of Reference for Languages (CEFR) upon graduation from 4-year
Bachelor programs (Decision No.1400/QD-TTg, 2008). In addition, the Decision on the
Approval of Adjustment and Supplement of the Project entitled “Teaching and Learning
Foreign Languages in the National Education System, Period 2017-2025” stipulates that
ELP standards will be implemented for all graduates by 2025 (Decision No.2080/QĐTTg, 2017).
Law on Higher Education 2012 requires that lecturers meet professional
requirements demonstrating a good family background [nhân thân rõ ràng], good moral
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qualities [phẩm chất đạo đức tốt], and good health [có sức khỏe theo yêu cầu nghề
nghiệp]. In addition, lecturers are required to obtain a Master’s degree or higher (Law
No.08/2012/QH13, 2012, Article 54, 1 & 3). This law requires that lecturers teach
consistent with training program targets, implement the training program fully and
efficiently, study and develop technology innovations and science applications, assure
quality of their teaching, and periodically attend professional development in political
theory and pedagogy (Law No.08/2012/QH13, 2012, Article 55, 1-3).
MoET also specifies the minimum level of knowledge and other requirements
that students must attain at graduation. Institutions are responsible for setting enrolment
targets and mission criteria. Circular No.07/2015 defines the minimum requirements of
knowledge and skills for graduation, which are theoretical, practical, basic, and
professional knowledge. In addition, it defines management, administration, legal, and
environmental knowledge associated with their major. They must perform skillfully in
undertaking complex tasks using theoretical and practical knowledge in different
contexts. Graduates must show the ability to comprehensively analyse, synthesise,
evaluate data and information, and use new scientific and technological achievements to
solve real or abstract problems, and have the expertise to deal with national and
international issues (Circular No.07/2015/TT-BGD DT, 2015).
MoET defines professional knowledge, practical skills and performance,
technological cognitive abilities, and problem solving as learning outcomes. These also
include employment after graduation and specific program requirements (Directive
No.2196/BGDĐT-GDDH, 2010, p. 1). Outcomes include fulfilling requirements related
to (i) knowledge, (ii) basic and soft-skills, (iii) dispositions, (iv) employability, and (v)
life-long learning abilities (Directive No.2196/BGDĐT-GDDH, 2010, p. 2) (See Section
3.4.4). MoET also stipulates that outcomes must be reviewed and supplemented
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periodically in order to meet increasing social and employer expectations, and match
developments in science and technology (Directive No.2196/BGDĐT-GDDH, 2010, p.
3).
Curriculum content is determined by a series of policy decisions and regulations.
Decision No.17/2014 BGD-DT stipulates that training programs, which I refer to as
programs and curricula in this study, should clearly indicate levels, subjects, admission
and graduation requirements; objectives, graduates’ standards, volume of theory and
practice, duration, teaching methods, evaluation of learning outcomes, and conditions
for the implementation of programs (Decision No.17/VBHN-BGD ĐT, 2014). Decision
43/2007 specifies that formal undergraduate programs must include clear descriptions
for curriculum, courses (both compulsory and elective), credits, duration, program
evaluation, course assessments, internship, and graduate thesis requirements (Decision
No.43/2007-QD-BGD DT, 2007). This regulation also states that institutional curricula
should be based on MoET’s framework (Decision No.43/2007-QD-BGD DT, 2007).
Decision 36/2004 provides a curriculum framework for Foreign Language Majors,
which defines the mandatory course units for foundation and professional knowledge
(Decision No.36/2004 QD-BGD DT, 2004). In addition, Decision No.2080 stipulates
that all ELTE institutions should apply standards-based curricula by 2025 (Decision
No.2080/QĐ-TTg, 2017).
Decision No.2080 regulates assessment practice. It prioritises the “building and
completing standardised tools to assess language proficiency with a priority for
computer-based and online assessments” and the “building and developing of a test
bank and test questions for language proficiency assessments” (Decision No.2080/QĐTTg, 2017, p. 4).
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In my study, I collected institutional policy documents, which address outcomes,
curriculum, assessment, and pedagogy. In this chapter, I analyse and present my
understanding of curriculum and outcome policies. In the next chapter, I will describe
my analysis of assessment and pedagogy policies.
My institutional document analysis in this chapter illustrates a significant
percentage of course-work devoted to political education, a low percentage of coursework allocated to professional experience, and some gaps and variations in policy
implementation across the institutions.
6.3.2 Institutional policy interpretations.
6.3.2.1 ELTE curriculum.
ELTE programs accept 4-year full time undergraduate students who want to become
primary, secondary, and high school, or university English teachers and lecturers.
Except for a few rural students who are allowed to enter university with priority,
students enrol in ELTE programs after achieving a required score in three subjects
(English, Maths, and Literature) at the national high school leaving examination. This
score varies across institutions.
ELTE programs prepare students to meet the new English teachers’ leadership,
research, and reflective practice standards by integrating content and professional
knowledge, learning theory and pedagogy. To prepare students to meet institutional
outcomes, MoET’s and social expectations, these programs provide students with
courses in content, foundation, pedagogical and professional knowledge.
MoET requires that an ELTE program must contain at least 210 course units,
excluding physical and national defence education. It also requires that programs must
include at least 70 units of foundational, and 140 units of professional knowledge
(Decision No.36/2004 QD-BGD DT, 2004, p. 2). In 2007, Decision No.43 replaced the
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course-unit-based system with a credit-based system which defines that one and a half
old units is equivalent to one credit 5 in the new (Decision No.43/2007-QD-BGD DT,
2007).
The participating institutional programs ranged from 123 to 141 credits in
length. All curricula included foundation and professional knowledge courses.
Foundation knowledge was required for students of all majors and was instructed in
Vietnamese. Professional knowledge was typically taught in majors and was closely
connected to future employment. Within the ELTE curriculum, professional knowledge
was taught in English. Most curricula provided some directed or elective subjects in
addition to the compulsory courses. Pedagogical knowledge and skills were offered in
the third and fourth years. Professional experience was only provided in high schools.
None of the institutions in my study provided professional experience in primary
schools or tertiary institutions.
Foundation curricula.
As I noted earlier, MoET’s policy frames Vietnamese tertiary education. Foundation
courses are often offered in the first 2 years of all programs. In 2004, MoET required at
least 70 units of foundation knowledge, a third of the total of 210 units in a program
(Decision No.36/2004 QD-BGD DT, 2004). After 2007, the participating institutions’
credit-based systems devoted on average 23.32% of the total program to foundation
courses. In two of these institutions, foundation courses made up nearly 30% of the total
credits (Institution 06, 29.08% and Institution 09, 30%).
Nearly a quarter of all compulsory courses taught foundation knowledge. They
included 10 or more credits in politics (e.g. Fundamental Principles of Marxism Leninism [Nguyên lý cơ bản chủ nghĩa Mac-Lê nin]; Ho Chi Minh Ideology [Tư tưởng
5

A credit normally lasts 50 minutes/week in 15 weeks
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Hồ Chí Minh]; The Revolutionary Line of the Vietnamese Communist Party [Đường lối
Cách mạng Đảng cộng sản Việt Nam]; Army Line of the Communist Party [Đường lối
quân sự của Đảng]); two credits in Psychology, two credits in Introduction to Law; and
10 credits in additional foreign language taught over three continuous terms. On
average, 68.57% courses were taught in English, 31.43% in Vietnamese (See Appendix
G - The curricula data analysis). One of the participating institutions split the ratio
between English and Vietnamese instruction equally (Institution 01).
Variations in compulsory and elective courses.
Most Vietnamese ELTE programs included both compulsory and elective courses.
Compulsory courses made up 90% and elective courses 10%. For example, one
institution offered 26 elective credits (19.11%) of the total 136 credits (Institution 03).
Another institution offered 18 elective credits making up 13.33% of the total 135 credits
(Institution 08). One of the participating institutions program was 100% compulsory
with no elective or directed courses (Institution 01) (See Appendix G - The curricula
data analysis).
Variations in English language major courses.
ELTE major courses included linguistic, culture, and language practices (76.69%, on
average). Students were provided with English Linguistics, Contextualised grammar,
Phonetics and Phonology, Lexicology, Pragmatics and Discourse Analysis, English Vietnamese Linguistics, and Semantics. Some curricula placed a significant focus on
linguistics knowledge. For example, two programs offered two 3-credit compulsory
courses (Institution 03 and Institution 08). In addition, social and cultural linguistics
may be provided via elective courses, for example, Linguistic Acquisition, Social
Linguistics, and Cultural Linguistics (Institution 08).
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Courses providing socio-cultural knowledge.
The ELTE program provided knowledge of English-speaking countries’ culture and
people. Courses such as Literature of English Speaking Countries, Language-Culture
and Society, American and British Civilization, American and British Culture, BritishAmerican Countries Studies, and Inter-Cultural Communication, on average made up
7.42% of the total program (See Appendix G - The curricula data analysis). A large
metropolitan institution and one provincial institution offered an Introduction to
Southeast Asian Cultures course (Institutions 03 and 01).
Variations in English language proficiency courses.
English language proficiency courses made up the highest percentage of the total credits
(30.91% on average of the total program). Provincial institutions allocated more credits
to ELP than metropolitan. For example, Institutions 01, 02, 10, and 11 allocated
35.29%, 35.56%, 38.10%, and 35.77% of the total program respectively to ELP courses.
In contrast, Institution 03 allocated 39 credits (28.68%), Institution 04, 35 credits
(26.72%), Institution 08, 33 credits (24.44%) and Institution 09, 32 credits (22.86%) of
their total program to ELP courses (See Appendix G - The curricula data analysis). Only
one large institution offered 54 credits in ELP, or 38.85% of its total program
(Institution 07). ELP course content varied. Some institutions (01, 02, 06, 10, and 11)
taught one skill per lesson, while others (Institutions 03, 05, 08, and 09) two skills per
lesson: Reading and Writing, Listening and Speaking. Only one participating institution
(Institution 07) provided English Integrated skills courses, in which Listening,
Speaking, Reading, and Writing were developed in one lesson.
Variations in professional knowledge.
In the third and fourth years of the program, students were provided with English
Language Teaching (ELT) Methodology, Curriculum Design, and Assessment and
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Evaluation courses. Some participating institutions offered two continuous ELT
Methodology courses (ELT1 and ELT2).
ELTE programs allocated approximately 13.27% of the total credits to
pedagogical knowledge and skills. This varied from institution to institution. For
example, Institution 02 provided 33 credits, or 24.44% of the program to pedagogical
knowledge and skills. Institution 01 allocated 10 credits or 7.35% of the total program.
Only two programs allocated over 15% of the total credits to pedagogical courses
(Institutions 02, 24.44% and Institution 03, 15.44%) (See Appendix G - The curricula
data analysis).
Variations in professional experience.
The ELTE program provided students professional experience courses in high schools
(See Appendix G - The curricula data analysis). Professional experience courses
occurred in the last semester of the third and fourth years. In Professional Experience 1,
students were expected to observe English language instruction and activities associated
with English classrooms in high school. In Professional Experience 2, students were
required to continue to observe English language teaching and practise teaching at least
two lessons per week (over approximately 6 weeks). In both professional experiences,
they were required to reflect on the competences they developed in their ELTE program.
Professional experience was mentored by a high school teacher. Some institutions
provided staff members to supervise students.
Professional experience courses only made up 4.09% of the total program, on
average. Time allocated for teaching varied across institutions. Five programs allocated
over 5% (Institutions 01, 02, 04, 08, and 10). A large northern institution provided the
smallest number of credits for professional experience (Institution 03, 3 credits, 2.21%).
A large southern institution offered the highest number of credits (Institution 08, 8
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credits, 5.93%). The participants suggested that the low number of credit hours for
professional experience insufficiently prepared students for teaching.
Additional pedagogy courses.
Some participating institutions provided additional courses in professional knowledge.
For example, students may choose Lesson Planning and Material Adaptation,
Technology in Teaching and Learning Foreign Languages, Some Issues of Teaching
English as an International Language (Institution 03); English Language Teaching to
Primary School Students (Institution 03 and 08); Project-based English Teaching
(Institution 09); Educational Science English Teaching (Institution 09); Using
Textbooks (Institution 05); and Teaching Large Classes (Institution 05).
Variations in research, assessment, and soft-skills courses.
On average, the participating institutions only offered 1.70% of the total credits to
prepare students with research skills (See Appendix G - The curricula data analysis).
Most institutions provided a single 2-credit course in research methodology, which was
taught in English. In addition, two institutions provided a course in Research
Methodology in Vietnamese. However, this course was allocated only one credit in
Institutions 05 and two credits in Institution 08.
Most programs provided only one compulsory course in Testing and Evaluation,
(1.97%, on average of the total program). For example, Institution 03 provided a 3credit course of Foreign Language Testing and Assessment, Institution 02 and
Institution 08 provided a 2-credit course of English Testing and Evaluation, and
Institution 10 and Institution 11 provided a single 2-credit elective Testing and
Evaluation course. Institution 05 had no course in assessments.
Soft-skills were not often offered via the compulsory courses except for
Institution 09. These courses made up a very low percentage of the total program
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(3.55%, on average) (See Appendix G - The curricula data analysis). Some institutions
offered courses in communication (Institutions 04, 06, 07, 09, and 10) and Critical
Thinking skills (Institutions 02, 03, and 07). Institution 02, 03, and 04 offered one
elective course in Artistry. Institution 08 offered a course in Time and Feeling
Management. Institution 01 provided a variety of project-based courses in drama,
journalism, and tourism. Institution 09 provided project-based teaching. Institution 11
did not offer any courses to provide students with soft-skills.
Variations in graduation courses 6.
With the introduction of the credit-based system in 2007, all institutions offered
alternative graduation courses to replace the requirements for ELTE students to write a
thesis or graduation paper. All institutions required students to choose either thesis or
alternative graduation courses (six or seven credits). Most students chose alternative
graduation courses over thesis. On average, alternative graduation courses represented
4.87% of the total program. These courses varied across institutions.
Some institutions focused more on professional knowledge and skills, for
example, E-learning in ELT, Using Materials in ELT, Music and Movies in ELT
(Institution 08); Professional Development (Institution 02); Testing and Assessment of
Listening Comprehension and Speaking, Testing and Assessment of Reading
Comprehension and Writing (Institution 11); Teaching Large Classes, Using Textbooks,
and Teaching Practicum (Institution 05). However, provincial institutions required
students to complete ELP courses (Institution 02), and courses on using English in
different contexts, such as Pragmatics and Discourse Analysis (Institution 11). Two
institutions did not offer particular alternative graduation courses (Institution 03 and
Institution 10). Their students were only required to complete any six credits.
6

Graduation courses replace the thesis/graduation paper in the credit-based program
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6.3.2.2 Scope and specificity of institutional outcomes.
In Chapter 5, I presented the participants’ understanding of their institutional outcomes
statements. My analysis suggested that they could identify outcomes related to
knowledge and skills of English language and pedagogy. However, they lacked clarity
in describing soft, research, IT, and social integration skills. My analysis in Chapter 5
also suggested their poor identification of dispositions and employability outcomes. In
this section, I discuss the institutional policies.
Variations in institutional outcome policy domains.
Most institutions’ outcomes were based on MoET’s five standard domains (See Figure
3.3 - MoET’s standard domains). Some institutions only outlined basic requirements
without explanations or examples (Institutions 02, 04, 06, and 11); while others clarified
all requirements in detail (Institutions 01, 03, 05, 07, 08, 09, and 10).
For example, Institution 10 clarified knowledge, skills, dispositions, language
teaching employment competence, and professional development (PD) requirements.
This institution’s requirements regarding employment competence and PD were
presented clearly in four groups. These four groups included “learning and researching
independently [năng lực tự học, tự nghiên cứu], making plans for PD [năng lực lên kế
hoạch phát triển nghề nghiệp], coordinating collective intellectual competence [năng
lực lập kế hoạch, điều phối, phát huy trí tuệ tập thể], and adapting teaching conditions
competence [năng lực thích nghi với các môi trường làm việc khác nhau trong thực
tế]”.
One large metropolitan institution only identified three out of five MoET’s
domains: knowledge, skills, and dispositions. Instead of providing identification of
basic and soft-skills, this institution only identified requirements of fluently
communicating in English (at the B2 level), competent teaching practice, decision-
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making, and using IT skills (Institution 06). Most of this institution’s requirements were
regarding basic professional skills, not soft-skills.
Most institutions ignored the principles of devising outcomes process as stated
by MoET (Directive No.2196/BGDĐT-GDDH, 2010, Article 3, h) (n = 9 of 11). Only
two complied with this direction (Institution 01 and Institution 09). Institution 01 listed
relevant governmental documents related to outcome design (Directive
No.2196/BGDĐT-GDDH, Decision No.16/2008 /QD-BGDDT, Decision No.1400/QDTTg, Circular No.07/2015/TT-BGD DT, and Circular No. 01/2014 /TT-BGD DT) and
also referenced Vietnam National University’s outcomes.
Similarly, Institution 09 included relevant governmental and ministerial
documents used to devise its program’s outcomes: (i) the government resolution on
substantial and comprehensive renewal of Vietnam’s tertiary education; (ii) the project
of renewal of high school textbooks after 2015; (iii) the Aims of Vietnamese education;
and (iv) the Strategies of developing Vietnamese education to the year 2020. This
institution referenced other related international and national documents. For example,
University of Sydney’s outcomes, Singapore International Education Institute, and
Korean pedagogical universities’ outcomes. This institution also cited the Vietnamese
Professional standards for primary and high school teachers. It also referenced other
Vietnamese pedagogical institutions’ outcomes. This institution was involved in the
project to develop Vietnamese high school and Vocational education teachers (MoETADB, 2012).
Variations in knowledge requirements.
Knowledge requirements varied greatly across the participating institutions. For
example, Institution 08 did not identify any knowledge requirements. This institution
only clarified professional knowledge requirements when it identified students’ capacity
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and skills requirements. Institutions 06 and 08 did not identify foundation knowledge
requirements. Institution 04 did not identify professional knowledge requirements.
Variations in foundation knowledge requirements.
Institutional outcomes varied in how they specified foundation knowledge. Institution
04 provided general descriptions of foundational knowledge. This institution did not
require politics as a foundation knowledge requirement as other institutions did.
Institution 04 stipulated that, “Students are required to have general and basic
knowledge of natural science, social science, and humanity.” [Có những kiến thức
chung, cơ bản về khoa học tự nhiên, xã hội, và nhân văn]. Other institutions specified
foundation knowledge in detail. Nine of 11 institutions required knowledge of the
Principles of Marxism-Leninism, Revolutionary Lines of Vietnamese Communist Party,
and the Thoughts of Ho Chi Minh. Most institutions identified foundation knowledge in
terms of politics, physical education, and a second foreign language knowledge. One
provincial institution clearly identified foundation knowledge requirements in five
groups: political theory, law, defence, physical education, and cultural-linguistics
knowledge (Institution 10).
Variations in English major knowledge requirements.
All institutions clearly identified English major knowledge requirements, which
included linguistics (e.g. phonetics, vocabulary, semantics, syntax, grammar, etc.) and
social-cultural knowledge (e.g. British and American geography, civilization, culture,
inter-culture, and arts, etc.). Some institutions included English language
communicative (Institution 10), foreign language learners (Institution 09), and
linguistics science general knowledge (Institution 09).
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Professional knowledge requirements.
Most institutions clearly identified language learning theory and English language
teaching methodology (n = 10). For example, graduates from a provincial institution
were required “to achieve knowledge of pedagogical psychology, educational and
managerial approaches to educating students” (Institution 01). A large metropolitan
institution required students to “obtain sufficient knowledge of English teaching theory,
curriculum, and teaching practice (at all levels)” (Institution 06). Another metropolitan
institution required students to master pedagogical knowledge, which included
psychological, educational, logical, and teaching methodology knowledge (Institution
05). One provincial southern institution clearly detailed five groups of professional
knowledge (English teaching, language teaching theory, planning and organising
learning activities, curriculum, and applying IT in ELT) (Institution 10). Only one
institution identified professional knowledge in combination with professional skills,
which was defined as professional capacity [năng lực chuyên môn] (Institution 08).
Testing and assessment knowledge requirements were absent in three
institutions’ policy although they were specified by MoET (Institutions 06, 10, and 11).
Variations in additional knowledge requirements.
In addition to requirements of foundation, English major, and professional knowledge,
many institutions identified other knowledge requirements (n = 8 of 11). Additional
requirements included IT (Institutions 02, 03, 05), second foreign language (Institutions
02, 03, 05, and 06), and statistical science knowledge (Institution 03). Large institutions
(Institutions 01, 04, and 05) identified educational management knowledge and two
provincial institutions (Institutions 10 and 11) identified written interpretation
knowledge as their additional knowledge. Institution 01 and 11 also specified research
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as an additional knowledge requirement while research skills are stated as basic skills
requirements by MoET (See Appendix H - The outcome data analysis).
Variations in skills requirements.
There are variations in skills requirements identified in the institutional outcomes. All
institutions clearly identified English language proficiency (ELP) and pedagogical skills
requirements. Soft-skills requirements varied among institutions. Some institutions had
no particular requirements for soft-skills. Research skills requirements were absent in
many institutions’ policies.
Variations in English language proficiency (ELP) skills requirements.
All participating institutions’ outcomes identified English language communicative
skills. Nine institutions clearly identified that students were required to achieve Level 5
of the Vietnamese Foreign Language Skill Framework. For example, Institution 08
stipulated, “Students are required to demonstrate their ability to use language in their
teaching at an appropriate CEFR level and find opportunities to improve their language
competency at the C1 level.” [Thể hiện năng lực của bản thân khi sử dụng ngôn ngữ mà
mình giảng dạy ở mức phù hợp theo Khung trình độ ngôn ngữ châu Âu (CEFR) và tìm
kiếm cơ hội để cải thiện năng lực ngôn ngữ của mình ở bậc C1].
However, two institutions did not require Level 5 as stipulated by MoET. One
large northern metropolitan institution required graduates to achieve “Post-Intermediate
level, International-based standards, [which were MoET’s previous standards]” [Về
tiếng Anh, bao gồm các kĩ năng nghe, nói, đọc, viết: Đạt trình độ Post-Intermediate theo chuẩn quốc tế] (Institution 04). And one large central metropolitan institution
required Level 4. This institution clarified, “Students are required to communicate
fluently and effectively in English. Students must achieve English levels equivalent to
IELTS Band 6, 90-100 TOEFL IBT, or B2 CEFR.” [Giao tiếp tiếng Anh thành thạo và
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hiệu quả, có khả năng đạt điểm tương đương 6 IELTS hoặc 90-100 TOEFL iBT hoặc
cấp độ B2 theo chuẩn CEFR] (Institution 06).
Clarity in pedagogical skills requirements.
All the participating institutions identified pedagogical skill requirements. Pedagogical
skill requirements were often associated with psychological and educational knowledge,
ELT methods, and the application of IT in ELT. Pedagogical requirements included
curriculum development (Institutions 02, 07, 08) and testing and assessment skills
(Institutions 03, 07, 08, and 10).
Some institutions identified many pedagogical ‘sub-skills’. For example, one
metropolitan institution identified: (i) ELT planning (e.g. lesson planning, applying
teaching methods and teaching aids), (ii) classroom management (e.g. creating a
positive learning environment, engaging students, etc.), (iii) working with students (e.g.
monitoring students’ attitudes, personalising instructions, creating outside class
activities, evaluating students’ learning, etc.), and (iv) using students’ learning profiles
effectively (Institution 09).
Other institutions specified pedagogical skills requirements in detail. For
example, Institution 10 clarified ELT planning, testing and assessment, organising,
managing, and solving associated pedagogical problems. In addition, Institution 03, one
large northern institution, required students to obtain “skills to organise and manage
teaching activities in the direction of promoting students’ activeness and creativeness to
develop students’ independent learning ability.” [Có khả năng tổ chức quản lý các hoạt
động giảng dạy, theo hướng phát huy tính tích cực, chủ động và sáng tạo của học sinh,
phát triển năng lực tự học của học sinh].
One large metropolitan institution identified the integration of knowledge and
skills. For example, this institution specified that students were required to “understand
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and be able to design lessons efficiently, to design activities that focus on content and
link to skills, as well as to help learners learn the language’s formats and functions.”
[Hiểu và có khả năng thiết kế bài học một cách hiệu quả và thiết kế các bài tập và hoạt
động thực hành hướng đến nội dung và tới việc liên kết giữa các kỹ năng, cũng như
giúp học sinh học các dạng thức và chức năng của ngôn ngữ]. It also required students
“understand well and be able to apply various teaching techniques to integrate listening,
speaking, reading, and writing skills to address students’ learning needs and social
expectations.”[Hiểu rõ và có khả năng tổ chức việc học bằng cách sử dụng những chiến
lược và các kỹ thuật đa dạng nhằm tích hợp các kỹ năng nghe, nói, đọc, viết cho những
mục tiêu sát thực cũng như đáp ứng các nhu cầu khác nhau của học sinh](Institution
08).
Variations in research skills requirements.
Some institutions did not identify research skills in their policies (n = 5). Four
institutions had a generic requirement that “Graduates require research skills”
(Institutions 02, 04, 05, and 11). Only two large metropolitan institutions clearly
identified research skills. For example, Institution 08 clarified, “Graduates are required
to have skills in detecting research problems, applying disciplinary knowledge in
problem solving, writing research proposals, and doing language science projects.” [Có
khả năng phát hiện vấn đề nghiên cứu, vận dụng kiến thức chuyên ngành để giải quyết
vấn đề. Biết viết đề cương nghiên cứu và tiểu luận khoa học ngôn ngữ]. And Institution
03 stated,
Students are required to formulate hypotheses, collect and analyse data, participate in empirical
research, test hypothesis, and apply research associated to English language teaching. Students
are required to be able to investigate and enrich their knowledge in English-speaking countries’
cultures and obtain greater knowledge in Vietnamese culture. [Hình thành các giả thuyết, thu
thập, phân tích và xử lý thông tin, tham gia nghiên cứu thực nghiệm, kiểm định giả thuyết và ứng
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dụng để nghiên cứu các vấn đề liên quan đến lĩnh vực giảng dạy. Có khả năng khám phá và
nâng cao sự hiểu biết về văn hoá của các nước nói tiếng Anh, và qua đó hiểu biết sâu sắc hơn về
văn hoá Việt Nam].

Variations in soft-skills requirements.
Most of the institutions placed a strong focus on soft-skills in their outcomes (n = 9).
Institutions 01, 02, 03, 05, 10, and 11 identified working in groups, problem solving,
independent studying, and creativity skills in their soft-skills requirements. Institutions
01, 02, 08, and 10 specified the second foreign language communication. Institutions 01
and 10 required presentation skills. Two metropolitan institutions identified critical
thinking as a soft-skills requirement (Institutions 03 and 09). Working independently
was specified by a central metropolitan institution (Institution 05).
The elaboration of soft-skills varied among institutions. Institutions 02 and 04
only identified a few skills, while Institutions 03, 08, 09, and 10 identified many more.
For example, a large northern metropolitan institution identified six groups of soft-skills
(Institution 03). These groups included critical thinking; personal [kĩ năng cá nhân]
(time management, self-evaluation of working and studying, and planning, etc.);
working in groups [kĩ năng làm việc theo nhóm]; management and leadership [kĩ năng
quản lý và lãnh đạo]; communication [kỹ năng giao tiếp]; communication using foreign
languages [kỹ năng giao tiếp sử dụng ngoại ngữ]; and IT skills [kỹ năng công nghệ
thông tin] (Institution 03). One provincial institution clarified multiple soft-skills, which
included: presentation [kỹ năng thuyết trình], negotiation and teamwork [kỹ năng làm
việc theo nhóm và đàm phán], communicating and relationship [kỹ năng giao tiếp và
tạo lập quan hệ], time management [kỹ năng quản lý thời gian], effective working
organisation [kỹ năng tổ chức công việc hiệu quả], IT [kỹ năng sử dụng công nghệ],
and communicating using the second foreign language skills [kỹ năng giao tiếp bằng
ngoại ngữ thứ hai] (Institution 10).
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Most institutions required soft-skills related to English language teaching while
one institution related them to everyday life. This institution identified, “Students are
required to be fluent in verbal and non-verbal comunication, and able to build
relationships in and outside of school.” [Thành thục các thao tác, hành vi giao tiếp
(bằng ngôn ngữ và phi ngôn ngữ) và tạo lập quan hệ trong nghiệp vụ, chuyên môn và
cuộc sống thường nhật](Institution 10).
Variations in dispositions requirements.
All participating institutions identified dispositional requirements. Some institutions
clarified three separate types of dispositions: personal, professional, and social
(Institutions 03, 07, and 09). For example, Institution 09 clarified personal dispositions
as living and working under the law, being responsible for themselves and for family,
etc.); professional dispositions as loving teaching, having the will to improve
knowledge and skills, loving and respecting students’ opinion, etc.); and social
dispositions as having a healthy lifestyle and being consistent with national identity and
their teaching career, etc.). Institution 03 also identified patriotism, self-confidence,
flexibility, etc. as personal dispositions; good behaviour with colleagues, cooperation,
love of students, and the exemplary behaviour of a teacher, etc. as professional
dispositions; and having responsibility in the community, good morals in all social
relationships, etc. as social dispositions.
Others had a generic dispositional requirement (Institutions 02, 04, and 05). For
example, a large northern metropolitan institution stated,
Graduates are required to have basic qualities of a teacher in Vietnamese Socialist schools: being
imbued with Marxist-Leninist worldview and Ho Chi Minh's thoughts, having patriotism, loving
socialism, loving students, loving jobs, being responsible, having good morals, and displaying
good exemplary behaviour of a teacher. [Có phẩm chất cơ bản của người giáo viên nhà trường
xã hội chủ nghĩa Việt Nam: thấm nhuần thế giới quan Mác - Lênin và tư tưởng Hồ Chí Minh,
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yêu nước, yêu chủ nghĩa xã hội, yêu học sinh, yêu nghề, có ý thức trách nhiệm, có đạo đức tốt,
có tác phong mẫu mực của người giáo viên] (Institution 04).

Institutions 01, 08, 10, and 11 focused on personal and professional dispositions.
Institution 06 only focused on professional dispositions.
Some institutions addressed professional dispositions as skills. For example,
Institution 02 and 05 required students to (i) be aware of applying teaching theories and
practices in specific contexts creatively, (ii) undertake good professional development,
(iii) create safe and friendly teaching environments to develop good teacher-student
rapport, (iv) apply innovative teaching methodologies, and (v) apply IT in ELT to
improve teaching quality.
Other institutions required students’ life-long learning, innovation, and
professional development as their professional dispositional requirements (Institutions
01, 02, and 05). For example, Institution 01 required students to “continue learning,
innovating, and developing professionally.” [Không ngừng học hỏi, đổi mới, bồi dưỡng
nâng cao trình độ chuyên môn, kiến thức, kỹ năng, tác phong và phẩm chất nghề
nghiệp].
Variations in employability requirements.
Institutions discussed employability in terms of professional roles. Most of the
institutions required students to achieve sufficient competence to be a teacher in any
Vietnamese education sector (primary, secondary, and high school), and vocational and
tertiary education. Employability requirements also included roles such as interpreters,
translators, or staff in cultural hospitality related companies. Institutions 01, 02, 04, 10,
and 11 required graduates to be capable of working in other roles associated with
education, for example, journalism and media, which require English. Institution 08 did
not clarify employability requirements in its outcomes.
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Variations in life-long learning requirements.
Most participating institutions specified life-long learning as a major requirement (n =
10). Life-long learning was sometimes defined as continuous learning and study in
linguistics related programs (e.g. contrastive linguistics or applied linguistics) and
including upgrading to Post-graduate programs.
Life-long learning ability varied among institutions. For example, Institution 07
stated,
The program aims to prepare students to accumulate and apply what they have learnt for further
study and research, domestic or overseas; to apply what they have learnt to approach, grasp, and
apply in disciplinary fields which are not studied; and to access scientific knowledge, new
technology to improve personal and social needs, to improve professional and managerial roles
in the education system. [Tích lũy và vận dụng được kiến thức đã học để tiếp tục học tập, nghiên
cứu sau đại học trong và ngoài nước. Vận dụng được kiến thức đã học để tiếp cận, nắm bắt, vận
dụng vào những lĩnh vực chuyên môn chưa học chuyên sâu ở nhà trường. Tiếp cận được kiến
thức khoa học, công nghệ mới, tự học, tự nghiên cứu nâng cao trình độ nhằm đáp ứng nhu cầu
cá nhân và xã hội, cũng như nâng cao trình độ để tiếp nhận những vị trí quản lý ở các cơ quan
giáo dục, doanh nghiệp].

Institution 10 required graduates to have the capacity to undertake post-graduate study
(domestic and/or overseas) in English language theory and English Language Teaching
majors.
Institution 08 required professional development and life-long learning skills as
an integral part of graduates’ professional competencies requirements. Graduates were
required “to develop and implement autonomy, to keep up to date with recent ELT and
linguistics research, and develop new skills and competencies.” [Phát triển và thực hiện
tính tự chủ, có thể tìm kiếm thông tin cập nhật về công tác giảng dạy và nghiên cứu về
ngôn ngữ, phát triển năng lực và kỹ năng mới].
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6.4

Participants’ recommendations for improvement in curriculum and outcomes
6.4.1 Restructuring outcomes.

A few participants discussed devising or revising outcome policy. Some of these
participants made general recommendations about the process of revising outcomes. For
example, a Dean of a large central metropolitan institution suggested, “The course
objectives must be reviewed.” [Mục tiêu cụ thể của môn học bọn mình vẫn phải rà soát
và viết lại cho chuẩn thêm (P20). Another lecturer recommended, “Outcome statements
should be more detailed and more practical.” [Tuy nhiên mục tiêu đào tạo cần cụ thể và
thực tế hơn nữa](SR154). A junior lecturer from a provincial institution, who was not
involved in curriculum or outcomes design, claimed, “In order to meet the general
requirements, outcomes should be set first. Lecturers of courses should work together
and negotiate the foundation and professional courses’ requirements.” [Em nghĩ là nếu
muốn đạt một cái chung, thì mình phải xác định chuẩn đầu ra trước. Khi làm khối kiến
thức chung, khối kiến thức chuyên ngành và những môn mà giữa bên chung và bên
chuyên ngành có thể có liên quan đến nhau thì giáo viên có thể ngồi lại để thảo luận]
(P06). An instructional leader from a large central metropolitan institution further
recommended,
We should inform students about English language proficiency requirements at the beginning of
the program so that they have 4 years to prepare. If they are not informed until the last year of
the program, they will be unwilling to achieve the requirements and they will constrainedly deal
with those requirements, thus we cannot see their right competence. ELP requirements should
have been a motivation for students’ language competence development in 4 years. [Nếu thực sự
để ra thì mình nên làm thế nào đó để cái chuẩn này ngay từ đầu, để thi và để cho sinh viên đó
develop để đến khi năm thứ tư thì proficiency tốt chứ không phải chỉ là một requirement của
graduation thì các em cảm giác đối phó cái đó. Mình nghĩ là nên thế nào đó để đưa mục tiêu ra
trường phải được dàn trải và phát triển cùng với thời gian bốn năm hơn là để one step. Như bây
giờ sinh viên đối phó và có thể không chỉ ra được the right level of the students] (P18).

210

POLICY

6.4.2 Recommendations for curriculum improvement.
As I noted earlier, most participants perceived that their current curriculum was
overloaded. The participants also reported that their current curriculum included many
non-language courses, which limited language major courses (See Section 4.5.1). The
participants recommended that the number of foundation courses be reduced (n = 19 of
33) and the credit hours for language and pedagogy courses be increased. They
suggested that more courses in soft-skills, research, and assessment be added. They also
recommended that curriculum be revised and updated more often.
Most of the interviewees perceived that foundation courses were not necessary.
One instructional leader from a large northern metropolitan institution stated, “We
should cut down all courses which do not directly relate to the English language
teaching major.” [Mình nghĩ rằng môn nào không liên quan trực tiếp đến chuyên ngành
sư phạm thì bỏ bớt đi](P09). An instructional leader from a large metropolitan
institution explained,
Students have already been prepared with foundation at secondary and high school, so we can
reduce those courses in ELTE curriculum. For example, Physical Education courses should not
be included in the higher education program, because those courses waste time. Higher
education students acknowledge what courses are necessary for their study. Physical education
may not be necessary for students. The foundation courses take up much time [in the whole
program] [Khung chương trình phải giảm bớt các môn đại cương vì các môn đó các em học ở
trung học rất nhiều rồi, học từ cấp 2 lên cấp 3. Bây giờ các môn đó phục vụ được cái gì. Có môn
nào mất nhiều thời gian mà các em có thể tự đào tạo như môn Giáo dục thể chất có thể giảm tải.
Mình nghĩ tại sao lên đại học rồi còn cần Giáo dục thể chất vì các em đủ lớn để biết những môn
thể thao nào cần thiết cho mình. Đấy là một ví dụ, và môn đó không có giải quyết được vấn đề.
Các em cũng chẳng tăng gì hơn, rồi cũng “lê lết” để qua được môn học, và cũng không giải
quyết được gì cả. Đó là những cái bất cập. Thời gian dành cho các môn đó quá dàn trải] (P19)
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Sharing the same perception about the ineffectiveness of foundation courses, a Vicedean from a southern provincial institution stated, “I find too many credit hours
allocated to foundation courses; however, it is likely that students do not apply
knowledge related to these foundation course.” [Mình cảm thấy giờ dạy các môn chung
nhiều quá mà việc các em áp dụng chưa thể hiện rõ](P29).
Most interviewees suggested increasing time for English language practice (n =
20 of 33). One instructional leader with over 20 years experience explained, “We should
increase time for English language proficiency because in order to teach English well,
lecturers must be fluent in English. If their English language proficiency is weak, they
will teach poorly.” [Tăng cho các môn tiếng Anh ấy, vì giáo viên muốn dạy [tiếng Anh]
giỏi thì đầu tiên tiếng Anh phải giỏi đã, chứ lên nói mà nói sai thì đào tạo sai] (P18).
Other interviewees recommended increased time for pedagogical practice (P20,
P23, P24, P27, and P30). For example, one instructional leader from a provincial
institution noted, “As the major of the ELTE program is teaching, it is better to increase
time for English teaching methods.” [Đối với Sư phạm Tiếng Anh thì cần tăng thời gian
các môn phương pháp](P30). A pedagogical group leader from a large metropolitan
institution shared, “The ELTE program may be more effective if courses associated with
pedagogy are allocated more time.” [Dành thời gian tập trung cho các môn thực sự nằm
trong ngành sư phạm thì sẽ sâu sắc hơn](P09). In addition, a Dean from a southern
provincial institution suggested, “Curriculum should provide more time for students’
practice and doing projects.” [Tăng thời gian cho các em thực hành, tăng thời gian cho
các em tự làm dự án nhóm, tự đi thực tế nhiều hơn sẽ tốt hơn](P31).
A number of lecturers and instructional leaders suggested a need for more
pedagogical knowledge courses. They suggested adding courses in learner autonomy,
learner understanding, primary education, and cooperative learning (n =13). As
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presented in Chapter 4, the interviewees perceived that their current curriculum did not
provide sufficient pedagogical knowledge (n = 6). Participants believed that students
were not adequately provided professional experience in high school (P04, P08, and
P09). One instructional leader from a large institution suggested, “The ELTE program
should focus more on pedagogy.” [Nhưng rõ ràng chuyên ngành chính là chuyên ngành
sư phạm thì nên tập trung vào các chuyên ngành sư phạm hơn](P09).
Participants saw the need for more courses and credit hours in professional
experience (n = 10). Lecturers recommended sending students to placement earlier
instead of practicing microteaching in university classes. Respondents suggested adding
more opportunities to provide students with an understanding of teaching conditions. A
Vice-dean from a northern provincial institution suggested, “Professional experience in
high school should be rearranged and earlier. Credit hours for professional experience,
which we find very important, should be increased.” [Nên đưa sinh viên đi thực tập sớm
hơn. Mình có thể tăng thời gian thực tập lên hoặc có thực tập thực tế. Cái đó quan
trọng nói chung là nhà trường cũng thấy việc thực tập thực tế cho sinh viên là rất quan
trọng](P02). One surveyed lecturer emphasised, “In the near future, it will be necessary
to design and add more content and increase the frequency of activities associated with
professional experience in high school.” [Trong tương lai gần, cần thiết kế bổ sung và
tăng tần suất tổ chức các nội dung, hoạt động thực hành nghiệp vụ sư phạm tại trường
phổ thông](SR167).
Lecturers and instructional leaders recommended that students be provided more
oportunities to develop soft-skills (n = 19). They emphasised the necessity of adding
Critical Thinking courses (n = 10). A lecturer with over 20 years experience noted,
Our ELTE faculty reviewed and suggested adding one more important course named Critical
Thinking in English Language Teaching. Critical thinking is very necessary to provide to
students because our students’ thinking skills are very poor. They may provide lectures and
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methods but they do not know why they select those methods, and whether those methods are
good for Vietnamese learners. [Gần đây hội đồng khoa tiếng Anh cũng có họp và sau khi xem xét
các chương trình cũ và mới có đề xuất thêm một môn mà mình nghĩ cũng quan trọng và cần thiết
là Critical Thinking in English Language Teaching. Tư duy phê phán thực sự là sinh viên mình
rất kém, cần phải bổ sung cho các em. Vì thực ra một số em chỉ biết là khi lên lớp thì giáo viên
truyền đạt kinh nghiệm và phương pháp giảng dạy, mà các em không đánh giá hay tư duy được
là phương pháp đó có phù hợp với mình, với đối tượng là người học ở Vietnam hay trong context
giảng dạy của mình hay không] (P19).

Some other lecturers and instructional leaders recommended integrating soft-skills in
other courses (n =16). One participant recommended, “We may add a course which
provides students with skills of learning independently. Students must know what they
should do and have a good plan for their study.” [Sinh viên cần phải được trang bị khả
năng tự học, sinh viên cần phải biết mình phải làm gì, lên kế hoạch như thế nào](P22).
Other respondents suggested adding more courses which would provide knowledge of
socio-cultural, inter-cultural, and entreuprenual skills. One Dean from a large central
metropolitan institution recommended, “Our curriculum may add courses that
employers require, such as interviewing, leadership, or team building.” [Bổ sung những
môn mà doanh nghiệp người ta đặt hàng như kỹ năng trả lời phỏng vấn, hoặc là lãnh
đạo nhóm, xây dựng nhóm](P20).
Lecturers suggested providing opportunities which would promote research
skills. For example, a respondent recommended providing skills in writing conference
proposals and doing action research (SR19). Other lecturers recommended involving
students in more seminars or workshops (SR88 and SR165). One lecturer recommended
fostering the inclusion of mini projects to develop students’ research skills (SR108).
The interviewees recommended adding courses in Testing and Assessment (n =
12 of 33). A junior lecturer from a provincial institution explained,
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The ELTE program aims to train pre-service teachers whose future employment will not only
relate to assessing students but also teaching material evaluation. They should be prepared with
skills of evaluating teaching materials, and skills of desgining formative and summative
assessment. It is necessary to add courses in Testing and Evaluation. [Bởi vì mục tiêu đào tạo
của mình là đào tạo ra giáo viên, sau này không những là kiểm tra đánh giá học sinh mà cả kỹ
năng kiểm tra đánh giá tài liệu chẳng hạn, tài liệu dạy, tài liệu học và kiểm tra đánh giá sinh
viên trong quá trình học như kiểm tra tổng kết hay kiểm tra thường xuyên cũng rất cần kiến thức
đó nên có thể bổ sung thêm môn Kiểm tra đánh giá] (P06).

Lecturers and instructional leaders suggested that the curriculum should be revised and
updated. One instructional leader, who was expert in curriculum development,
suggested,
Curriculum designers should regularly update MoET’s standards, social expectations, and they
should make contact with the former students to understand their curriculum feedback.
Curriculum designers should contact ELTE employers to investigate if the curriculum graduates
have met their requirements. It is better if lecturers are given more autonomy. There are some
lecturers who do not actively select assessment forms for their courses. Because I did my PhD in
curriculum research, I believe that curriculum development is better with the contribution of the
students’ voices. [Mình nghĩ chính người làm chương trình đào tạo nên cập nhật thường xuyên
yêu cầu của Bộ Giáo dục đào tạo là việc đầu tiên. Và người làm chương trình đào tạo phải luôn
luôn cập nhật các yêu cầu của xã hội, và yêu cầu phải luôn luôn liên lạc với cựu sinh viên đã ra
trường để xem phản hồi về chương trình đào tạo; và phải có tiếp cận với người sử dụng lao
động một cách hiệu quả hơn nữa để xem sản phẩm đào tạo của mình đã đáp ứng được yêu cầu
của người sử dụng lao động hay chưa; và trong việc lựa chọn các môn học thì giao quyền nhiều
hơn cho giáo viên, mặc dù từng môn giáo viên đã có sự lựa chọn rồi, nhưng có một số giáo viên
vẫn còn e ngại trong việc thay đổi kiểm tra đánh giá chẳng hạn, họ vẫn tổ chức thi cuối khóa mà
chưa mạnh dạn lựa chọn các hình thức đánh giá khác. Nếu mình giao quyền nhiều hơn cho giáo
viên, mỗi giáo viên được thể hiện cái autonomy của mình thì việc thiết kế chương trình đào tạo
bao gồm cả assessment thì sẽ tốt hơn. Và vì mình cũng nghiên cứu về chương trình đào tạo nên
mình cũng hơi lý tưởng hóa chút xíu, mình nghĩ là phải nghe được tiếng nói của sinh viên nữa]
(P29).
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Some lecturers and instructional leaders were satisfied with their current program. For
example, a lecturer from a southern metropolitan institution stated, “Our curriculum is
rather good now.” [Thực ra nó [chương trình đào tạo]đã khá tốt rồi](P28). Some others
felt that their institutional curriculum, pedagogy, and assessment were closely aligned
with their outcomes and MoET’s standards. For example, a lecturer from a large
institution emphasised that her institutional curriculum was of high quality and the
lecturers were enthusiastic (P08). A Dean from a metropolitan institution noted that
100% of their teaching staff had Master’s degrees or higher and most had attended
curriculum design training (P13). Another Dean from a southern metropolitan institution
stated that his institutional curriculum was reviewed by Australian experts (P27). In
addition, a Vice-dean from a provincial institution stated,
I (a lecturer) have my self-evaluation after each curriculum, to check if the content needs
anything added, or is sufficient. In addition, I ask students to evaluate the curriculum, what they
like, what they dislike, anything they are not sure of, anything they want to change about
curriculum. I understand that students’ feedback and evaluation about the current curriculum will
be helpful for the implementation of curriculum in the next year(s). In addition, that is a good
way to get students involved in our curriculum. [Sau mỗi chương trình thì mình đều làm selfevalution cho chương trình của mình, sự lựa chọn về nội dung có cần gì thêm không, sắp xếp đã
ổn chưa, có thêm yêu cầu gì không… và mình cũng yêu cầu sinh viên làm một bản đánh giá
không chính thức, ở đó mình không sử dụng form của trường mà sử dụng hình thức: something
you like, something you do not like, something you are not sure, something you want to learn
more. Đó là cách mình involve students nhiều hơn và mình hiểu tiếng nói của sinh viên có giá trị
để chương trình cho khóa sau sẽ tốt hơn] (P29).

6.5

Chapter summary

In this chapter, I have presented the Vietnamese curriculum development context. I
began the chapter with a description of the key stakeholders in curriculum development.
I then described decisions, frameworks, joint circulars, and documents related to ELTE
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programs, at ministerial and institutional levels. I provided a general description of the
program of study, imbalance between theory and practice, and the possible
overweighting of foundation versus professional course work. I noted a few of the
pedagogy and professional courses. I highlighted some gaps and variations in
implementation of MoET’s standards at the institutional level. I concluded this chapter
with the participants’ suggestions for more inclusive outcome design processes and
improvements to curriculum. In Chapter 8, I will discuss my recommendations for
improved outcomes and curriculum.
In the next chapter, I will outline my understanding of the participating
institutions’ assessments and associated pedagogy documents. I investigate them in
relation to curricula, outcomes, and MoET’s standards. The next chapter also presents
the participants’ suggestions for the improvement of assessments and pedagogy. Their
recommendations to better align assessments and pedagogy are also reported.
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Chapter 7: INSTITUTIONAL POLICY AND ENACTMENTS OF
ASSESSMENT AND PEDAGOGY
This chapter continues my focus on curriculum development presented in Chapter 6. I
extend my discussion about the participating ELTE institutions’ curriculum enactment.
In this chapter, I investigate assessment and pedagogical documents. I found that
participating ELTE programs’ assessments required lower cognitive demands and depth
of knowledge than prescribed in their program outcomes and course objectives. I also
found that the knowledge dimension of institutional assessments was more concrete
than that of course objectives and program outcomes. There was minimal institutional
pragmatic guidance and instruction on how to implement curriculum and pedagogy. The
participants offered suggestions for the improvement of assessment and pedagogy as
well as how to better align assessments and pedagogy with national standards,
institutional outcomes, and curriculum. I conclude this chapter by reporting the
participants’ recommendations for a better alignment between and among the five key
ELTE program levers.
7.1

The institutional assessments

In this section, I describe the participating institutions’ assessment policies and their
enactment. I analyse the institutional assessments’ content and form to evaluate their
alignment with each program’s outcomes and relevant course objectives. To do this, I
collected the final term tests and objectives in English language proficiency (ELP) and
English language teaching (ELT) courses. My decision to exclude tests in soft-skills was
motivated by the contested nature of assessments of such skills and dispositions. The
participants suggested that there was no valid way to measure soft-skills or dispositions;
however, ELP levels and teaching skills may readily be measured. As presented earlier,
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because of institutional policies, I was unable to append a copy of some institutional
tests to this thesis (See Section 3.3.3).
7.1.1

English language proficiency (ELP) Tests.

There was great variation in the implementation of MoET’s ELP standards across the
participating institutions. ELTE graduates were required to attain the CEFR C1 level,
the VSTEP level 5, or IELTS overall score 7.0; however, each institution used its own
ELP requirements for graduation. Nine institutions designed their own tests, which used
VSTEP formats. One northern provincial institution applied the APTIS 7 test (Institution
01). One southern provincial institution did not apply MoET’s ELP standards; instead, it
only required graduates to pass ELP final term tests (Institution 11).
Reading tests.
I was able to collect and analyse reading tests using the VSTEP format from a northern
provincial institution (Institution 02) and a large southern metropolitan institution
(Institution 08). In this study, I evaluated content and form of these tests to compare
their similarities and differences with a VSTEP sample test, which was designed by a
MoET test centre (hereafter, called the VSTEP sample test). As I presented earlier, I
compared assessments using the Webb’s Depth of Knowledge levels for Language Arts
framework (Reading and Writing) (See Section 3.4.4 - Analytical frameworks). In
addition, I also compared the forms and language uses between these tests in terms of
item numbers, time allocation, reading passage lengths, and the readability within these
tests.
My application of Webb’s Depth of Knowledge framework suggested that the
institutional tests required reading at lower levels of knowledge than the VSTEP sample
test.
APTIS (All Purpose Ticket Issuing System) is a modern and flexible English language
proficiency test, designed to meet the diverse needs of organisations around the world
7
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Institution

Institution

The

02’s

08’s

VSTEP

Reading

Reading

sample

test

test

test

4 items

1 item

(10%)

(2.50%)

engagement of some mental

29 items

34 items

20 items

processing beyond recalling or

(72.50%)

(85%)

(50%)

7 items

5 items

20 items

(17.50%)

(12.50%)

(50%)

No items

No items

No items

Level 1: requires students to
receive or recite facts or to use simple
skills or abilities

No items

Depth of Knowledge for Reading

Level 2: includes the

reproducing a response.
Level 3: Deep knowledge
becomes more of a focus at Level 3.
Standards and items at Level 3
involve reasoning and planning.
Level 4: Higher order thinking
is central and knowledge is deep at
Level 4. Students take information
from at least one passage and are
asked to apply this information to a
new task. They may also be asked to
develop hypotheses and perform
complex analyses of the connections
among texts.

Figure 7.1 Language Arts Levels of Depths of Knowledge (Reading) - A comparison of
assessed items in the institutional ELP and the VSTEP sample tests.

Figure 7.1 illustrates that while half of the VSTEP sample Reading test required Level 2
and the other half required Level 3, a majority of Institution 02’s test items were at
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Level 2 (72.50%) and only 17.50% were at Level 3. Institution 08 included most items
at Level 2 (85%) and only 12.50% at Level 3. The VSTEP sample Reading test did not
include any items at Level 1 while Institution 02 test included four items at the lowest
level (10% of the total test), and Institution 08 included one item at this level. A
similarity between institutional and VSTEP sample Reading tests was the absence of
requirements at Level 4 in these tests.
The formats of the two participating institutional and the VSTEP sample
Reading tests were quite similar. They included four sections with 40 questions, to be
completed in 60 minutes (See Appendix I - The VSTEP sample Reading test).
I conducted the readability of the institutional and the VSTEP sample reading
passages. The readability is illustrated in Figure 7.2. The institutional reading passages
differed significantly from the VSTEP sample tests (See Figure 7.2).
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Counts
Characters

Paragraphs

Sentences

Sentences per
paragraph

Words per
sentence

Character per
word

Passive
sentences

Flesch Reading
Ease

Flesch-Kincaid
Grade Level

290

1425

5

15

3.0

19.3

4.7

46%

54.1

10.5

Passage 2

330

1641

3

17

5.6

19.4

4.8

29%

44.5

11.8

Passage 3

379

1952

6

22

3.6

17.2

5.0

22%

42.2

11.6

Passage 4

690

3528

5

38

9.5

18.1

4.9

13%

50.5

10.7

Passage 1

342

1525

4

24

6.0

14.2

4.3

4%

79.3

5.7

Passage 2

351

1885

4

14

3.5

25

5.2

42%

34.3

14.6

Passage 3

370

1888

5

21

4.2

17.6

4.9

9%

50.8

10.1

Passage 4

438

2253

4

25

6.2

17.5

5.0

12%

49.2

10.7

Passage 1

505

2222

13

30

4.2

16.2

4.2

6%

74.9

6.6

Passage 2

452

2083

8

19

2.3

23.7

4.4

5%

51.6

11.9

Passage 3

521

2524

5

21

4.2

24.8

4.7

9%

49.1

12.5

Passage 4

483

2558

8

22

2.7

21.9

5.1

0%

41.4

12.9

Institution 02’s
Reading test

Tests
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Institution 08’s
reading test

Readability

Passage 1

statistics

The VSTEP
sample Reading
test

Average

Words

Readability

Figure 7.2 Readability - A comparison of assessed items in institutional and the VSTEP sample assessments.
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Figure 7.2 shows that the reading passages in the VSTEP sample test and the
institutional tests differed significantly in length. The VSTEP sample test included four
passages with 505, 452, 521, and 483 words each. Institution 02’s test included one 290word passage, one 330-word passage, one 379-word passage, and a very large passage
with 690 words. The number of words in each passage in Institution 02’s test was either
too small or too large compared to the VSTEP sample test. Each passage in Institution
08’s test was shorter than any passages in the Sample test, ranging from 342 to 438
words. Longer passages take students more time to read, and thus they have less time to
answer the questions (See Figure 7.2 Readability - A comparison of assessed items in
institutional and the VSTEP sample assessments.).
I used Microsoft Word’s Readability Program to compare the Flesch Reading
Ease, Flesch-Kincaid grade level, and percentages of passive sentences in the reading
passages (Stockmeyer, 2009). Flesch reading ease measures the complexity of an
English text. The higher the Flesch Reading Ease, the easier it is to understand the
document. Scores can be interpreted in the table below:
Table 7.1
Flesch Reading Ease Scores Interpretation (D'alessandro, Kingsley, & Johnson-West,
2001).
Score

Notes

91-100

Very easy

81-90

Easy

71-80

Fairly easy

61-70

Standard

51-60

Fairly difficult

31-50

Difficult

0-30

Very difficult
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Table 7.1 shows that no passages from institutional or the VSTEP sample
Reading tests were in the Standards level of Flesch Reading Ease; they were either
fairly easy or difficult. The VSTEP sample and Institution 08’s Reading tests included
three fairly difficult passages (31 to 50) and one fairly easy (71 to 80). Institution 02
included two fairly difficult (51 to 60) and two difficult (31-50) passages (See Figure
7.2).
The Flesch-Kincaid grade level is a rough measure of how many years of
schooling it would take someone to understand the content. Figure 7.2 shows the
different Flesch-Kincaid grade levels between the institutional and the VSTEP sample
Reading tests. Institution 02’s test included all passages at Level 10 and 11; Institution
08 included one passage at Level 5 (too low) and one Level 14 (too high). The VSTEP
sample test included three passages at Level 11 and 12, and one at Level 6 (See Figure
7.2 Readability - A comparison of assessed items in institutional and the VSTEP sample
assessments).
Word’s percentage-of-passive sentences calculation may be helpful because
“‘Prefer the active voice’ is familiar advice if you have read any guide to good writing”
(Stockmeyer, 2009, p. 47). There were more passive sentences in institutional tests than
the VSTEP sample test. Figure 7.2 illustrates that on average, the VSTEP sample
Reading test included 5%; Institution 02 test included 27.5%, and Institution 08
included 16.75% passive sentences. There was one passage in Institution 02’s test which
included 46% passive sentences. The VSTEP sample test included one passage with no
passive sentences (See Figure 7.2)
In summary, my comparison of the institutional and the VSTEP sample Reading
tests suggested that their format and allocation of time were similar. However, these
tests were different in (i) difficulty degree based on the Webb’s DoK levels (ii) reading
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passages length, and (iii) readability. The reading passages from these tests were
different in length, in terms of both number of lines and number of words in each
passage. The institutional tests offered a smaller percentage of items at Level 3 than the
VSTEP sample test (17.50%, 12.50%, and 50% respectively). The two collected
institutional tests included items at Level 1 while the VSTEP sample did not incorporate
the lowest level.
In the next section, I compare my collected institutional tests with the VSTEP
sample Writing tests. This analysis is also based on Webb’s DoK levels and the format
of the tests.
Writing tests.
I was able to collect only one institutional Writing test (Institution 02). In this study, I
compared this institution’s and the VSTEP sample Writing tests.
My analysis of Webb’s DoK levels for these writing tests suggested that there
was little difference between Institution 2’s and a VSTEP sampleWriting tests. Figure
7.3 reveals that both tests used the same format with similar requirements for each
writing task.
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Level requirements

Institution
02’s
Writing test

The VSTEP
sample
Writing test

No items

No items

No items

No items

2 items

2 items

No items

No items

Level 1: requires the student to write or recite
simple facts. The students are engaged in listing ideas
or words in a brainstorming activity prior to written
composition, are engaged in a simple spelling or
vocabulary assessment, or are asked to write simple
sentences.

Depth of Knowledge levels for Writing

Level 2: Students are beginning to connect
ideas using a simple organisational structure. For
example, students may be engaged in note-taking,
outlining, or simple summaries. Text may be limited to
one paragraph. Students demonstrate a basic
understanding and appropriate use of such reference
materials as a dictionary, thesaurus, or web site.
Level 3: Students are engaged in developing
compositions that include multiple paragraphs. These
compositions may include complex sentence structure
and may demonstrate some synthesis and analysis
Students are engaged in editing and revising to
improve the quality of the composition.
Level 4 Higher-level thinking is central to Level
4. The standard at this level is a multi-paragraph
composition that demonstrates synthesis and analysis
of complex ideas or themes. Students are expected to
create compositions that demonstrate a distinct voice
and that stimulate the reader or listener to consider new
perspectives on the addressed ideas and themes.

Figure 7.3 Language Arts Levels of Depths of Knowledge (Writing) - A comparison of
assessed items in institutional and the VSTEP sample Writing tests
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Figure 7.3 indicates that both Institution 02’s and VSTEP sample Writing tests included
two tasks at Level 3. The first task required students to write an email to respond to
another email or letter, with a minimum of 120 words. The second task required
students to write an essay about a specific topic, including reasons and relevant
examples to support their ideas, with a minimum of 250 words. The institutional writing
test was aligned with the VSTEP sample Writing test in terms of format, time allocation,
and the length of writing (See Appendix J - The VSTEP sample Writing test).
In the next section, I compare the institutional and the VSTEP sample Listening
tests.
Listening tests.
I was provided with two institutional Listening tests from a northern provincial
institution (Institution 02) and a southern provincial institution (Institution 11). I
compared each institutional test with the VSTEP sample Listening test, in terms of test
components, the total number of items, and the requirements of these items.
Institution 02’s and the VSTEP sample listening tests used a similar format and
included comparable levels of difficulty.

The
listening
test
The VSTEP
sample
Institution
02’s

No. of
components

No. of
items

No. of
questions
requiring
listening for
detailed
information

No. of
questions
requiring
listening for
summarising
main ideas

No. of
questions
requiring
listening for
outcome
predictions

3

35

28.72%

17%

54.28%

3

35

17.29%

17%

65.71%

Figure 7.4 A comparison of the VSTEP sample and Institution 2’s Listening tests
Figure 7.4 illustrates that Institution 02’s Listening test aligns with the VSTEP sample
Listening test. They both included three main parts with (i) eight short announcements
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to facilitate listening for detailed information, (ii) three long conversations to encourage
listening for detail and outcome prediction from the listening information, (iii) some
extended monologues and/or lectures. Both the tests required students to respond to 35
questions in total. Approximately 17% of the total questions asked students to
summarise the main ideas or the author’s main purpose. Around 54.28% of the Sample
test and 65.71% of the institutional test required students to predict the outcomes based
on the listening information. However, the Sample test included four more questions
requiring detailed information than Institution 02 (with 10 and 6 questions, respectively)
(See Appendix K - The VSTEP sample Listening test).
Institution 11’s and the VSTEP sample listening tests are different.

The Listening
test

No. of No. of
parts items

No. of
questions
requiring
listening for
detailed
information

No. of
questions
requiring
listening for
summarising
main ideas

No. of
questions
requiring
listening for
outcome
predictions

The VSTEP
sample

3

35

28.72%

17%

54.28%

Institution 11’s

3

18

72.22%

27.78%

0%

Figure 7.5 A comparison of the VSTEP sample and Institution 11’s Listening tests
Figure 7.5 illustrates the differences in the format and in the levels of difficulties
between Institution 11’s and the VSTEP sample Listening tests. Although both of the
tests included three main parts, Institution 11’s test included slightly over half of the
required number of questions of the VSTEP sample test (18 and 35 items, respectively).
Based on the skills requirements, 54.28% of the Sample test required students to predict
the outcomes; however, Institution 11’s test did not involve any questions which
required this skill. Institution 11’s test mostly required students to listen for detailed
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information (72.22%); however, the Sample test only spent around a quarter of the test
items on this requirement.
In the next section, I compare the institutional test and a VSTEP sample
Speaking test. I investigate similarities and differences of format, test weighting, time
allocation, and logical skills development in these tests.
Speaking tests.
As I noted earlier, I collected and analysed Institutions 02’s, 05’s, and 11’s Speaking
tests. I compared the test weighting, organisation, time allocation, and logical skills
development requirements of the institutional and the VSTEP sample tests. My major
finding was that Institutions 02 and 05 applied MoET’s graduate ELP standards, their
tests used the same format and degree of difficulty as the VSTEP sample test. However,
Institution 11 did not implement these graduation standards, its test was significantly
different from the VSTEP sample test.
The VSTEP sample Speaking test included three parts: (i) Social Interaction, (ii)
Solution Discussion, and (iii) Topic Development. In the first part, Social Interaction,
students were required to talk about one or two common topics for about 3 minutes. The
common topics were free-time activities, neighbourhood, reading habits, and food. The
second part, Solution Discussion, required students to make suggestions or solutions for
an issue or problem, which lasted 4 minutes. The last part, Topic Development, required
students to give a long talk about a topic, with some prompt questions. For example, the
topic “The habit of Reading should be encouraged among teenagers” was prompted
with some questions; for example, “What is the difference between the kinds of books
read by your parents’ generation and those read by your generation?” “Do you think
that government should support free books for all people?” and “In what way can
parents help children develop their interest in reading?”
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Speaking test

No. of
items/parts
included in the
test

Time
allocation
required

General
requirements
for the
items/parts

Logical
sequence of
skills
development

VSTEP sample

03

Yes

Yes

Yes

Institution 02’s

03

Yes

Yes

Yes

Institution 05’s

03

Yes

Yes

Yes

Figure 7.6 A comparison of Institutions 02’s, 05’s, and the VSTEP sample Speaking
tests
Figure 7.6 illustrates that Institution 02’s and Institution 05’s Speaking tests used
the same format of the VSTEP sample test. All these tests required three parts with the
exact time amount allocated for each part. The examinees were provided with the test
weighting and the time allocation for each part and for the total test. The examinees
were also informed of the test’s organisation because all parts were in the order of the
logical sequence of skills development. These institutional tests were well aligned with
the VSTEP sample test (See Appendix L - The VSTEP sample Speaking test).
Institution 11’s Speaking test did not use the format of the VSTEP sample tests,
and their requirements were different.
The Speaking
tests

No. of items
included in the
test

Time allocation
required

General
requirements
for the items

Logical
development
skills

VSTEP sample

03

Yes

Yes

Yes

Institution 11’s

02

No

No

No

Figure 7.7 A comparison between Institution 11’s and the VSTEP sample Speaking
tests
Figure 7.7 shows that there are significant differences in the number of
parts/items, sequence of parts, and time allocation between Institution 11’s and the
VSTEP sample Speaking tests. The Sample test included three parts; however,
Institution 11’s test included only two. The Sample test assigned the time amount
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allocated for each part while the institutional test did not show this requirement. The
total time allowance for the whole test was also absent in this institution’s test.
Institution 11’s examinees did not know how much time they were provided for their
speaking test. In addition, they did not know about either the test’s weighting or
organisation. The VSTEP sample sequence of skills development was absent from
Institution 11’s test. This institutional test did not specify items. Two parts of the test
were (i) talking about one topic, and (ii) describing an event.
In summary, institutions varied in their implementation of MoET’s ELP
standards. The assessments of those institutions which implemented MoET’s ELP
standards were aligned with the VSTEP sample assessments. The assessments of those
institutions which did not implement MoET’s ELP standards were weakly aligned with
the VSTEP sample assessments. I was not able to determine the alignment of one
provincial institution which used an APTIS test, which was not recognised by MoET.
In the next section, I report my comparison and analysis of English Language
Teaching tests. I compared the assessed knowledge and skills with those required at the
course and program levels. I applied the Revised Bloom’s Taxonomy and the Webb’s
Depth of Knowledge in my analysis.
7.1.2

English language teaching (ELT) tests.

I collected final term tests for English Language Teaching (ELT) courses from five of 11
participating institutions. ELT courses, objectives, and assessments varied across
institutions. Some courses covered knowledge, skills, and dispositions. However, others
taught only knowledge and skills. In this section, I have described my institutional ELT
course objectives, program learning outcomes, and assessments. My analysis suggested
that ELT assessments and outcomes, at the course and program levels, were not well
aligned.

231

INSTITUTIONAL POLICY AND ENACTMENTS OF ASSESSMENT AND PEDAGOGY

I undertook four steps to explore the alignment between assessments, course
objectives, and program outcomes. I applied the Revised Bloom’s Taxonomy
framework to determine how well the knowledge dimension and cognitive demands of
the assessment items matched those of the corresponding course objectives (Anderson,
Krathwohl, Airasian, et al., 2001). Then, I applied Webb’s Depth of Knowledge to
provide another lens for exploring the alignment of cognitive levels between
assessments, course objectives, and program outcomes (Webb, 2002) (See Section 3.4.4
Analytical framework).
I initially analysed assessment items, course objectives, and program outcomes
to determine their knowledge dimension categories and their alignment levels. I
analysed assessment knowledge and skills, in terms of knowledge dimension specificity.
In the two next steps, I analysed assessment items to determine their cognitive demands
and their Depth of Knowledge levels. The course objectives and program outcomes
were also similarly analysed. Then I conducted a further analysis to determine if
assessments, course objectives, and program outcomes were well aligned with each
other in terms of cognitive demands. Finally, I determined the alignment between
assessment items, course objectives, program outcomes in terms of both knowledge
dimension and cognitive demands.
My analysis suggested that (i) in terms of the knowledge dimension, institutional
assessments were not aligned with their objectives or program outcomes, (ii)
institutional assessments required lower cognitive demands than their course objectives
and program outcomes, and (iii) the assessed skills were much more concrete than the
required skills identified in the institutional policies.
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7.1.2.1 Knowledge dimensions of the required and assessed ELT knowledge.
Required ELT knowledge.
As I presented earlier, ELTE graduates were required to master a requisite amount of
pedagogy knowledge related to English language learning theory and ELT methodology.
The graduates’ professional knowledge requirements also included ELT practice,
English curriculum, and application of IT in ELT (See Section 6.3.2). Based on the
Revised Bloom’s Taxonomy Knowledge dimension, half of my collected institutions’
programs fostered Conceptual knowledge and Procedural knowledge. The other half did
not promote Procedural knowledge, but they fostered Factual and Conceptual
knowledge. One provincial institution’s program only fostered Procedural knowledge
(Institution 01). No institutional programs fostered Metacognitive knowledge. Figure
7.8 illustrates the knowledge dimension of institutional assessment, course objectives,
and program outcomes.
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My analysis suggested that institutional ELT courses mostly promoted
Conceptual knowledge (55.06% on average) and Procedural knowledge (33.03% on
average). For example, 75% of Institution 02’s ELT course objectives promoted
Conceptual knowledge, and 25% fostered Procedural knowledge. Institution 09’s ELT
course fostered more Procedural knowledge than Conceptual knowledge, at 57.15% and
28.57%, respectively. This institution also specified Factual knowledge (14.28%). Half
of the ELT course objectives from Institution 01 promoted Conceptual knowledge, and
the other half promoted Procedural knowledge. Institution 08’s ELT course did not
foster Procedural knowledge (See Figure 7.8 Knowledge Dimension of institutional
assessments, course objectives, and program outcomes).
The assessed ELT knowledge.
In this section, I used the four categories of the Revised Bloom’s Taxonomy Knowledge
dimension to evaluate the alignment of the required and assessed ELT knowledge.
Factual knowledge is the most and Metacognitive knowledge is the least concrete. In
this section, institutional assessments were evaluated for relative concreteness in course
objectives and program outcomes.
The levels of concreteness of assessments, course objectives, and program
outcomes varied between northern and southern institutions. Northern institutions’
assessment items were more concrete than their course objectives and program
outcomes. For example, Institution 02’s ELT test included three items requiring Factual
knowledge, one item each for Conceptual and Procedural knowledge. More than half of
the assessment items required students to recall what they had learnt. However, at the
course level, this institution’s course did not promote Factual but Conceptual knowledge
(75% of the course objectives), and Procedural knowledge (25% of the course
objectives). At the program level, this institution’s program fostered Conceptual
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knowledge (See Figure 7.8 Knowledge Dimension of institutional assessments, course
objectives, and program outcomes).
Institution 01 is another example of the northern institutions’ assessments being
more concrete than their program outcomes. This institution’s ELT final term test was
equally divided between Conceptual and Procedural knowledge, which was reflected in
this institution’s course objectives. However, this institution’s program outcomes only
described Procedural knowledge (See Figure 7.8 Knowledge Dimension of institutional
assessments, course objectives, and program outcomes).
Southern institutions’ assessments were less concrete than their course
objectives and/or program outcomes. For example, in Institution 08, 33.33% of its
objectives promoted Factual, and 66.66% Conceptual knowledge. This institution’s
course did not promote Procedural knowledge, but 57.15% of its assessment items
required Procedural, and 42.85% Conceptual knowledge.
Institution 09 is another example of the assessment being less concrete than
program outcomes. Nearly half of this institution’s program outcomes promoted Factual
knowledge (42.85%); however, there were no assessment items requiring this concrete
level. The required knowledge dimension was less concrete, with 66.67% Conceptual,
and 33.33% Procedural knowledge requirements. However, more than half of this
institution’s course objectives fostered Procedural knowledge (57.15%) (See Figure 7.8
Knowledge Dimension of institutional assessments, course objectives, and program
outcomes).
In summary, the collected assessments’ knowledge dimensions did not match
their course objectives or program outcomes. They were either more or less concrete.
Smaller institutions’ assessment requirements were less concrete than their outcomes
and objectives. Larger institutions’ assessment requirements were more concrete than
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outcomes and course objectives. No learning outcomes or assessments were formulated
at the least concrete level - Metacognitive knowledge, across all the participating
institutions. Two provincial northern institutions did not promote or require Factual
knowledge while two metropolitan southern institutions did.
In the following section, I describe the knowledge dimension of the required and
assessed skills.
7.1.2.2 Knowledge dimension of the required and assessed skills.
The required ELT skills.
My analysis, using the Revised Bloom’s Taxonomy framework, suggested that the
participating institutions’ outcomes fostered Applying and Analysing skills (Procedural
Knowledge), on average 93.07%. As noted earlier, ELTE program outcomes often
included (i) fluently applying knowledge and skills in teaching students, (ii) analysing
and evaluating the reality of the Vietnamese teaching context, (iii) applying knowledge
of psychology, education, and teaching methodology into teaching situations, and (iv)
applying ELT methods and applying IT lesson plans (See Section 6.3.2.2). Two southern
metropolitan institutions promoted skills at the least concrete level, Metacognitive level
(Institutions 08 and 09, at 20% and 7.70% of the total outcomes, respectively). For
example, 20% of Institution 08’s outcome fostered adapting, developing, and searching
teaching materials to fit the teaching context, the students’ levels, and the students’
ages. Recalling or Understanding skills (equivalent to Factual and Conceptual
Knowledge) were absent in the participating institutions’ outcomes. They all promoted
Applying, Analysing, and Developing skills (equivalent to Procedural Knowledge) (See
Figure 7.9 - Skills’ Knowledge Dimensions of institutional assessments, course
objectives, and program outcomes).
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Most of the institutional course objectives were more concrete than program
outcomes. For example, no institutional program outcomes promoted Understanding
skills equivalent to Conceptual knowledge, but 50% of Institution 02’s course objectives
promoted skills at this level. Another example is that Institution 08’s outcomes
promoted Procedural (80%) and Metacognitive knowledge (20%), but all of its
objectives fostered Procedural knowledge. The institutions’ ELT courses required
graduates skills of (i) demonstrating understanding about ELT approaches and applying
ELT principles in class (Understanding level) and (iii) planning a specific lesson with all
necessary detailed steps (Applying level) (See Figure 7.9 - Skills’ Knowledge
Dimensions of institutional assessments, course objectives, and program outcomes).
Only one southern metropolitan institution’s course objectives were less
concrete than its program outcomes (Institution 09). Only 7.70% of this institution’s
outcomes fostered Metacognitive knowledge, 50% of its course objectives promoted
skills at this level and 50% at Procedural knowledge. This institution’s course objectives
promoted skills of (i) applying ELT principles in designing ELT activities at high
school; (ii) improving English language proficiency via the ELT course; and (iii)
analysing and evaluating ELT processes. The course also aimed to develop students’
presentation, creative, and critical thinking skills via analysing and evaluating ELT
activities.
In summary, most of the participating institutions’ skills requirements were often
at the Applying level equivalent to Procedural knowledge. Only two institutions
fostered skills at the highest order - Metacognitive. Most of the institutional program
outcomes were less concrete than their course objectives. Only one northern institution
demonstrated a good alignment of course objectives and its program outcomes, with
100% fostering Procedural knowledge (Institution 01).
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The assessed ELT skills.
A comparison between the required and assessed ELT knowledge presented in the
previous section suggested that assessments’ knowledge dimensions did not match their
course objectives or program outcomes. In this section, I report on the assessed ELT
skills to explore possible differences between required and assessed skills, in terms of
knowledge dimensions. I also used the Revised Bloom’s Taxonomy framework to
evaluate whether the assessed knowledge dimension was more concrete than those
required at program and course levels. Figure 7.9 illustrates the Skills of institutional
assessments, course objectives, and program outcomes.
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My assessment policy analysis suggested that assessed skills were more concrete
than their course objectives and program outcomes. For example, Institution 02 had
three items to check students’ Recalling (Factual knowledge), students were required to
(i) discuss briefly, techniques for presenting Grammar with examples (Conceptual
knowledge) and (ii) design activities to teach the present perfect tense for the 10th grade
students. This institution’s last assessment item was to design a grammar teaching
activity, but it asked students to apply what they had learned from the course, to be
called Procedural knowledge. No items assessed students’ skills for evaluating ELT
methodologies as identified in this institution’s course objectives. While all of this
institution’s program outcomes fostered Procedural knowledge, it only made up 20% of
its assessments. More than half of this institution’s assessment items evaluated Factual
(60%) and 20% Conceptual knowledge (See Figure 7.9).
Institution 09 is another example of more concrete assessed skills than course
objectives and program outcomes. Two assessment items asked students to summarise
what they had learned (Conceptual knowledge). Only one item required students to
apply ELT principles in designing ELT activities (Procedural knowledge). As noted
earlier, 92.30% of this institution’s program outcomes and 50% of course objectives
fostered Procedural knowledge. Only 33.33% of assessed items were at this level. While
7.07% of the program promoted skills of Metacognitive knowledge, no items evaluated
this highest order thinking skill (See Figure 7.9).
Institution 08 is an example of where assessed skills were misaligned with
course objectives. This institution’s assessments included 42.85% at Conceptual and
57.15% Procedural knowledge. While 100% of this institution’s course objectives
fostered Procedural, and 20% of its outcomes promote Metacognitive knowledge, there
were no items which assessed Metacognitive knowledge level. The required knowledge
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dimensions were much less concrete than the assessed. In addition, the required
knowledge dimension at the program level was also less concrete than that at the course
level.
In summary, there was a misalignment between the required and assessed skills
in terms of knowledge dimensions. ELT skill assessment items were more concrete than
course objectives, and course objectives were more concrete than program outcomes.
No institutions fostered the most concrete level - Factual knowledge. However, one
institution evaluated Factual knowledge. On average, 75% of the course objectives
fostered Procedural knowledge while only 40.12% assessed it. No program fostered
Conceptual knowledge; however, all institutions assessed it (44.88% on average). The
knowledge dimension at the program level was often less concrete than at the course
level.
7.1.2.3 The required and assessed cognitive demands and Depth of
Knowledge.
I used six levels in the Revised Bloom’s Taxonomy framework and four levels in
Webb’s Depth of Knowledge for social studies to compare the cognitive
complexity/demands of ELT assessments with their course objectives and program
outcomes (See Section 3.4.4 Analytical frameworks). Table 7.2 compares differences
between the assessed and the required cognitive demands and Depth of Knowledge in
participating ELTE programs (See Table 7.2).
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Table 7.2
Cognitive Demand of Institutional Assessments, Course Objectives, and Program Outcomes
(Note! Ass: Assessment; CO: Course Objectives; PO: Program outcomes)

Webb’s DoK
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The assessed and required cognitive demands.
My analysis suggested that assessments’ cognitive demands were lower than the course
objectives and program outcomes. For example, 80% of Institution 02’s ELT test was at
Level 1 (Remembering) and 20% Level 3 (Applying). However, 50% of its ELT course
objectives were at Level 2 (Understanding), 25% Level 3 (Applying), and 25% Level 5
(Evaluating). In addition, at the program level, all of this institution’s program outcomes
were set at Level 2. There was a clear mismatch between this institution’s course
objectives and its assessments items.
Institution 01 is another example of the assessed cognitive demand at a lower
level than its required cognitive demand. Three quarters of this institution’s assessment
items were lower than its program outcomes. One quarter of this institution’s
assessments were at Level 1 and 50% at Level 2 while all of its program outcomes were
at Level 3. At the course level, half of the objectives were at Level 2 and the other half
Level 3. This institution did not promote Level 1 - Remembering, but it assessed this
level.
Institution 09 is another example of misalignment between assessed and required
cognitive demands. Its assessment items’ cognitive demands were lower than its course
objectives. Its test included requirements for (i) summarising (Level 2), (ii) organising
(Level 2), and (iii) inferring (Level 2). However, the ELT course objectives expected
higher cognitive demands, with 57.15% at Level 4, and only 28.57% at Level 2. This
institution’s course objectives were at a higher level of cognitive demands than its
program outcomes. While the highest cognitive demand identified in the program
outcomes was only at Level 2, 57.15% of the total course objectives promoted Level 4.
This institution required a lower cognitive dimension at the program level than at the
course level.
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Only one institution had assessment items at a higher cognitive dimension than
its course objectives and program outcome (Institution 08). The highest cognitive level
of this institution’s course objectives was Level 2, program outcomes Level 3, and
assessment items Level 4. One third of its course objectives were at Level 1
(Remembering); however, assessments did not include any items at this level. The
course objectives only fostered Level 1 (Remembering) and Level 2 (Understanding), at
33.33% and 66.67% respectively. However, its assessments were at Level 2 (42.86%),
Level 3 (28.57%), and Level 4 (28.57%). More than half of the assessment items were
at higher levels of cognitive dimension than the course objectives (57.14%). In addition,
the course objectives were at a lower level of cognitive dimension than program
outcomes. Three quarters of program outcomes promoted Level 3 (Applying); however,
no course objectives were at this level.
In sum, the assessed and required cognitive dimensions varied across
institutions. The provincial institutions fostered only one level of the cognitive
dimension, for example, Institution 01 promoted Level 3 and Institution 02 promoted
Level 2. The metropolitan institutions promoted multiple levels. For example,
Institution 08 promoted Level 2 and Level 3 and Institution 09 Level 1 and Level 2.
Most institutions expected Level 2 and Level 3 of the cognitive dimensions. No
institutions fostered Level 6 (Creating). Only Institution 02 promoted Level 5
(Evaluating) (25%).
Assessed and required Depth of Knowledge.
My analysis suggested that most participating institutions formulated their outcomes
and course objectives at Level 2 (Basic Reasoning) and Level 3 (Complex Reasoning).
On average, 48.81% of the institutions’ course objectives were set at Level 2, and
39.28% Level 3. All of Institution 01’s program outcomes were at Level 3, and
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Institution 02’s outcomes at the lowest (Recall of Information). No institutions
formulated objectives or assessments at the highest DoK level, Level 4 (Extended
Reasoning).
The DoK of institutions’ assessments were lower than their program outcomes
and course objectives. For example, at Institution 09 where 57.15% of course objectives
were set at Level 3, the assessment items were at Level 1 and Level 2 (33.33% and
66.67%, respectively). Institution 02 assessed lower DoK than that required. Half of this
institution’s course objectives were at Level 2 and the other half Level 3; however, 80%
of its assessment items were at Level 1, and only 20% Level 3.
In summary, the current ELTE institutional assessments were misaligned with
their program outcomes and course objectives in terms of both cognitive demands and
Depth of Knowledge. Most participating institutions’ assessments required lower levels
than their program outcomes and course objectives. The assessed cognitive demands
were often at Level 2 and Level 3 while the course objectives were at Level 4 or Level
3. The assessed DoK was at Level 1 and Level 2, while that required was often at Level
2 and Level 3. The assessed cognitive demands and DoK were lower than those
required, at course and program levels.
7.1.2.4 The required and assessed dispositions.
The required ELT courses’ dispositions.
ELTE programs clarified dispositional requirements for graduation. As presented earlier,
professional dispositional requirements were outlined as love of teaching, love of
students, and good morals. They included pedagogical dispositions such as (i) creativity
in applying ELT theories and practices in specific contexts, (ii) positive engagement in
professional development, (iii) promoting safe and friendly teaching and learning
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environments, (iv) desire to innovate teaching methodologies, and (v) willingness to
apply IT (See Section 6.3.2.2).
Only two participating institutions included dispositional requirements in their
ELT courses (Institution 02 and Institution 09). Institution 02’s ELT course aimed to
train students “to be serious, creative, and active in the classroom and in their
independent study and research process.” [Rèn luyện cho sinh viên thái độ nghiêm túc,
chủ động, sáng tạo và tích cực trong quá trình học tập trên lớp cũng như trong quá
trình tự học, tự nghiên cứu]. This institution’s course objectives also included
“developing personal ability in the classroom and ability to study independently,
promoting collaborative capacity in group discussions.” [Phát huy năng lực cá nhân
trong quá trình học tập trên lớp, tự học, tự nghiên cứu; phát huy năng lực hợp tác trong
hoạt động thảo luận nhóm]. However, Institution 09’s ELT course objectives only
identified, “providing students with a good awareness of the learning process, and
understanding of English educators’ roles in helping learners achieve English language
proficiency.” [Mục tiêu về thái độ: sau khi hoàn thành khóa học này, sinh viên: có nhận
thức đúng đắn về quá trình học tập của học sinh, ý thức được vai trò của người giáo
viên Tiếng Anh trong công tác phát triển kỹ năng tiếng Anh cho học sinh].
Professional dispositions were not assessed in the ELT final term tests in the
institutions of my research. Lecturers and instructional leaders perceived that
dispositions may be illustrated and assessed via on-going formative assessments, such
as assignments, essay writing, and individual or group projects. However, they did not
explain how summative assessments evaluated dispositional kowledge and skills. The
few summative assessments that I was able to collect did not provide evidence of the
evaluation of professional dispositions. I was unable to collect on-going formative
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assessments, I could not conclude whether desired professional dispositions were being
assessed or not.
In summary, the alignment between ELTE institutions’ assessments and their
learning outcomes, at both levels of course and program, was weak. My analysis
suggested that cognitive demands and Depth of Knowledge of assessments were much
lower than required. My analysis also demonstrated that institutional assessments were
not well aligned with their learning outcomes, in terms of knowledge and skills.
7.2

Institutional pedagogical policy

Pedagogical guidance in policy for curriculum enactment was often absent in the
participating institutions. Most institutions only outlined the number of courses and
credit hours allocated to each course. Lecturers were informed of the number of credit
hours for lecturing, practice, students’ self-study, and recommended teaching materials.
Minimal suggestions for teaching approaches were offered. Only two southern
institutions provided teaching requirements and recommendations (Institution 08 and
Institution 11).
One provincial institution (Institution 11) offered clear instructions for how to
support students’ learning in specific courses. For example, lecturers teaching
pedagogical courses were required to “present, raise questions, combine lecturing and
practice, and promote the learners’ activeness.” [Phương pháp: Thuyết trình và đặt vấn
đề, kết hợp giảng lý thuyết và thực hành, thực tế; phát huy tính tích cực ở người học]. In
addition, lecturers teaching English language proficiency courses were required “to use
a variety of textbooks at different levels which are designed by native speakers, and to
train students’ English language proficiency skills based on teaching materials.”
[Phương pháp: sử dụng các giáo trình do người bản ngữ biên soạn ở các mức độ khác
nhau (sơ cấp, trung cấp, cao cấp), rèn luyện các kỹ năng ngôn ngữ trên cơ sở ngữ liệu
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do các giáo trình cung cấp]. Lecturers were also required “to integrate multiple
teaching methods, for example, presenting, raising questions, problem solving,
communicative language teaching, and promoting learners’ engagement and skills
development.” [Sử dụng tích hợp các phương pháp: thuyết trình, nêu vấn đề và giải
quyết vấn đề, giảng dạy ngoại ngữ theo hướng giao tiếp, phát huy tính chủ động, tích
cực của người học trong tiếp thu bài giảng và phát triển kỹ năng]. In culture and
linguistics courses, lecturers were required “to promote learners’ engagement and skills
development.” [Phương pháp: Thuyết trình và nêu vấn đề để phát huy tính chủ động,
tích cực của người học trong tiếp thu bài giảng và phát triển kỹ năng] (Institution 11).
Along with the requirements and recommendations for teaching courses,
Institution 08, a large southern metropolitan institution, focused on curriculum
implementation with regard to teaching methodologies and assessment approaches. It
stipulated, “This is a credit-based curriculum, lecturers are required to understand
curriculum well to be good consultants to students.” [Chương trình này là chương trình
đào tạo theo tín chỉ, vì vậy giảng viên phải am hiểu chương trình để tư vấn cho sinh
viên](Institution 08). This institution asserted that its curriculum was learner
competence-based, and curriculum implementation must meet specific pedagogical and
assessment requirements. Pedagogical approaches were required to
reduce theoretical content, integrate practical knowledge into lectures, increase opportunities to
practise teaching, discussing, and learning in groups. In addition to helping learners understand
theory knowledge, lecturers should consider the application of knowledge in solving specific
issues close to real life, and to promote IT application in teaching [Định hướng về phương pháp
giảng dạy: Tinh giản lý thuyết, gắn lý thuyết với thực tiễn, tăng cường thực hành, thảo luận, học
tập theo nhóm. Ngoài việc giúp người học hiểu các kiến thức lí thuyết, cần chú ý việc vận dụng
các kiến thức đó vào giải quyết những vấn đề cụ thể, sát thực với cuộc sống. Tăng cường ứng
dụng công nghệ thông tin hiệu quả trong giảng dạy] (Institution 08).
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In addition, Institution 08 specified teaching and learning conditions. Classrooms must
be fully equipped with ample space in classrooms, modern computers, Internet
connections, projectors, and other facilities necessary for teaching. This institution
clarified that teaching conditions were such that lecturers could apply various teaching
approaches.
In summary, few institutions presented guidance for curriculum implementation.
Nine of 11 participating institutions focused on curriculum structures and their
institutional outcomes. However, they did not include specific requirements and
recommendations. Lecturers may apply varied pedagogies based on their experience
and understanding of their courses. Only two southern institutions required specific
teaching approaches.
In this section (Section 7.2), I have described a lack of the participating
institutions’ ELTE pedagogical policy. In the previous section, I illustrated a
misalignment between institutions’ assessments and their learning outcomes. In the
following section, I will report on the respondents’ suggestions to improve their
institutional assessments and pedagogy. Their recommendations for better alignment of
these elements with their curriculum and learning outcomes are also discussed.
7.3

Participants’ recommendations for improvement in assessments

As presented in Section 4.3, the participants perceived a misalignment of assessment
with curriculum, pedagogies, and program outcomes. My policy analysis in Section 7.1
further outlined the mismatch between institutions’ assessments and their course
objectives and program outcomes, in terms of knowledge dimensions and cognitive
demands.
The participants offered many suggestions for improving assessments: (i)
applying more forms of assessment, (ii) using IT when designing assessments, (iii)
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increasing assessment feedback, (iv) having more on-going formative assessments, and
(v) increasing training and development of assessment designers. They also suggested
aligning assessments with standards and students’ abilities.
Participants recommended that test venues be improved. An instructional leader
from a large metropolitan institution stated, “There should be fewer examinees in each
test room.” [Phòng thi nên ít người hơn] (P18). An instructional leader from a central
metropolitan institution suggested, “There should be maximum 20 students in each test
room.” [Ví dụ liên quan đến việc tổ chức thi, chẳng hạn phòng thi chỉ nên tối đa 20 thí
sinh] (P21). One respondent expressed a concern about students cheating and noted that
“We have not yet been able to prevent students from copying other students’ papers.”
[Vẫn chưa ngăn chặn được tình trạng sinh viên quay cóp] (SR11).
The participants suggested that more variation of assessments be used. A junior
instructional leader from a provincial institution noted, “I would prefer lecturers to
apply more forms of assessment in each course.” [Em muốn mọi người sử dụng nhiều
hình thức đánh giá hơn cho mỗi môn học] (P03). A lecturer from another provincial
institution suggested that assessment forms should be changed with the help of new
technology. She noted,
We could change assessment content and form. There are computer testing rooms, which are
fully equipped. In some courses, for example, Translation, we could conduct tests on computers
with the help of headphones and speakers. Students can listen and immediately translate. We
could replace the current paper tests with computer-based tests. [Mình có thể thay đổi một chút
về nội dung kiểm tra hoặc thay đổi về phương thức kiểm tra. Ví dụ bây giờ mình có phòng máy
có hỗ trợ máy tính, hỗ trợ tai nghe. Như vậy nếu những môn như môn Dịch chẳng hạn cần thì có
thể cho các bài thi trên máy, cho sinh viên nghe xong có thời gian sẽ dịch ra luôn. Ví dụ trong
phiên dịch mình cho nghe rồi nói ra trực tiếp thay vì viết ra như bây giờ] (P06).

Another respondent suggested, “Essay writing should be applied as assessments in some
specific courses.” [Một số môn nên chuyển sang đánh giá bằng bài luận] (SR122).
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The participants recommended that there be more training for assessment
designers and more time devoted to assessment design tasks. An instructional leader
from a large metropolitan institution also suggested a need for invigilators to be better
trained (P21). A provincial institution’s instructional leader also suggested,
We should have a specific group to design assessments and then evaluate all assessments.
Assessment designers need to have a better understanding of weighting beween difficult and
easy assessment items, so that they can determine whether the tests are at too difficult or too
easy levels. [Đáng nhẽ phải có một bộ phận riêng làm việc đó và sau đó phải làm nghiên cứu.
Dĩ nhiên là chỉ xác suất thống kê bình thường thôi, nhưng họ sẽ cho câu trả lời là trong đề thi
này có bao nhiêu phần trăm học sinh có điểm ở mức này và có bây nhiêu phần trăm học sinh có
điểm ở mức kia. Để làm sao đó biết rằng cái để đó là ở mức quá dễ hay là quá khó] (P04).

Sharing this perception, a Vice-dean from a large institution noted,
There should be some staff specially responsible for designing assessments. They should be free
from other tasks or they may receive extra recognition. It takes time to design tests and there
should be a specific group to take on such difficult tasks. [Làm đề cứ phải có một nhóm chuyên
cơ. Ví dụ cử 3 người này chuyên thiết kế đề, được free khỏi tất cả các hoạt động của những
người khác, được giảm giờ dạy hoặc được chế độ gì đó. Vì làm đề rõ ràng là mất công hơn rất
nhiều thì lúc đấy phải có nhóm chuyên trách] (P07).

The participants recommended that students be provided with timely feedback. An
instructional leader from a large institution suggested,
We should allocate the beginning week of every semester to provide students with feedback for
their assessments in the previous semester. Lecturers should give detailed comments on students’
test results so that students can understand their strengths and weaknesses. However, it is
difficult because there are not sufficient available lecturers for this task. [Nên chăng nên dành
tuần đầu tiên của một kỳ, cô nào dạy Viết thì sẽ lấy bài kiểm tra viết của em đó ra nhận xét rằng
em đạt được thế này không được như thế này, nếu làm được như thế thì rất tốt, nhưng vì không
có nhân lực nên rất khó] (P07)

Another instructional leader from a large institution recommended, “We have
considered recording students’ Speaking tests’ performance as evidence for assessment
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feedback.” [Và bộ môn cũng đã tính đến chuyện thu âm các bài thi nói đó để làm bằng
chứng cho việc thí sinh có bài thi và có phần nhận xét] (P11).
The participants recommended aligning assessments with standards and
students’ abilities. A surveyed lecturer noted, “Because the students’ entry levels are
low, their assessment results do not meet expectations. It is necessary to balance
assessment requirements and learning outcomes.” [Trình độ của sinh viên do điểm đầu
vào thấp nên đôi khi chưa đạt được đến trình độ như mong muốn. Do vậy cần phải cân
đối giữa kiểm tra đánh giá và mực tiêu đào tạo] (SR117). Another respondent
suggested, “We should design tests that follow the required format, which align
curriculum and students’ learning abilities.” [Thiết kế đề thi đúng chuẩn, phù hợp với
chương trình đào tạo và năng lực học tập của sinh viên] (SR13).
7.4

Participants’ recommendations for improvement in pedagogy

As noted in Chapter 5, the participants reported many pedagogical challenges. These
included students’ low entry levels, mixed-ability classes, large classes, insufficient time
for teaching, and poorly equipped classrooms. Participants focused their suggestions on
improving pedagogy, because they perceived teaching as the most important skill in
ensuring students’ success (P24, P13, P28, and P26).
The participants suggested that teaching should not be pitched to MoET’s
“unachievable standards”, but to students’ abilities. They recommended matching
teaching to students’ abilities. One provincial lecturer noted, “Teaching is challenging
because students’ entry levels are low. Lecturers should apply pedagogical techniques
that fit students’abilities, to prevent them from dropping out of programs and to prepare
them to meet MoET’s standards.” [Hiện nay phương pháp cũng nan giải vì đầu vào
thấp nên các thầy cô phải có phương pháp như thế nào để dạy cho các em vừa học được
các em không nản để bỏ dở mà lại vẫn đáp ứng được yêu cầu chuẩn đầu ra] (P30).
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Another lecturer suggested, “Classroom instructions and activities should orient
students to the CEFR test formats so that they are prepared for graduation standards.”
[Hoạt động trên lớp hướng các em đến định dạng của chuẩn đầu ra theo CEFR] (P28).
This lecturer also emphasised, “Lecturers’ pedagogies should be based on assessment
approaches. Lecturers should evaluate if textbooks are based on standards or not.
Pedagogies should also be based on learning outcomes.” [Phương pháp giảng dạy cũng
phải theo định hướng của kỳ thi, kiểm tra đánh giá cũng vậy. Phương pháp giảng dạy
phải nhìn lại xem giáo trình có phù hợp hay không, và phương pháp giảng dạy phải
bám sát mục tiêu đào tạo] (P28).
Participants saw the need to improve lecturers’ pedagogical content knowledge
and skills. A junior lecturer from a large institution suggested that quality of the
lecturers was the most important factor to improve teaching and learning. This lecturer
also added, “Lecturers should differentiate instruction and work to motivate students.”
[Nên mình phải sát với level của các em thì dễ để motivate sinh viên] (P24). A
metropolitan institution’s Dean emphasised, “Lecturers’ pedagogy decides the
curriculum’s success. However, lecturers’ knowledge and skills vary, and their
enthusiasm varies from one to another.” [Còn chương trình đào tạo có thành công hay
không còn do người thực hiện nữa (lecturers), mà đội ngũ lecturers có thể không đồng
đều về chuyên môn và về trách nhiệm của mỗi người (có người làm việc tích cực có
người không] (P26).
The participants recommended lecturers take part in a variety of professional
development activities. A respondent suggested, “Lecturers should participate in free
online courses run by the US universities.” [Tham gia các khóa học online do các
trường ở Mỹ tổ chức miễn phí, ví dụ webinar] (SR136). Sharing that perception, a
respondent noted,
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I personally find it necessary to apply more advances in information technology. The widespread
development of social networks in teaching to meet the needs and styles of learners in the
acquisition of EFL, as well as to help ELLs prepare well to deal with new challenges in their
teaching profession (when Internet and public technology have grown rapidly). As a result, a
major challenge is how to help ELTE students transform knowledge, attitudes, and practices to
manage and apply information technology in the development of foreign language skills and
professional skills. If not successful, institutional curricula will lag behind the times locally and
internationally. [Bản thân tôi nhận thấy cần sử dụng hiệu quả hơn các tiến bộ kĩ thuật, đặc biệt
là tiến bộ về công nghệ thông tin, sự phát triển rộng rãi của các mạng xã hội vào dạy học nhằm
đáp ứng tốt nhu cầu và style của người học trong quá trình thụ đắc tiếng Anh như một ngoại
ngữ, cũng như giúp sinh viên sư phạm tiếng Anh chuẩn bị tốt để đứng vững trước những thách
thức mới trong sự/nghề nghiệp dạy học của họ (khi Internet và các công nghệ phát triển với tốc
độ nhanh chóng và phạm vi rộng lớn chưa từng thấy). Bên cạnh đó và cũng xuất phát từ đó, một
thách thức lớn là làm thế nào để thay đổi, chuyển biến nhận thức, thái độ và cách thức quản lý,
vận dụng công nghệ thông tin trong phát triển năng lực ngoại ngữ, chuyên môn nghiệp vụ cho
sinh viên Sư phạm Tiếng Anh - trong đại bộ phận các cán bộ quản lý giáo dục tại các cơ sở đào
tạo chuyên ngữ, các trường phổ thông, phụ huynh học sinh, v.v... Nếu không thay đổi được,
chương trình, giáo trình, v.v…của nhà trường sẽ bị tụt hậu so với thời đại và quốc tế, khu vực]
(SR167).

Participants felt professional development should be more widely available and that
professional development should promote innovative teaching. As one Vice-dean from a
provincial institution stated, “My faculty lecturers have applied innovative activities to
engage students; however, only a small number of students can be involved. We should
make it more widely available so that more students can get benefit from those
activities.” [Khoa cũng có những cái innovations cũng hay, phương pháp giảng dạy ấy,
nhưng nó chỉ dừng lại ở chỗ các thầy cô làm pilot thôi cái hay là phải làm đồng bộ ra.
Đây là một mô hình hay đáng lẽ phải nhân rộng ra trong toàn bộ giáo viên thì tất cả
các em mới được thụ hưởng chứ đây chỉ làm pilot thì không được nhiều em] (P02).
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Other participants recommended individualising instruction (n = 12). As a
respondent suggested, “Lecturers should observe and understand clearly all individuals
in class and lecturers should also be ready to change pedagogies if necessary. It should
be necessary for lecturers to actively improve their teaching practice for specific
learners.” [Chú ý theo sát tình hình lớp và sẵn sàng thay đổi phương pháp hướng dẫn
khi cần thiết. Chủ động cải thiện phương thức giảng dạy tùy theo đối tượng sinh viên
trong từng lớp] (SR165). Another respondent also suggested, “Lecturers should use
multiple teaching methodologies to integrate practice and theory.” [Sử dụng các phương
pháp giảng dạy khác nhau để lồng ghép thực hành trong giảng dạy lý thuyết] (SR149).
To improve pedagogies in mixed-ability classes, many respondents recommended
designing group work activities to fit students’ abilities (SR91, SR90, SR104, and
SR112).
Some lecturers recommended improving teacher-student rapport and
encouraging all students. My respondent suggested, “It is important for lecturers to
encourage students to understand the connection between effort and success.” [Luôn
động viên khuyến khích sinh viên nhận ra mối liên hệ giữa nỗ lực và thành công]
(SR142). Some respondents suggested persuading students’ self-monitored studying
(SR81 and SR142). The respondents also recommended encouraging students through
provision of timely feedback (SR151 and SR142).
The participants suggested that group work and peer support were effective
means to improve learning. They recommended that students work in groups on
assigned homework and projects (n =16). Some lecturers suggested students work in
pairs, to provide feedback for each other’s work (SR139, SR115, SR112, and SR165).
The respondents also recommended providing lower ability students with additional
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reading materials (SR33 and SR111). Some lecturers recommended closer monitoring
of group work (SR74 and SR70).
The participants recommended promoting lecturers’ autonomy. They believed
that if they were allowed to exercise professional judgement over what curriculum to
teach, their students would have more time to practice (SR54 and SR53). Another
respondent suggested, “Lecturers should vary curriculum content to match particular
classes.” [Tự phân bổ lại trong quá trình dạy. Miễn sao đáp ứng được yêu cầu của
chương trình] (SR19). Similarly, another respondent recommended, “No single
curriculum can match all students. Lecturers should redesign classes to fit their students’
abilities.” [Một chương trình học không phải lúc nào cũng áp dụng được cho các lớp,
các khoá khác nhau nên giáo viên cần nhanh nhạy và kịp thời điều chỉnh] (SR66). One
respondent noted, “Lecturers need to change course content every week to match
students’ levels in each group.” [Giáo viên phải điều chỉnh nội dung môn học trong mỗi
tuần để phù hợp với từng nhóm sinh viên] (SR118). The respondents suggested that
lecturers should be more flexible in choosing materials and pedagogies (SR43). Another
lecturer suggested designing teaching materials instead of using those supplied (SR02).
Participants also suggested the need for providing students with additional
online materials. They recommended lecturers train students on how to do online
searches (SR03 and SR88). In addition, they suggested that lecturers should provide
students with materials that are more suited to their abilities (SR93 and SR24).
Lecturers suggested introducing innovative teaching methodologies and
promoting students abilities to apply IT (n = 6). Some lecturers suggested asking
students to video-record their teaching practice and upload them to You-tube to share
these recordings so other students can watch and give feedback (SR36 and SR37). In
addition, a lecturer recommended, “Teachers should collect more authentic examples [of
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English communication] in Task-based and Project-based learning.” [Giáo viên thu thập
nhiều ví dụ có tính thực tiễn sát với hoạt động giao tiếp của sinh viên Thực hiện vận
dụng phương pháp Task-based, project-based để sinh viên có động cơ học tập] (SR16).
7.5

Participants’ recommendations for improvement in alignment of ELTE key

levers
As presented in previous chapters, the participants expressed many concerns about their
curriculum, pedagogies, assessments, outcomes, and standards. In this section, I report
their suggestions for better alignment of these five key educational levers in the ELTE
programs. Most participants perceived that learners, lecturers and teaching materials
contribute to the curriculum’s success, and these elements should be reconsidered. They
also suggested that only students who met the mandatory English language proficiency
entry level should be able to enrol in their ELTE programs. They recommended a
reduction of the lecturers’ workload so that they can invest more time in their teaching
and professional development. The participants also recommended revising curriculum
and outcomes based on the national standards, and improving teaching materials.
The participants suggested that the roles of learners affected the alignment of
curricula, pedagogies, assessments, outcomes, and standards (P02, P03, and P16). A
Vice-dean of a provincial institution suggested that students should be motivated and be
taught well (P02). In addition, she suggested, “Learners are very important although
lecturers’ efforts are also important. Learners determine their own progress.” [Yếu tố
người học rất là quan trọng. Khiêm tốn mà nói thì tôi đang được 50% nhưng thực ra
các thầy cô đang nỗ lực có thể đến 70% nhưng cái quyết định kết quả của mình lại rơi
vào phía sinh viên chứ không chỉ hoàn toàn từ phía giáo viên] (P02). She suggested that
lecturers should provide students with more support, diversify instruction, and
personalise students’ learning to help them achieve expected outcomes. The participants
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recommended that students become more involved in lessons because poor ability
students are often passive learners (P03 and P16).
The participants recommended that only students who met the mandatory
minimum English language proficiency entry level be able to enrol in ELTE programs.
An instructional leader from a provincial institution suggested, “The minimum English
entry level should be at least 5 out of 10.” [Nếu thắt được đầu vào tiếng Anh điều kiện
tối thiểu là 5](P03). She explained, “If the students’ entry levels are fixed, it will be
easier for them to meet the ELP graduation requirements.” [Nếu mình thắt được đầu vào
thì em nghĩ là việc tiến đến chuẩn đầu ra sẽ dễ dàng hơn]. In addition, one instructional
leader from a central metropolitan institution suggested students be tested every year,
and be required to pass (P18).
Lecturers and instructional leaders suggested that pedagogy should be improved
(P10, P14, and P15). A Vice-dean of a metropolitan institution noted,
all ELTE program elements should be reconsidered but lecturers and their pedagogy are the most
important. Lecturers are not qualified. They should be retrained and get more professional
development, although they are making a lot of effort (P14) [Có lẽ phải tất cả các yếu tố, đội
ngữ giáo viên, phương pháp giảng dạy là yếu tố quan trọng nhất. Chưa thực sự là qualified đâu.
Cũng cần phải đào tạo lại, phải bồi dưỡng. Có điều không phải là cảm nhận của chị mà mình
quan sát thì giáo viên khoa Sư phạm Tiếng Anh của trường mình rất nỗ lực, cố gắng trong từng
giờ dạy] (P14).

The participants also suggested that the kinds of teaching vary in ELT classrooms. An
instructional leader from a large institution noted, “Although our lecturers have agreed
teaching methods, no one can ensure that that they all enact them.” [Trên lý thuyết mình
đã thống nhất toàn khoa cách làm nhưng thực tế người ta có làm thế hay không, họ có
thống nhất với nhau hay không thì mình không thể quản lý 100% được] (P10).
The participants recommended reducing lecturers’ workload. A vice-director
from a central metropolitan institution emphasised that their institutional lecturers
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taught many classes. He suggested, “In order to help students to meet graduation
standards, lecturers should be given more time to prepare and less teaching.” [Về
phương pháp giảng dạy đối với giáo viên thì chỉ cho họ một ít thời gian, giảm cường độ
lao động thì chắc chắn sẽ đáp ứng được yêu cầu về đào tạo. Giáo viên đang phải gánh
quá nhiều lớp. Họ cần phải có đủ quỹ thời gian] (P15).
The participants recommended redesigning curriculum based on outcomes and
national standards (P15 and P22). A vice-director from a metropolitan institution
highlighted, “We should make curriculum match outcomes based on MoET’s
standards.” [Vẫn là giữa chương trình đào tạo phải phù hợp mục tiêu đào tạo và bám
sát chuẩn đầu ra] (P15). Another instructional leader provided an example of
challenges if curriculum was not based on standards,
If the institution applies VSTEP for students’ ELP assessments, the curriculum must be
redesigned because we cannot teach CEFR when we ask students to take VSTEP exams. We
currently cannot change curriculum, but students need to take VSTEP soon. We have to organise
both CEFR and VSTEP for graduates. [VSTEP thì phải xây dựng lại khung chương trình vì mình
không thể dạy theo CEFR và cho sinh viên thi VSTEP. Bây giờ chương trình đào tạo thì chưa
xây dựng lại nhưng sinh viên sắp tới lại phải cho thi theo VSTEP. Bây giờ chương trình chưa
thay đổi nên nhà trường phải tổ chức song song hai kỳ thi để được chấp nhận ra trường thôi]
(P22).

Lecturers and instructional leaders suggested improving teaching materials. One Vicedean from a provincial institution emphasised, “I would like to recommend improving
students’ learning material resources and the ways to access those materials.” [Cái tôi
muốn bổ sung là nguồn tài liệu học tập của sinh viên, giáo trình nào, khai thức như thế
nào, truy cập như thế nào, nguồn tài liệu phong phú như thế nào] (P31). Sharing this
perception, another lecturer with over 20 years experience noted the challenges and
importance of improving textbooks and supplementary teaching materials (P22).
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The participants recommended allocating more credit hours to professional
practice. As noted in Chapter 5, many lecturers and instructional leaders complained
that limitations of class time prevented them from completing courses and finishing the
program, which made it difficult for students to achieve learning outcomes. The
participants suggested providing students with extra time to practice in class (P17).
Sharing this perception, an instructional leader recommended reducing the number of
foundation courses so that more time could be allocated to language proficiency (P31).
The participants recommended that other stakeholders be responsible for
preparing students to meet MoET’s standards. For example, an experienced lecturer
from a large central institution noted, “We cannot provide students all the necessary
knowledge or skills, because I think, preparing students to meet the standards is not only
the lecturers’ responsibility, but also other social stakeholders’ [parents, employers, nongovernment oganisations].” [Sinh viên còn thiếu nhiều thứ mà mình muốn dạy nó mình
cũng thấy là chưa đủ bởi vì mình nghĩ cái đó không chỉ là trách nhiệm của giáo viên mà
còn của các stakeholders trong xã hội nữa] (P17).
In summary, the participants offered a variety of suggestions to make ELTE
program elements better aligned with each other. They highlighted the roles of lecturers,
learners, and teaching materials. They also recommended revising curriculum based on
outcomes and standards with more time allocated to professional practice. The roles and
responsibility of the lecturers were stressed, with the recommendations of improving
their pedagogy and professional development. The participants also suggested that other
curriculum stakeholders, not only lecturers and students, should be involved in the tasks
of preparing students to meet institutional outcomes, national standards, and social
expectations.

261

INSTITUTIONAL POLICY AND ENACTMENTS OF ASSESSMENT AND PEDAGOGY

7.6

Chapter summary

This chapter has followed on from my discussion in Chapter 6 of the participating ELTE
institutions, focusing on assessments and pedagogy. My investigation of institutional
assessments suggested a weak alignment of assessments with course objectives and
program outcomes. Their cognitive demands and Depth of Knowledge were lower than
their program outcomes and course objectives. The assessed knowledge dimensions
were more concrete than what was required. The assessed skills were also more
concrete than course and program requirements.
My exploration of institutional pedagogical policy suggested that there was
minimal pragmatic guidance and instruction. Most institutions paid attention to
curriculum and outcome policy rather than providing guidance for implementation. Few
institutions had policy related to classroom instruction and pedagogical approaches.
In this chapter, I have also reported on the participants’ suggestions to improve
assessments so they are better aligned with institutional programs. The most common
suggestions were (i) training qualified assessment designers, (ii) improving test venues,
(iii) varying assessment forms, (iv) aligning assessments with standards and students’
abilities, and (v) and providing students with detailed and timely feedback.
I have also reported on the participants’ recommendations to improve pedagogy.
All the participants’ recommendations focused on improving lecturers’ pedagogical
content knowledge and skills, increasing professional development, paying more
attention to students’ learning and improving lecturer rapport with students, and
improving and increasing the availability of a variety of teaching materials.
The alignment of curricula, pedagogies, assessments, outcomes, and standards
may also be improved through motivating and supporting students to become more
active learners and encourage them through personalising instruction. The participants
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also suggested improving pedagogy and reducing lecturers’ workload. They
recommended re-designing curriculum with regard to institutional outcomes and
MoET’s standards, allocating more credit hours to professional practice, and applying
the mandatory ELP entry level. Further, they recommended engaging other social
stakeholders in preparing students to meet national graduation standards.
In the next chapter, I will synthesise my findings with regard to MoET’s
graduation standards, institutional policy goals, the enactment of the institutional
curriculum, pedagogies, and assessments. In synthesising my findings, I will address my
research questions. I will present a discussion of implications for policy makers, ELTE
institutions, lecturers, and learners. I will also make recommendations to improve the
alignment of curricula, pedagogies, assessments, outcomes, and standards within
Vietnamese ELTE programs.
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Chapter 8:

DISCUSSION, LIMITATIONS, RECOMMENDATIONS, AND
CONCLUSIONS

8.1 Overview of the study
My study investigated the alignment between curricula, pedagogies, assessments, and
outcomes of English Language Teacher Education (ELTE) programs and standards
required by MOET and, more broadly, demanded by Vietnam’s evolving socioeconomic context. I reviewed literature related to theorising and evaluating all these
ELT key levers across ENL, ESL, and EFL countries, including Vietnam. I also outlined
the debate and conceptual frameworks for the alignment within teacher education
programs across countries (See Chapter 2). I employed a mixed-method approach in my
study (See Chapter 3). I examined policies regarding ELTE graduation standards,
outcomes, assessments, curriculum, and pedagogies at governmental, ministerial,
institutional, and faculty levels. I also investigated ELTE administrators’, instructional
leaders’, and lecturers’ perceptions of their current curriculum, pedagogies, assessments,
outcomes, and the alignment of these elements with each other and with MoET’s
graduate standards. My investigation of both policy and practice across different levels
of ELTE programs has answered my core research question “Within Vietnamese English
Language Teaching Education, to what extent are institutional curricula, pedagogies,
assessments, and outcomes aligned with MoET’s standards?”
I employed three data collection instruments and three frames for data analysis
(policy documents, survey, and interviews) in my study. I collected and analysed 13
governmental and MoET documents, 4 VSTEP sample tests, and 44 institutional
documents closely related to my study. I surveyed all lecturers and instructional leaders
at 11 ELTE institutions across major regions of Vietnam, and I obtained 171 survey
responses. I interviewed 33 instructional leaders and lecturers from these 11 institutions;
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three interviewees at each institution (See Section 3.3). My data sources helped me to
obtain deeper understandings of ELTE policy implementation complexities at different
levels (Smit, 2003), and helped me to understand the implications of the policy on
practice, including whether there were any gaps in its implementation.
I employed document comparisons, survey analysis, and interview analysis. I
used five major domains of MoET’s standards and guidance for application across all
institutions (Directive No.2196/BGDĐT-GDDH, 2010), Peacock’s curriculum
evaluation framework (Peacock, 2009), and a combination of pedagogical frameworks
based on NSW Principles of Pedagogy (2016), Quality teaching in NSW public schools
(2003), and New Zealand Curriculum (2007) in my data analysis (See Section 3.4.4). I
used Survey Monkey gold version and IBM SPSS Statistics 24 to analyse the
quantitative survey data, which provided me with percentages of agreement and
disagreement responses in the survey items, and the averages and means of the surveyed
items. I conducted frequency counts to examine the alignment between curriculum,
pedagogies, assessments, outcomes, and MoET’s standards. I adapted Brenner’s
analysis framework (Brenner, 2006) to analyse interview data. I coded my interview
data manually and with the assistance of NVIVO 11.
My data analysis was an iterative and recursive process, which combined
documents, survey, and interview data analysis to help me organise my findings
systematically and logically (See Section 3.4). My policy, survey, and interview analysis
helped me evaluate whether policy documents were interpreted well at the institutional
level. My analysis then helped me to investigate the alignment between and among
ELTE institutional curriculum, pedagogies, assessments, outcomes, and MoET’s
standards.
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This chapter summarises my study by discussing the extent to which the central
research question was addressed. My study indicates that there are points of strong and
weak alignment between and among curriculum, pedagogies, assessments, outcomes,
and MoET’s standards (See Chapter 4). A variety of concerns related to these key levers
within Vietnamese ELTE institutions are raised by my findings (See Chapters 5, 6, and
7). The strengths and limitations of my study are presented in Section 8.2. Sections 8.3
and 8.4 of this chapter present my general conclusion. In Section 8.5, I propose
recommendations for improvement of ELTE curriculum, pedagogies, assessments, and
outcomes. I also make recommendations for improving the alignment of key
educational levers with MoET’s graduate standards. In Section 8.6, I present practical
implications for policy makers, curriculum designers, administrators, lecturers, and
students to reduce the gap between policy and practice, and to improve important
elements of ELTE programs. My suggestions for future research to better align the
Vietnamese ELTE system concludes my study (Section 8.7).
8.2 Strengths and limitations
My study contributes to an under-researched area of Vietnamese ELTE. Few previous
studies have systematically investigated the alignment of policy with practice in this
area. I collected a broad and significant data sample, which builds confidence in my
study. However, some unavoidable limitations arose during my data collection process.
I was not permitted to access some institutional assessments (See Section
3.3.3.2). Vietnamese institutional culture is not familiar with sharing what are perceived
as proprietary materials. I did not collect on-going formative assessments. If I had
collected these types of assessments, they would have been useful in analysing the
alignment between assessments and standards of dispositions and soft-skills, because
these standards are not evaluated in the final term tests. Collecting these types of
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assessments is difficult because they are ubiquitous and often conducted orally. Ongoing formative assessments are types of classroom practice that are difficult to capture.
Difficulties in gaining access to some governmental documents limited my data
collection. Some desirable documents are only available for MoET’s staff. Some
documents existed only in draft format even though it was some years since they were
published unofficially. I was not granted permission to use them in my study.
I studied lecturers’ and instructional leaders’ perceptions of their current
pedagogies and challenges in enacting ELTE curriculum. I did not observe classroom
practice, which could have provided me with greater insight into the classroom practice
(Waxman, 2013). The possibility of observing sufficient classroom practice was
unworkable because I chose to study ELTE curriculum alignment broadly across
Vietnam. In addition, it may have been difficult to gain ELTE lecturers’ permission to
observe their classroom practice.
Despite these limitations, I obtained a broad sample of data. I collected and
accessed the relevant and recent Vietnamese government, MoET, ELTE institutional,
and faculty documents. I obtained 171 survey responses and I conducted interviews
with 33 participants, who were lecturers, instructional leaders, and administrators from
these 11 institutions. I tried to provide a complete and accurate translation of my
transcripts.
A potential strength of my study is the variety of analytical frameworks and
broad sample of my data. In order to investigate the alignment of curricula, pedagogies,
and assessments with Vietnamese national standards and institutional outcomes, I
employed MoET’s ELTE standard domains. I adapted Peacock’s curriculum evaluation
framework to explore ELTE curriculum strengths and weaknesses. I used NSW
Principles of Pedagogy (2016) framework, Quality teaching in NSW public schools
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(2003), and New Zealand Curriculum (2007) to investigate pedagogy effectiveness. I
have attempted to deepen my analysis by using the six categories from the Revised
Bloom’s Taxonomy and the Webb’s Depth of Knowledge levels for social studies
framework. These frameworks helped me explore the alignment between assessments
and standards in terms of their knowledge dimensions and cognitive demands (See
Section 3.4.4 Analytical Framework). I have sampled as broadly as possible and thus I
feel confident in the conclusions I have drawn.
8.3 Major findings and discussion
Previous chapters presented my data analysis findings. Chapter 4 provided the
participants’ concern about MoET’s unachievable ELP standards with their institutional
outcomes. Chapter 4 focused on reporting the participating lecturers’ and instructional
leaders’ perceptions of the alignment between curriculum, pedagogies, assessments,
outcomes, and standards within their ELTE programs. Chapter 5 reported the issues and
problems of ELTE programs perceived by the participants. Chapter 6 and 7 presented
the documents analysis findings. These two chapters provided a detail description of
policy and enactment related to curriculum, outcomes, assessments, and pedagogies
across the participating institutions.
My findings suggest that there was strong alignment of curriculum with
foundation, English language, and pedagogical knowledge standards. There was also a
strong alignment between curriculum and MoET’s dispositional standards. However,
there was a weak alignment across assessments, outcomes, and learning capacity
standards, in terms of both content and form. There was a weak alignment of curriculum
with MoET’s research, soft, IT, and social integration skills standards.
My findings also indicate that the participants had many concerns about ELTE
programs. The participants reported that their institutional assessment outcome
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requirements were unclear. Institutional outcomes poorly identified research skills
requirements. Reported institutional outcomes did not meet either their or MoET’s
standards. Institutions had poorly equipped testing systems, unqualified assessment
designers, time constraints, and institutional assessment weighing issues. The
participants perceived that their ELTE curriculum favoured theory over practice. The
studied curriculum did not provide students with sufficient knowledge or skills as
required by MoET. Lecturers and instructional leaders believed they taught well;
however, they identified many pedagogical challenges, such as students’ low entry
levels, large classes, poor teaching conditions, limited resources, and insufficient time to
cover an overburdened curriculum.
In this section, I highlight my reading of MoET’s ELTE graduation standards
and institutional outcomes. I then present my analysis of the participating institutions’
assessments, curriculum, and pedagogies. I focus on my overarching conclusions with
regard to strong and weak alignment between and among the five key educational
levers: standards, outcomes, assessments, curriculum, and pedagogies. I conclude this
section by suggesting that the tool I developed to evaluate alignment could be useful to
other researchers.
8.3.1

Standards.

MoET’s English language proficiency (ELP) standards - Level 5 of CEFR or of VSTEP
- were higher than the participating institutions’ reported outcomes and their students’
attainment. Participating lecturers perceived that MoET’s standards were unachievable.
Their students could not meet MoET’s ELP standards. This finding confirms previous
Vietnamese research that Vietnamese students’ English language competence is low (M.
H. Do & Do, 2014; M. H. Nguyen, 2013) and the National Foreign Language Project
2020 has failed to achieve its goals (Dân trí, 2017 January 29; V. C. Le & Nguyen,
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2017; Người Lao Động, 2017 May 07). On average, the participants perceived that 57%
of their students failed to attain the C1 level standards.
The participating ELTE programs focused on raising their students’ ELP
standards at the exclusion of others (See Section 4.1.2). Only focusing on ELP standards
does not provide a solid foundation for English language learning, which should include
knowledge, skills, and dispositions (Chong & Cheah, 2009; Freeman & Johnson, 1998;
Menken & Antunez, 2001; Richards, 2010; Villegas, 2007). In addition to English,
student teachers also need knowledge of other subjects (Zhang, 2015) (See Section
2.1.3.1). Although some instructional leaders stressed the need to develop teaching
practices, ELP standards were perceived as more important, to the exclusion of other
MoET’s standards domains (e.g. pedagogical knowledge or skills, soft-skills,
dispositions, employability, and life-long learning ability) (Circular No.07/2015/TTBGD DT, 2015). The ELTE programs I studied did not respond to all the Vietnamese
education development requirements.
The “knowledge of the core subject” does not guarantee that you will become a
good teacher (Yates & Muchisky, 2003, p. 145). Pedagogy and pedagogical content
knowledge are important as well (Menken & Antunez, 2001), because not everyone who
can speak English can teach it (Richards, 2010, p. 23). In language teaching, the most
important is the teaching, not the language (Johnston & Goettsch, 2000). High
pedagogical standards are necessary in quality EFL teacher education (Bunch, 2013;
Kuhlman & Knezevic, 2013). In addition, all teacher education students should be lifelong learners (Darling-Hammond & Bransford, 2005; New Zealand Ministry of
Education, 2007). However, because of the participating institutions’ focus on MoET’s
ELP standards, graduates were insufficiently prepared with pedagogical knowledge and
skills, crucial to their future success as teachers.

270

DISCUSSION, LIMITATIONS, RECOMMENDATIONS, AND CONCLUSIONS

Provincial and metropolitan institutions differed in their perception of MoET’s
ELP standards. Provincial lecturers and instructional leaders hoped that MoET would
lower ELP standards so that their students could be successful. However, those from
large metropolitan institutions believed that the attainment of the C1 level was
reasonable and not overly high. One possible explanation was that the provincial ELP
cohort had a lower entry score than the metropolitan counterpart. That was putting an
extra burden on provincial institutions to achieve MoET’s ELP standards (See Section
4.1.1). Standardisation without taking into account the difference in teaching and
learning contexts is problematic (V. C. Le & Nguyen, 2017).
8.3.2

Outcomes.

MoET outlined key domains requirements (Directive No.2196/BGDĐT-GDDH, 2010)
which were not identified in program outcomes. Institutions identified English
language, pedagogical, dispositional, and employability requirements as important
outcomes. However, they did not clarify assessment or research skills requirements
(Báo Thừa Thiên Huế, 2015 April 09). Internationally ELT educational best practice
suggests that outcome requirements should be clearly clarified (Duncan, 2012).
The ELTE institutional reported outcomes have not met their expectations. Few
graduates have met the ELP requirements. Previous Vietnamese studies have confirmed
ELTE graduates’ failure to meet national standards (D. K. Nguyen & Phan, 2016; V. N.
Nguyen & Mai, 2015; T. L. Tran et al., 2014). Students’ lack of ELP attainment was
stated in evaluation reports of the National Foreign Languages Project 2020 (Dân trí,
2017 January 29; Người Lao Động, 2017 May 07). Vietnamese institutions have been
challenged in assisting students who entered programs with below B1 to attain the C1
level at graduation (M. H. Nguyen, 2013). The majority of university students and
graduates’ English competency has been disappointing (T. T. Tran, 2013a). Students’
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failure to meet MoET’s standards constrains graduates seeking employment which
requires proficiency in English (Bui, Nguyen, & Nguyen, 2018).
8.3.3

Assessments.

Lecturers and instructional leaders emphasised the challenges of assessing students in
poorly-equipped venues. They also reported on concerns about unqualified assessment
designers. These issues affected the quality of assessment and students’ achievement in
the ELTE programs. In addition, participants also reported that assessments were poorly
weighted, not standardised or graded, constrained by time, and rarely provided
sufficient feedback to students. My reading of the VSTEP tests suggested that
institutions’ assessment did not match the MoET’s sample tests. Institutional
assessments were more concrete than specified in their learning outcomes at both the
course and program levels. Assessed cognitive demands and Depth of Knowledge were
lower than course objectives and program outcomes (See Section 7.1).
My study conclusion confirms earlier Vietnamese and international research in
assessments. The forms of ELTE institutional assessments may evaluate students’
learning poorly and they may appear not to be aligned to pedagogies or curriculum.
Vietnamese higher education primarily focuses on evaluating the teaching and learning
content, rather than evaluating students’ skills or attributes (T. L. Tran et al., 2014).
Good quality assessment presents students with opportunities to show the extent of their
knowledge and achievement (ACT Government Education, 2016; Black & Wiliam,
2009; Boud & Dochy, 2010; Jabbarifar, 2009) (See Section 2.1.2). Effective assessments
must link and reflect the outcomes (NSW Department of Education, 2008). Limited
variety and flexibility of assessment forms affect Vietnamese higher education learning
(T. L. Tran et al., 2014). Time limitation and large class sizes constrain assessment,
primarily through a lack of feedback to students (Broadbent, Panadero, & Boud, 2018;
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T. H. T. Nguyen, 2013; Trinh & Mai, 2018). Constraints in time and class size are
crucial factors that lecturers should consider when selecting assessment methods (T. H.
T. Nguyen, 2013).
8.3.4

Curriculum.

ELTE lecturers were confident that their curriculum provided students with foundation
and English language knowledge. In contrast, they expressed concern about English
communication, research, testing and assessment, and soft-skills. My policy analysis
also suggested that ELTE programs provided a large number of ELP and pedagogical
courses; however, they did not offer sufficient courses in research, assessment, or softskills. My study conclusion is confirmed by other Vietnamese studies. There is a lack of
skills development in the Vietnamese tertiary curriculum (Bodewig, BadianiMagnusson, Macdonad, Newhouse, & Rutkowski, 2014; L. H. N. Tran, 2018; T. T.
Tran, 2013b). The language policy in Vietnamese education demonstrates a close
alignment to its socio-political frameworks (Lam & Albright, 2018, p. 1). The
Vietnamese tertiary program reserves approximately 30% for foundation knowledge
courses, such as Philosophy, History of Vietnamese Communist Party, and Physical
Education; in contrast, much less curriculum weighting is given to communication and
research, each of which accounted for only 2.9% of the total credits (M. H. Nguyen,
2013). ELTE curriculum may not cover all MoET’s required contents (Circular
No.04/2016/TT-BGDĐT, 2016; Circular No.07/2015/TT-BGD DT, 2015). The poor
curriculum weighting does not demonstrate good practice such as that which is
recommended practice in ELT education internationally (Darling-Hammond &
Bransford, 2005; Freeman & Johnson, 1998; Peacock, 2009).
My policy analysis suggested that ELP courses made up the highest percentage
of the total credits in the current ELTE program; however, the interviewees perceived
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that there was insufficient time allocated to ELP practice. There are some explanations
for this difference. One might be that sufficient credit hours were allocated to ELP
courses but they were overly theoretical. Another is that because students’ ELP was
poor, more time was needed to help such students achieve reasonable standards. These
findings confirm previous research that ELTE programs place a great emphasis on
developing students’ English language competence (T. Q. L. Mai & Pham, 2018; M. H.
Nguyen, 2013). These programs contribute much time to ELP development because of
students’ poor ELP abilities (V. C. Le, 2002). ELT programs also place too much
emphasis on theory (Freeman & Johnson, 1998; Peacock, 2009; T. L. Tran et al., 2014).
In developing countries, both curriculum (Westbrook et al., 2013) and pedagogies
(Coskun & Daloglu, 2010) are overly theoretical and distanced from the school context.
Curriculum content elements were not balanced. The current curriculum had a
high percentage of course-work devoted to socio-political education, which has been
confirmed by other studies. Vietnamese tertiary curriculum is considered unique in that
up to 25% of the curriculum is devoted to compulsory coursework laden with political
indoctrination (Vallely & Wilkinson, 2008). In my study, the foundation knowledge
courses made up at least one third of the total program, which resulted in inadequate
time for professional practice in any major courses. A high quality curriculum offers
sufficient and balanced time allocation for each course or learning area for students to
develop knowledge, skills, and values (Menken & Antunez, 2001; Seufert et al., 2005;
Stabback, 2016, p. 22). The Vietnamese higher education curriculum tends to focus
largely on equipping students with theoretical and scholastic knowledge (T. L. Tran et
al., 2014).
My study suggests that ELTE programs offered minimal time for professional
experience which other research has also noted. Limited credit hours allocated to
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students’ teaching practicum inhibited them from obtaining adequate opportunities to
develop their pedagogical skills. Inadequate professional experience may contribute to
the fact that graduates have limited opportunity to develop their understanding about
high school teaching (M. H. Nguyen, 2013). ELTE programs must prepare graduates for
professional experience by making them familiar with teaching theories and practices.
Teaching practice is a valued and necessary part of a teacher education program
(Gholami & Qurbanzada, 2016; Menken & Antunez, 2001; Westbrook et al., 2013;
Yildiz et al., 2016). Students are ill-prepared for professional experiences if they are
sent to high school too late in the program or only for a short time (Darling-Hammond
& Bransford, 2005). In tertiary education programs, although students conduct
microteaching with other students, it is dissimilar to high school teaching. In the second
language teacher education programs, “making connections between campus-based and
school-based learning is often problematic; and the pre-service teachers often perceive a
gap between theoretical course work offered on campus and the practical school-based
components” (Richards, 2008, p. 7).
8.3.5

Pedagogy.

The participants perceived that they taught well and they were confident that they
created safe and engaging learning environments. Students were exposed to learnercentred approaches and they were offered opportunities to give opinions. This finding
confirms a previous study which reported that Vietnamese educators, over the last
decades, have been dedicated to improving student-centred approaches and see these
approaches as an important educational reform (T. H. T. Pham, 2010). In addition, the
participants in my study believed that they encouraged students to see the connection
between effort and success. They applied various teaching strategies to promote
students’ learning and thinking. They paid attention to students’ individual learning

275

DISCUSSION, LIMITATIONS, RECOMMENDATIONS, AND CONCLUSIONS

styles. They believed that lecturers’ teaching strategies offered flexibility in responding
to students’ needs. These findings are consistent with an earlier study which reported
that Vietnamese lecturers have applied different language teaching theories, approaches,
and methods to enhance tertiary level ELT in Vietnam (T. T. Tran, 2013a). In my study,
the participants were confident in encouraging students to develop creative and problem
solving skills. In addition, they felt that they were able and responsible in presenting
teaching and learning as inquiry. These perceptions support other scholars’
recommendations for effective pedagogies (Nelson et al., 2015; New Zealand Ministry
of Education, 2007; NSW Department of Education, 2003, 2016; Plasschaert et al.,
2007).
The participants reported challenges in teaching students with low ELP in large
classes. This finding is similar to an earlier study which reported that current language
teaching practices have not implemented successfully MoET’s standards for enhancing
students’ language competence (T. T. Tran, 2013a). Similar studies have found that
students’ low English language competence is the most serious obstacle in Vietnamese
English language teaching (M. H. Nguyen, 2013; T. H. T. Pham, 2011; Phan, 2017; T. T.
T. Phan, 2015) and that large classes affect and threaten to undermine pedagogical
quality (Broadbent et al., 2018). Other studies have found that large classes are one of
the key reasons which prevents the implementation of teamwork in Vietnamese
classrooms (T. H. T. Pham, 2010). These studies suggested that large classes constrain
lecturers in employing engaging pedagogical methods and prevent them from providing
appropriate language practice activities (Trinh & Mai, 2018). Further, teaching in a large
and mixed-ability class negates all lecturers’ efforts to try to teach new methods (T. T.
Tran, 2013a). In developing countries like Vietnam, large and mixed-ability classes
constrain tertiary education (V. C. Le, 2002; V. C. Le & Barnard, 2009; M. H. Nguyen,
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2013; Westbrook et al., 2013) where there is little possibility of reducing class sizes (T.
H. T. Pham, 2011).
My study reported that teaching and learning material resources were limited.
This observation confirms other international and Vietnamese studies. Vietnamese
ELTE programs’ teaching resources are reportedly poor (Hogen Lovells, 2018; C. T.
Nguyen, 2006; N. L. L. Nguyen, 2018; T. H. T. Pham, 2011; Phan, 2017). Materials
appear to be in short supply at Vietnamese education institutions (T. H. T. Pham, 2011).
EFL teachers face inadequate teaching facilities and materials, especially computers,
Internet connection, and projectors (Trinh & Mai, 2018; Vu & Burns, 2014). There are
not enough appropriate teaching facilities for lecturers to apply new pedagogical
approaches (Phan, 2017). Inadequate teaching and learning resources lead to
unanticipated pressures on the lecturers when they want to modify curriculum and
practice (Vu & Burns, 2014).
The participants reported that they faced a heavy teaching workload and an
overcrowded curriculum. This finding confirms earlier studies which reported that
lecturers were challenged by an overburdened curriculum, largely focusing on
theoretical and scholastic knowledge (T. H. T. Pham, 2011; T. L. Tran et al., 2014) and
constrained by a strong focus on the delivery of content (T. T. T. Phan, 2015).
The participants believed that their pedagogies were effective. However, they
believed that students must be responsible for their own low attainment. They also
pointed to the institutions’ poorly equipped classrooms as contributing factors to
students’ low achievement. Given these conditions, they asserted that MoET’s standards
were unattainable. It would appear that lecturers were not willing to be self-critical.
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8.4 Overarching conclusions about alignment
My study investigated the alignment between and among curricula, pedagogies,
assessments, outcomes, and standards within Vietnamese ELTE programs. My analysis
of documents, surveys, and interviews suggested that there were both strong and weak
points of alignment across and between these elements. For example, curriculum
appeared to be well aligned with knowledge and dispositions standards; but it did not
appear to be aligned strongly with skills or employability standards. Neither the content
nor form of assessments matched institutional outcomes or national standards. I found
that there was a high level of variability in alignment across institutions as a result of
gaps between policy and practice. Similarly, there was a variation in policy
implementation between provincial and metropolitan institutions.
Based on my conceptual framework (See Section 2.4), Figure 8.1 represents the
relative strong and weak alignment between these elements in Vietnamese ELTE
programs.
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Standards

Outcomes

Assessments

Alignment

Curriculum

Pedagogies

Figure 8.1 Alignment of curricula, pedagogies, assessments, outcomes, and standards in
Vietnamese ELTE programs (Findings)
(Note! Thick lines represent strong alignment, thin lines represent weak alignment, and
the long dash dot line represents somewhat alignment).
8.4.1

Strong alignment.

My study suggests that the ELTE curriculum was well aligned with MoET’s knowledge
standards, including foundational, English language, and pedagogical knowledge
standards (See Section 4.4.1). MoET’s policy required graduates to achieve major
training programs and professional knowledge (Directive No.2196/BGDĐT-GDDH,
2010). University graduates were required to apply deep disciplinary and practical
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knowledge, foundation knowledge of basic principles, natural and social rules (Circular
No.07/2015/TT-BGD DT, 2015, Article 5). The Vietnamese ELTE curriculum is similar
to what is taught in other countries, for example, deep subject-matter knowledge and
pedagogy knowledge (Bunch, 2013; Darling-Hammond & Bransford, 2005; Menken &
Antunez, 2001) (See Section 2.1.3).
There was a strong alignment between curriculum and disposition standards, in
terms of personal, professional, and social dispositions (See Section 4.4.3). University
graduates’ dispositional requirements included personal moral values, good career
awareness, and citizenship responsibilities (Directive No.2196/BGDĐT-GDDH, 2010).
These dispositions are necessary as student teachers not only require theoretical and
pedagogical skills, but they also need personal values and beliefs (Chong & Cheah,
2009; Freeman & Johnson, 1998; Villegas, 2007) (See Section 2.1.3).
8.4.2

Weak alignment.

There was a weak alignment between curriculum and MoET’s employability standards.
University graduates are required to show autonomy and responsibility in their future
careers. They are also required to be able to adapt to variable working conditions
(Circular No.07/2015/TT-BGD DT, 2015). ELTE programs provided sufficient
knowledge (foundation, English language, and pedagogy), but they did not emphasise
sufficient employability skills (See Section 4.4.4). This finding confirms earlier studies
that suggest that in teaching and learning for employability, “knowledge is not the only
outcome” (Fry, Ketteridge, & Marshall, 2008, p. 99). The Vietnamese higher education
system is reported not to prepare students with sufficient employability preparation
(Bilsland, Nagy, & Smith, 2014; Bodewig et al., 2014; H. H. Pham & Tran, 2013; T. T.
Tran, 2015; T. T. H. Truong, S. Laura, & Shaw, 2018). Another study has suggested the
EFL programs are considered to play “a minimum role in supporting students’ English
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for employability skills” (Bui et al., 2018, p. 59). Further studies have suggested there is
a mismatch between higher education training programs and the needs of employers,
which leads to high levels of under-employment among recent university graduates
(Dao, 2015; Hayden & Le, 2017; Zing.vn, 2018 June 6). After graduation, “as many as
50% of Vietnamese university graduates are unable to find jobs in their area of
specialization” (Vallely & Wilkinson, 2008, p. 2). Vietnamese Deputy Prime Minister
Vu Duc Dam asserted that Teacher Education had the highest unemployment rate, at
19% (Zing.vn, 2018 June 6).
The current ELTE curriculum did not appear to be strongly aligned with MoET’s
soft-skills standards. MoET’s graduate standards included a variety of soft-skills, such
as comprehension, leadership, creativity, self-study, managing and planning, and
evaluating skills (Circular No.07/2015/TT-BGD DT, 2015). Institutions’ outcomes must
demonstrate soft-skills requirements for graduates, including communication, team
work, and applying IT skills (Directive No.2196/BGDĐT-GDDH, 2010). This finding is
similar to earlier studies which reported that there is limitation of soft-skills
development in Vietnamese higher education (T. M. L. Nguyen, 2016; L. H. N. Tran,
2018; T. T. Tran, 2013b; H. T. Truong, Laura, & Shaw, 2016).
The participants reported that soft-skills were major requirements of their ELTE
program outcomes; however, they were not often offered in compulsory courses (See
Section 6.3.2.1). One possible explanation for this is that under MoET’s direction,
institutions could not change mandatory courses or credits. Another is that institutional
academic developers expected that students develop their soft-skills via other courses,
or that other educational stakeholders could provide these skills (Bath, Smith*, Stein, &
Swann, 2004; Harvey & Kamvounias, 2008). One instructional leader from a large
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institution asserted that students could learn soft-skills from observing their lecturers
(P10).
My study suggests that there was a weak alignment between curriculum and
research skills standards. Both participants’ perceptions and my document analysis
illustrated that ELTE programs did not provide students with sufficient research skills
(See Section 4.4.2.1 and Section 6.3.2.1). MoET’s standards emphasise the importance
of research skills (Circular No.07/2015/TT-BGD DT, 2015; Directive No.2196/BGDĐTGDDH, 2010); however, they were not developed in the participating ELTE programs.
This finding confirms previous studies which have reported that neither students nor
lecturers are motivated in doing research at most of the Vietnamese ELTE institutions
(Hayden & Le, 2017; Hogen Lovells, 2018). Further, developing research skills is one
of the most serious challenges within Vietnamese higher education (M. H. Do & Do,
2014; Vallely & Wilkinson, 2008; Zing.vn, 2008 December 02). Another study has
suggested that “Vietnamese institutions indicate limited research capacity and low
research productivity, produce poorly utilized and irrelevant research” (T. H. L. Nguyen,
2014, p. 204).
My study also suggests that there was a weak alignment of assessment content
with curriculum and outcomes. MoET’s policy required summative assessments to align
with the course contents specified in the curriculum (Decision No.17/VBHN-BGD ĐT,
2014, Article 21). My document analysis suggested that there was a weak alignment
between assessment knowledge and skills and learning outcomes, at the course and
program level. Assessments and learning outcomes did not match in terms of knowledge
dimensions, cognitive demands, and Depth of Knowledge (See Section 7.1.2).
Assessment tasks focused on Conceptual knowledge and skills rather than Procedural
knowledge and skills as stated in the institutional programs. Assessed cognitive
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demands and Depth of Knowledge were lower than course objectives, program
outcomes, and MoET’s sample tests. International studies have recommended that
cognitive demands and Depth of Knowledge define standards (Anderson, Krathwohl,
Airasian, et al., 2001; National Council on Accreditation in Teacher Preparation
(NCATE), 2001; Rothman et al., 2002; Webb, 2002; Webb et al., 2002, April) (See
Section 3.4.4). Further, to produce the best outcomes, assessment must relate directly to
what students have had opportunities to learn, and what is reported to students must
align with curriculum and assessment (Queensland Studies Authority, 2011) (See
Section 2.3.1).
My study suggests that there was a weak alignment between assessment,
curriculum, and standards (See Section 7.1) although the participating lecturers reported
on a strong connection between assessment content and goals (See Section 4.3.3). There
are some possible explanations for this misperception. The first possibility is that
lecturers and instructional leaders did not understand what assessment and standards
alignment would look like. Another explanation is that they were reluctant to admit any
misalignment between assessments, curricula, and standards. Lecturers did not want to
lose face by admitting their failure in assessment design. The third possibility is that the
lecturers were not concerned about the alignment. Another possibility is that they were
unwilling to align assessments with standards because they believed MoET’s standards
were unachievable.
My study suggests that there was a weak alignment of the form of assessment
with the participating institutions’ curricula, pedagogies, and learning outcomes. The
forms of assessment did not match the curriculum and did not assess students’ abilities
(See Section 4.3.4). The relevant international consensus is that good assessment
methods demonstrate a close relationship with students’ attainment (Boud & Dochy,
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2010; Department of Education and Training, 2014). Earlier studies have suggested that
good assessment connects well with students’ learning performance (Jabbarifar, 2009),
and with standards (Rothman et al., 2002) (See Sections 2.1.2 and 2.3.1). Further,
assessment levels must be consistent with those defined in the standards (National
Council on Accreditation in Teacher Preparation (NCATE), 2001) (See Section 2.4).
Weak alignment in conjunction with high-stake assessments policy negatively influence
classroom instruction and students’ learning (Abrams, Pedulla, & Madaus, 2003; Roach
et al., 2008).
Many previous Vietnamese studies confirm my conclusion regarding the
misalignment between assessments, curricula, outcomes, and standards. Assessment in
Vietnamese English language teaching is problematic (Decision No.6290/QĐ-BGDDT,
2011; V. C. Le & Nguyen, 2017; Phan, 2017, p. 6). An earlier study has suggested that
Vietnamese tertiary education assessment is “primarily to test the memorization ability,
not orient the ability to apply knowledge to new situations” (T. M. L. Nguyen, 2016, p.
145). It “primarily focuses on evaluating the content of teaching and learning rather than
skills or attributes developed during the process of learning” (T. L. Tran et al., 2014, p.
96). Another study confirmed that Vietnamese tertiary education assessments and
program outcomes are poorly aligned (T. H. T. Nguyen, 2013).
8.4.3

Variability in policy enactment across institutions

My study was conducted in 11 ELTE institutions across Vietnam. These institutions
were located in provincial and metropolitan areas and represented both small and large
universities. Consequently, these institutions’ contexts and policies were not similar. My
study suggests that there was a difference in their curriculum design processes. Some
included local employment analysis and some did not in their curriculum design. The
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ELP tests and certifications were varied. These institutions’ outcomes varied. Some
included all requirements, whereas others lacked clarification of outcome policy intent.
From the data it would appear that there was a great deal of variability across
institutions regarding the curriculum design processes. Instructional leaders from
provincial institutions asserted that their curriculum was designed based on MoET’s
standards and employers’ needs analysis. However, lecturers from these provincial
institutions claimed that their curriculum was designed by an ad hoc process. Provincial
lecturers perceived that they did not consider learners when designing curriculum. They
also asserted that their institutions set outcomes after curriculum had been devised (See
Section 5.1.2). An international study has suggested that for a constructive alignment,
learning outcomes should be defined before teaching takes place, and teaching and
assessment methods are then best designed to achieve those outcomes (Biggs, 2014).
In contrast, the large metropolitan institutions’ participants perceived that their
curriculum was designed based on MoET’s standards and employers’ needs analysis.
They stressed they had made significant investment in curriculum development, and
they learned from other developed countries’ curricula (See Section 4.5.3). My study
found that metropolitan institutions developed and revised governmental curriculum
development policy successfully. MoET policy stipulates that curriculum development
must be based on employers' needs and reflect international advanced programs
(Decision No.711/QD-TTg, 2012).
My study suggests that there was a variability in alignment between policy and
practice among institutions. MoET’s ELP standards were implemented differently
across the participating institutions. MoET requires ELTE graduates to achieve the C1
level of CEFR or Level 5 of VSTEP (Decision No.1400/QD-TTg, 2008; Decision
No.2080/QĐ-TTg, 2017). However, one provincial southern institution used the ELP
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tests designed by its lecturers, which did not match the content or form of MoET’s
sample tests (See Section 7.1.1). In addition, one large provincial northern institution
applied APTIS tests which differed from MoET’s sample tests in format (See Section
7.1.1).
My study suggests that there was a variation in identification of required
research skills across the participating institutions. MoET policy stated that research
skills are basic and important (Directive No.2196/BGDĐT-GDDH, 2010). They are
identified in details such as skills of analysing, synthesising, assessing data and
information, collecting opinions, and using new science and technology achievements to
solve problems in students’ major training field (Circular No.07/2015/TT-BGD DT,
2015). Research skills were absent in many institutions’ policy statements, only two
large metropolitan institutions’ outcomes identified any research skills (See Section
6.3.2.2).
8.5 Recommendations
In the previous sections, I have presented my major findings. I have illustrated strong
and weak alignment between and among curricula, pedagogies, assessments, outcomes,
and standards in Vietnamese ELTE programs. In this section, I propose
recommendations which focus on (i) empowering professional development at all
tertiary education levels, (ii) equitably investing in institutions, (iii) rewriting outcome
statements based on MoET’s standards, (iv) improving assessment systems, (v) aligning
curriculum with MoET’s standards and social expectations, and (vi) improving teaching
conditions to promote Vietnamese ELTE standards, outcomes, assessments, curricula,
and pedagogies.
I also propose broader implications for a better alignment between curriculum,
pedagogies, assessments, outcomes, and standards, which include (i) guiding and
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promoting policy enactment, (ii) establishing and developing relationships with
associated stakeholders, (iii) making programs accessible, and (iv) encouraging greater
effective use of institutional autonomy. All my recommendations are based on findings
targeted for different ELTE program stakeholders: educational policy makers,
administrators, lecturers, students, and employers.
8.5.1

Empowering professional development.

My study suggests that many issues in ELTE programs have remained despite the
implementation of recent educational reforms. Many of the challenges facing
Vietnamese tertiary education caused by unqualified lecturers, curriculum developers,
and assessment designers frustrate lecturers’ efforts to improve students’ learning.
Lecturers are faced with poor teaching conditions, limited teaching facilities, and large
classes. They are burdened by an overly theoretical curriculum and students’ weak
English language competence. My study demonstrates that the ELTE curriculum was
not well aligned with MoET’s standards for research, soft, or employability skills. It
suggests that there was a gap of graduates’ attainment, their institution’s outcomes, and
social expectations.
Greater investments in the ELTE professional development at all levels may
assist in meeting these challenges. Most ESL countries put great emphasis on English
teachers’ professional development because they play an important role in teaching and
learning (Zhang, 2015). “Effective professional development programs draw teachers
into an analysis of their current practice in relation to professional standards for good
practice” (Australian Council for Educational Research, 2010, p. 8).
Institutions may consider increasing their investments in lecturers’ professional
development. Such investment should be made to address lecturers’ needs for time,
resources, and training. International scholars have suggested ELTE lecturers need
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institutional support and resources to help their students develop language skills and to
implement strategies to develop those skills (D. T. Tran, Kettle, May, & Klenowski,
2016, p. 15).
Professional development programs could be expanded to topics other than
pedagogy. Current Vietnamese professional development programs primarily focus on
pedagogy development (V. N. Nguyen & Mai, 2015). Professional development
programs could address curriculum, teacher efficacy - ability to reflect on and evaluate
one’s own practice, and students’ goals (Australian Council for Educational Research,
2010, p. 8). In addition, my findings suggest that Vietnamese lecturers require
professional development to improve English language competence, the ability to assess
well, research skills, knowledge about how to integrate theory and practice, and
curriculum design, to improve the alignment across the ELTE programs.
From the data it would appear that many ELTE programs employed unqualified
lecturers. Improving lecturers’ capacity is crucial to contribute to students’ learning
(Darling-Hammond, 2006a). The participants reported that MoET’s C1 level standards
were unachievable not only for students but also for lecturers (See Section 4.1.1). If
lecturers’ ELP are below the required levels, they will be unable to help students to
achieve these standards. Another study has suggested that lecturers’ low ELP levels may
hinder students’ learning (L. H. N. Tran, 2015). One media report suggested that
lecturers’ English language competence should be regularly assessed because their
capacity to communicate may be affected by living in a non-English speaking
environment (Vietnamnet.vn, 2017 September 06). Few ELT lecturers have
opportunities to communicate with native speakers. Institutions may consider providing
ongoing workshops to continuously upgrade lecturers’ ELP. Such workshops may
provide lecturers with more opportunities to improve their ELP and enable them to
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collaborate with their colleagues about teaching. Workshops may promote collegiality
and collaboration, as “educators at all levels value opportunities to work together,
reflect on their practices, exchange ideas, and share strategies” (Guskey, 2003, p. 2).
Institutions may consider supporting lecturers to develop their research skills.
Previous studies have suggested that Vietnamese ELTE lecturers and students’ research
ability has been proved to be poor (Hayden & Le, 2017; Hogen Lovells, 2018; Vallely
& Wilkinson, 2008; Zing.vn, 2008 December 02) (See Section 8.4.2). Institutions may
consider offering lecturers opportunities to keep up with the latest research. Institutions
may invite prestigious scholars to help lecturers to collaborate on local research projects
Conferences could be used to promote and enhance educational research. Institutions
may consider encouraging lecturers to publish in domestic and international journals.
Institutions may encourage their EFL faculties to organise reporting at regular seminars
at either faculty or institutional levels. An earlier researcher suggested that lecturers’
research ability may reflect their teaching capacity to some extent (Zhang, 2015), and
“Research and publication is an inescapable part of the academic world” (Braine, 2012,
p. 91). Supporting the development of lecturers’ research skills may be a necessary and
effective way to improve their teaching capacity.
Providing more professional development programs in assessment may be
considered. My findings suggest that not many lecturers reported being well trained in
assessment. A previous study has suggested that there is little professional development
focusing on student assessment (Luong, 2015). Institutions may consider organising
workshops in assessment and evaluation to offer lecturers more opportunities to
collaborate and share experience in this area. My study also found that Vietnamese ELT
tertiary education was using poorly designed tests. Lecturers could be assisted in
learning to better align assessment with curriculum and outcomes, as ensuring
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assessment reflects the curriculum is crucial in education (Westbrook et al., 2013). Also,
lecturers need professional development to broaden the forms of assessments they use to
evaluate students’ learning. Institutions should collaborate with international
organisations and larger institutions to provide assessment training courses.
Providing professional development programs to assist lecturers to integrate
theory and practice with the application of ICT may be considered. Such professional
development programs may help lecturers develop creative teaching methods. In
particular, professional development in ICT may help lecturers source additional
appropriate teaching materials. The shortage of teaching materials is a significant
challenge in ELTE programs. Professional development may also increase lecturers’
awareness and understanding of student-centred approaches in the use of ICT, because
“these practices are not always implemented in classroom” (Westbrook et al., 2013, p.
30).
MoET and institutions may consider providing lecturers with training in
curriculum alignment. My findings suggest a weak alignment between current ELTE
curriculum and standards in terms of skills and employability. Provision of knowledge
and skills about how to align curriculum, pedagogy, and assessment with outcomes and
standards may be considered. The participants’ misperception of the alignment of
assessment, curriculum, and standards may possibly be explained by lecturers
misunderstanding what alignment actually is.
In addition, professional development about standards may be considered. This
provision is needed because MoET’s standards were perceived as unattainable (See
Section 4.1). Professional development about standards and alignment may assist
lecturers to become aware of the necessity of preparing students to address institutional
expectation and national standards.
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8.5.2

Equitable investment in ELTE institutions.

MoET may consider increasing greater investment in provincial and rural institutions.
From the data it would appear that the provincial students’ English language capabilities
were lower than those from metropolitan institutions. Provincial lecturers were also
challenged by students’ lower attainment. My finding is consistent with an earlier
Vietnamese study, which reported that the English language competence of both inservice and pre-service teachers at Vietnamese provincial institutions is low (V. N.
Nguyen & Mai, 2015). In addition, previous scholars have suggested that different
teaching and learning conditions should be considered (V. C. Le & Nguyen, 2017),
because “it is crucial for educational issues to be placed and discussed in their own
contexts” (M. H. Do & Do, 2014, p. 29).
The Vietnamese government and MoET may consider supporting research to
investigate the requisite number of credit hours needed for students with low entry ELP
to achieve graduation standards. This research could be particularly important to
provide provincial students with opportunities to improve ELP. Institutions may
consider paying for lecturers who provide extra time to help less proficient students. A
recent study has suggested that there is no support mechanism to promote lecturers’
participation in additional teaching (N. L. L. Nguyen, 2018).
Equitable investment for institutions could promote the implementation of
national standards. Increased MoET investment in provincial institutions may increase
their commitment to achieve national standards. Greater commitment by provincial
institutions could energise efforts to improve the curriculum, pedagogies, and
assessments to enhance students’ achievement, and facilitate outcomes to be more
aligned with MoET’s standards.
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8.5.3

Rewriting outcomes based on MoET’s standards.

Institutional revision of outcome statements may ensure that benchmarks are based on
MoET’s standards. My study found that the participating institutions’ outcomes ignored
some MoET’s standards regarding assessment, research, soft-skills, and the application
of IT (See Section 5.1.1). An international study has suggested that outcomes should be
shaped by essential knowledge, skills, and their application as described by the national
qualification framework, and respond to the relevant stakeholder standards (The
University of Adelaide, 2014). In addition, institutional revision of outcomes should be
done in such a way that judgement can be made about their achievement (Winwood &
Purvis, 2015).
Institutions may consider increasing investment in curriculum development and
employ more experienced and well-trained staff, and provide them with greater time to
devise outcomes. My findings suggest that institutions faced time limitations and lack
of capacity to design outcomes (See Section 5.1.2). The writers of outcomes should
consider using simple and unambiguous terms to express all MoET’s requirements
clearly, so that administrators, lecturers, students, and employers can understand them
well, as suggested by international scholars (Kennedy, 2006).
8.5.4

Improving assessment system.

The revision of institutional assessments may be embedded in curriculum and outcomes.
My study found that the current assessments of cognitive demands and Depth of
Knowledge were lower than program outcomes and course objectives (See Section 7.1).
Assessment designers and institutional academic committees may consider revising all
available test bank items, to ensure their alignment with outcomes and standards, by
using relevant frameworks, such as the Revised Bloom’s Taxonomy and Webb’s Depth
of Knowledge.
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Revising assessment may also involve selecting appropriate forms of
assessments to be used. My finding suggests that current forms of assessment were
flexible; however, they may not all assess students’ learning (See Section 8.3.3 and
8.4.2). Forms of assessment must adequately assess students’ outcomes. There is no
single form which satisfies all learning outcomes, consequently, multiple assessment
methods should be used (Kennedy, 2006). Revised assessment should align curriculum
and teaching with requirements. Further, institutions should develop assessments in
concert with learning outcomes to ensure validity (The University of Adelaide, 2015).
Institutions may consider ensuring that venues are not over crowded. My
findings suggest that Vietnamese ELTE institutions frequently test in crowded venues
(See Section 5.2.3). Less crowded test venues will reduce lecturers’ worries about
students’ cheating and possibly ensure greater validity. The application of alternative
forms of assessments could be facilitated by less crowded venues.
8.5.5

Curriculum development based on MoET’s standards and social

expectations.
Methods courses.
My study highlighted recommendations that greater time should be allocated to
professional practice (Darling-Hammond, 2006a). From the data it would appear that
methods and soft-skills relating to teaching were allocated little time. Curriculum
developers need to better understand the value of microteaching in ELT. They may
consider how to better provide and increase opportunities in microteaching in large class
settings. The participants emphasised that class size affected the effectiveness of
students’ microteaching (See Section 5.4.6). Curriculum developers may consider the
appropriate ratio between theory and practice in methods courses. More credit hours
may be necessary to help students with pedagogical knowledge and skills development.
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Teaching foundation courses in English.
Foundation courses could be taught in English to improve students’ ELP. My findings
suggest that nearly one third of the ELTE program was taught in Vietnamese (See
Section 6.3.2.1). Teaching courses related to culture and psychology in English may not
only provide students with cultural and psychological knowledge, but also improve their
English language competence. Curriculum may also offer courses in pedagogy and
education management in English. They may help provide students with greater
exposure of English and improve their pedagogical and educational management skills.
Re-weighting non-language courses.
More emphasis could be placed on English language teaching. Excluding and amending
courses that do not closely relate to ELT, such as Foundation or Politics courses, may
help improve students’ ELP. An over-loaded curriculum (See Section 4.5.1), with many
non-language politics and foundation courses (See Section 6.3.2.1) could be
reconsidered in a reconstructed curriculum that is more aligned with outcomes and
specific institutions’ contexts. Curriculum developers may consider restructuring
curriculum, so that it could be more aligned with outcomes and teaching contexts. The
curriculum developers may consider reducing the number of credit hours allocated to
non-language courses. Re-weighting or removing some courses may be considered.
Adding more courses in Testing and Assessment.
Despite the need to reweight and reduce the number of foundation and non-language
courses for the ELT major, more course work is needed to provide students with
knowledge and skills in testing and assessment. My document analysis indicated that
throughout a 4-year Bachelor ELTE program, students were only provided with a single
2-credit-hour course in Testing and Assessment. My study found that current curricula
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did not meet MoET’s standards for assessment (See Section 4.4.1). Institutions could
consider increasing course work in assessments to assist students meet these standards.
Adding more research courses.
Despite the need to reweight and reduce the number of ELT courses, more emphasis
needs to be placed on developing students to become reflective practitioners. My study
found that the research methodology courses made up a very low percentage of the total
ELTE program (1.70%) (See Section 6.3.2.1), and that there was a weak alignment
between curriculum and MoET’s research standards (See Section 4.4.2.1). A single 2credit research course seems insufficient to prepare students to conduct research in their
teaching. Previous Vietnamese research has confirmed that lecturers may not be well
equipped to teach practitioner or action research, and their research capacity is very
limited (T. H. L. Nguyen, 2014).
Adding courses in soft-skills.
Additionally, more emphasis should be given to soft-skills, in addition to language
competence, pedagogical, research, and assessment skills. A high quality program
should provide students with opportunities to collaborate, think critically and creatively,
communicate, manage time, and conduct presentations. My study suggests that the
compulsory courses in the participating institutions did not provide students with these
opportunities. Some lecturers suggested that students could obtain these skills elsewhere
(See Section 6.3.2.1). ELTE graduates need these skills inside and outside teaching
because they are essential in the modern world. One international scholar suggested that
“It is time to stop calling them soft-skills, we need to call them what they really are:
essential skills” (Muir, 2019).
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Facilitating students’ employability skills.
Institutions may consider increasing career-related skills in their ELTE programs. My
findings suggest a weak alignment of curriculum and employability standards (See
Section 4.4.4 and Section 8.4.2). A recent study has suggested that employability skills
needed to be facilitated for students include (i) finding a job appropriate to the
discipline, (ii) doing business in English, and (iii) searching for foreign scholarships
(Bui et al., 2018). The essential employability skills also include working with
educational colleagues in groups, solving problems in language teaching, and adapting
teaching environments. Institutions may consider assisting students to develop the skills
needed to secure employment, for example, rehearsing job interviews.
Curriculum evaluation.
Curricula should be evaluated regularly (Peacock, 2009). There are at least three
significant factors in deciding the process of changing curriculum: the lecturers’
availability and workload, the students’ low abilities and attainments, and especially, the
poor alignment between curriculum and employability (Gruba et al., 2004).
Mechanisms for obtaining and using students, lecturers, instructional leaders, and
academic committee feedback should be developed. Former students could be invited to
provide feedback especially about program’s preparation for employability. Curriculum
evaluation could measure how well the curriculum meets the institutional outcomes and
national standards. Program evaluation should test the agreement between standards and
delivery of instruction (Cellante & Donne, 2013). Curriculum evaluation can provide
feedback regarding courses’ strengths, weaknesses, and any necessary improvements
(Peacock, 2009). Curriculum evaluation could contribute to course alignment, adequate
coverage of competencies, and curriculum innovation. In addition, “Curriculum
evaluation serves two important functions: first, it provides a means of obtaining
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information that can be used to improve a course, and secondly, it provides a basis for
decisions about curriculum adoption and effective use” (Welch, 1969, p. 430).
In summary, restructuring the ELTE curriculum in line with institutional
outcomes and MoET’s standards should be considered. Curriculum could be revised
with a stronger focus on practice. More emphasis on soft-skills, research skills, and
assessments may help fill the gaps between curriculum and standards. More
opportunities for students to facilitate their employability may also be helpful.
Refocusing curriculum and placing more emphasis on ELT by reevaluating the program
may help unburden the curriculum. The recent Singaporean educational mantra of
“Teach less, Learn more” (Tan & Abbas, 2009; Teo, Deng, Lee, & Lim-Ratnam, 2013)
may be useful for MoET and institutional curriculum designers to unburden the ELTE
curriculum. Restructuring the program to offer more opportunities for students’
microteaching should be considered. Regular curriculum evaluation is necessary as a
part of this change process. All of these recommendations are focused on improving
learning outcomes for students.
8.5.6

Improving teaching conditions.

Greater investment in teaching facilities should be considered for both provincial and
metropolitan institutions. The participants reported that they faced poorly equipped
teaching facilities and limited teaching materials (See Section 5.4). Good teaching
facilities not only help to improve pedagogy but affect students’ academic outcomes
(Schneider, 2002). Earlier Vietnamese studies have suggested that the shortage of
teaching and learning materials challenged both lecturers and students. Lack of teaching
materials also constrained the effectiveness of the ELTE programs. Other studies have
suggested that an over-reliance on textbooks and photocopied materials does not engage
students’ interest or further skills development (N. L. L. Nguyen, 2018; Trinh & Mai,

297

DISCUSSION, LIMITATIONS, RECOMMENDATIONS, AND CONCLUSIONS

2018). The use of English language textbooks at all educational levels seems to be
ineffective (Báo điện tử VTV News, 2017 June 26).
Lecturers may also consider using teaching and learning resources more
effectively. For example, ICT may assist lecturers to use online resources. Lecturers
could provide students with guidance in selecting and utilising these resources. The
Vietnamese government is making significant investment in developing teaching and
learning materials (Decision No.1400/QD-TTg, 2008; Decision No.6290/QĐ-BGDDT,
2011). Institutions should consider using this investment more effectively to improve
teaching and learning, and to upgrade their libraries.
E-library development in ELTE institutions should be considered. MoET has
stipulated that by 2020 all institutions will have an effective online library (Decision
No.6290/QĐ-BGDDT, 2011). Institutional investments in English materials and
technology may ensure greater accessibility. Such initiatives could help reduce lecturers’
workload, as it may take them less time to find appropriate teaching materials (See
Section 5.4.5). Such initiatives may also assist students to access learning resources
more independently. A recent study suggested the materials in libraries are usually “outof-date, difficult, uninteresting, and not suitable for students’ competence levels” (N. L.
L. Nguyen, 2018, p. 2). In addition, earlier researchers have pointed out that the limited
accessibility of library resources makes “teaching, learning, and researching fall far
behind, if not isolated from, the academic world” (M. H. Do & Do, 2014, p. 49).
Opening and developing e-libraries may improve the lecturers and students accessibility
to teaching and learning resources.
Government and institutions may reconsider what is the appropriate class size
for English language teaching. Reduction in class size may be helpful to improve
teaching and learning. Smaller classes may facilitate assessment and provide
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opportunities for microteaching. A recent study suggested that the language classes
should be no larger than 20 students, which may permit innovation (Trinh & Mai,
2018). In addition, international scholars have also suggested that lower class size may
improve the pedagogical quality (Broadbent et al., 2018), and permit lecturers to
provide students with proper and timely feedback.
8.5.7

Broader implications.

Improvement in curricula, pedagogies, assessments, outcomes, and standards may not
be assured unless they are all strongly aligned. A better alignment between curricula,
pedagogies, assessments, outcomes, and standards may improve the quality of ELTE
programs, and may help to reduce gaps between policy and practice.
Guiding and promoting policy enactment.
The Vietnamese government and MoET may consider issuing targets for the
implementation of policy. From the data it would appear that some institutions’ leaders
disregarded MoET’s ELP standards, because they believed that these standards were
unachievable (See Section 4.1.1). Recent Vietnamese research reported that the C1 level
standards for English language teachers are impractical (Vietnamnet.vn, 2017
September 06).
MoET may consider providing clearer instructions and guidance for
implementing any new policy. Institutions and lecturers were not provided with
sufficient and appropriate guidance to implement MoET’s policies (See Section 5.3 and
Section 7.2). Greater guidance may ensure that those in charge of policy implementation
at all levels understand what they must do. Policy and instructions should be made
widely accessible to all stakeholders.
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Establishing and developing relationships with associated stakeholders.
Establishing and improving good communication between the ELTE policy makers,
lecturers, and associated stakeholders should be considered. A good relationship
between the stakeholders is crucial in curriculum development (Westbrook et al., 2013).
My findings suggest that few ELTE institutions designed their curriculum based on
learning need and social expectations analysis. Few institutions consulted their former
students, educational experts, or employers when devising outcomes and curriculum
(See Section 5.3). ELTE users and educational experts should be engaged in developing
curriculum processes to construct an institutional curriculum that respond to the
employers’ needs.
Attending to ELTE users’ needs may help policy makers and curriculum
implementers to prepare students with required knowledge, skills, and dispositions.
Policy makers should understand the challenges or constraints that new policies bring to
lecturers and students. They should acknowledge the necessity of providing guidance in
implementing new curricula.
Making programs accessible.
Institutions may consider providing their staff and students with greater accessibility to
curriculum, outcomes, and standards. Administrators, instructional leaders, lecturers,
and students should clearly understand their program’s requirements and plan. My study
found that some lecturers were unable to access these materials (See Section 5.1.2).
Making programs accessible may encourage stakeholders to manage, enact, teach, learn,
and achieve the best results possible (Westbrook et al., 2013).
Encouraging greater effective use of institutional autonomy.
MoET may consider encouraging institutions to use their autonomy more effectively.
Some institutions were not allowed to modify or reweight their curriculum (See Section
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5.3). Vietnam higher education leadership may consider encouraging more flexible
governance to promote greater institutional initiatives and reforms. Current educational
institutions’ governance seems to lack such flexibility (H. Le, 2014). Institutional
academic freedom, substantive, and procedural autonomy could be more effectively
used in determining educational outcomes and curriculum (Berdahl, 1990). Without
academic freedom (curriculum and course selection), Vietnamese higher education
institutions cannot be flexible and responsive to the needs of the localities, industries
and society (H. M. Do, 2014).
8.6 Implications for Vietnamese ELTE stakeholders
It is important for ELTE graduates to meet national standards and social expectations. In
particular, greater attention to skills and employability standards should be considered.
All educational stakeholders are implicated in my study findings.
MoET policy makers may consider providing appropriate and clear guidance
and instructions in policy implementation to avoid ambiguity and misunderstanding.
Good communication between policy makers and institutions will benefit programs.
Also, MoET should consider providing increased resources and guidance to encourage
institutions to reach policy standards. Institutional academic committees, administrators,
and curriculum developers should consider revising curriculum and outcomes based on
MoET’s standards and social expectations. Curriculum could be developed with a
stronger focus on skills preparation, not only basic, but also soft and employability
skills. An acceptance of the principle that all people can learn under the right conditions
should be considered, and “if a program does not achieve the intended goals. Then it is
redesigned until it does. There are no learner failures only program failures” (Jabbarifar,
2009, p. 8). Institutions may improve their practices by publishing relevant policy
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documents regarding the curriculum, assessments, and outcomes on their website. All
policy documents should be available for lecturers and instructional leaders to access.
Another implication of this study is that the alignment between the key levers in
ELTE programs should be improved. My study revealed strong and weak alignment in
curriculum in relation to pedagogies and assessments. I recommend that institutions be
helped to improve teaching conditions, and thereby lessen challenges to teaching and
learning. Improving facilities, reducing class sizes, and upgrading teaching materials are
important. Greater investment in professional development could assist focus on
lecturers’ attention to their teaching. The improvement of lecturers’ capacity to teach
well is a crucial factor in developing ELTE programs.
A third implication of this study is the need to improve relationships and
communication among ELTE program stakeholders. Building and keeping contacts with
former students and employers to provide feedback about a program’s outcomes are
needed. Attending to lecturers and students’ perceptions about their challenges in
implementing curriculum and assessments is informative. All curriculum stakeholders
should be involved in better aligning curricula, pedagogies, assessments, outcomes, and
standards.
Finally, more research is needed in EFL teaching. This study was carried out
when the Vietnamese National Foreign Language Project 2020 was being hotly debated
at a variety of institutional and local conferences. The goals of NFLP 2020 have been
adjusted to 2025 and focused on tertiary education graduates’ ELP standards. My
mixed-method study of 11 institutions across Vietnam may contribute to further revision
of this project, especially in relation to its slow adoption. More research on the
alignment of these five key educational levers in such a large number of tertiary ELTE
institutions in Vietnam is needed.
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8.7 Suggestions for future research
My study investigated the alignment of curricula, pedagogies, assessments, outcomes,
and standards in Vietnamese ELTE programs. A broad sample of qualitative and
quantitative data was collected. My analysis of documents combined with the surveyed
and interviewed participants’ perceptions has provided a deeper understanding about the
ELTE programs. However, there are some areas where further research is needed.
Further research that includes MoET officers, educational experts, employers,
and former and present ELTE students could be beneficial. More might be learned about
MoET officers’ experiences and perceptions in policymaking. Future research may
explore employers’ perceptions about the former and current ELTE students’ capacity
and employability. Research on the former students’ perceptions may provide useful
feedback about programs. Such research may increase community awareness about the
challenges facing ELTE.
Ethnographic study of classroom practice could inform my current
understanding of the alignment of curricula, pedagogies, assessments, outcomes, and
standards. Classroom observation could reveal potential gaps between planned and
enacted curriculum.
In addition, studies in investigating professional dispositions could shed light
into the alignment between assessments and professional disposition standards. Further
study could investigate the use of the formative assessments in teaching and learning.
For example, students’ dispositions towards the learning and attainment of soft-skills
could inform both formative and summative assessment practice.
Assessment in Vietnamese ELTE programs is inhibited by crowded test venues
and poor design. To date, there is limited research regarding these constraints. Further
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research in assessments could be conducted across the Vietnamese higher education in
general, and in the ELTE in particular.
From the data it would appear that Vietnamese ELTE lecturers were provided
with insufficient guidance in implementing policy. More research is needed to explore
policy implementation in Vietnamese higher education. Future research may provide
MoET with a better direction for enhancing policy implementation at institutional and
faculty levels.
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SURVEY FOR VIETNAMESE ELTE LECTURERS AND MANAGERS
This survey aims to explore your experiences and practice of curricula,
pedagogies, assessments, outcomes and MOET standards for English Language Teacher
Education (ELTE) programs. Please tick any option(s) that best match your response or
answer open-ended questions. It is not a test, so there are NO “right” OR “wrong”
answers – your opinion is what is needed. Your information will be kept confidential
and secure.
Thank you for taking the time and respond to this survey.

Section 1. Demographic information

Please read and tick any appropriate option(s).
1. What is your current working institution?
 Thai Nguyen University

 University of Da Nang

 Hanoi Pedagogical University No.2

 Ho Chi Minh University of Education

 Vietnam National University Hanoi

 Can Tho University

 Hanoi National University of Education

 Dong Thap University

 Vinh University

 Tay Nguyen University

 Hue University
2. What is your gender?
 Male

 Female

3. What is your employment status?
 Permanent tenure

 Long-termed contract

 Temporary contract

 Other (specify):
4. What is your position?
 An administrator

 A lecturer

 An instructional leader

5. How many years of service do you have?
 This is my first year

 1- 3

 3-10

 10-20

 >20

6. What is your highest qualification?
 Bachelor degree

 Master’s degree

 Doctoral degree  Other (specify):

7. What Common European Framework of Reference for Languages (CEFR)
certification do you have?
 B2

 C1

 C2 or plus

8. Your pedagogical certification is
 included in your TEFL Bachelor degree
 not included in your TEFL Bachelor degree
 Other (specify):
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9. In the last five years, have you participated in:

Yes

No

Yes

No

• ELTE curriculum design or development?
• ELTE assessments?

10. In the last five years, have you ever participated in any training
courses in
• ELTE curriculum design and/or curriculum development?
• ELTE pedagogy, apart from your pedagogical certification?
• ELTE assessment/testing/evaluation?

Section 2: ELTE curriculum and outcomes
Questions 11 is about your current ELTE curriculum and outcomes. To what extent
do you agree or disagree with the following statements? Please tick ONE appropriate option.
Statements

Strongly
agree

11.1

Agree

Disagree

Strongly
disagree

The curriculum clearly identifies outcomes.
The curriculum aligns with the MOET

11.2

requirements of general knowledge.
The curriculum aligns with the MOET

11.3

requirements of general English language
knowledge.
The curriculum aligns with the MOET

11.4

requirements

of

English

language

communicative skills.
The curriculum aligns with the MOET
11.5

requirements

of

English

language

competency (C1 ).
8

The curriculum aligns with the MOET

11.6

requirements of pedagogy knowledge.

8

C1: Level 5/6 of Common European Framework of Reference for Languages (CEFR)
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11.7

The curriculum aligns with the MOET
requirements of pedagogical skills.
The curriculum aligns with the MOET

11.8

requirements of the necessary soft skills
related to teaching (presentation, critical
thinking, team-working skills, etc.…).
The curriculum aligns with the MOET

11.9

requirements of graduate students’ learning
skills.
The curriculum aligns with the MOET

11.10

requirements of graduate students’ research
skills.
The curriculum aligns with the MOET

11.11

requirements of the graduate students’
information technology (IT) skills.
The curriculum aligns with the MOET

11.12

requirements of the graduate students’ social
integration skills.
The curriculum aligns with the MOET

11.13

requirements of the graduate students’
education workplace skills.
The curriculum aligns with the MOET

11.14

requirements of graduate students’ personal
dispositions.
The curriculum aligns with the MOET

11.15

requirements of graduate students’
professional dispositions.
The curriculum aligns with the MOET

11.16

requirements of graduate students’ social
dispositions.
The number of the courses included in the

11.17

curriculum is suitable for a four-year Bachelor
program.
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11.18

11.19

11.20

The curriculum has good linkage across
courses.
The curriculum avoids overlaps between
courses.
The theory and practice courses are well
balanced.
The curriculum has sufficient courses to

11.21

adequately prepare graduate teacher students’
instruction in English.
The curriculum has sufficient pedagogy

11.22

courses to prepare graduate teacher students
in pedagogy knowledge.
The

11.23

curriculum

has

sufficient

courses

involving pedagogical practice to develop the
pedagogy skills of graduate teacher students.
The curriculum has sufficient opportunities to

11.24

adequately provide professional practical
experiences within high school and other
teaching sites, for graduate students.
The curriculum has sufficient instruction in

11.25

assessments to prepare graduate teacher
students in assessments knowledge.

11.26

11.27
11.28
11.29

11.30

The curriculum balances teacher-and studentcentred learning.
The curriculum promotes flexibility in using
different teaching approaches.
The courses are well integrated.
The

curriculum

promotes

managerial

competence.
The outcomes identify the graduate teacher
students’ general knowledge.
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The outcomes identify the graduate teacher
11.31

students’

general

English

language

knowledge.
The outcomes identify the graduate teacher
11.32

students’ English language communicative
skills.

11.33

11.34

11.35

11.36

The outcomes identify the graduate teacher
students’ English language competency (C1).
The outcomes identify the graduate teacher
students’ pedagogy knowledge.
The outcomes identify the graduate teacher
students’ pedagogical skills.
The outcomes identify the graduate teacher
students’ information technology (IT) skills.
The outcomes identify the graduate teacher

11.37

students’ necessary soft skills related to
teaching (presentation, critical thinking, teamworking skills, etc.…).

11.38

11.39

11.40

11.41

11.42

11.43

The outcomes identify the graduate teacher
students’ research skills.
The outcomes identify the graduate teacher
students’ learning skills.
The outcomes identify the graduate teacher
students’ social integration skills.
The outcomes identify the graduate teacher
students’ on-going learning capacity.
The outcomes identify the graduate teacher
students’ self-directed learning capacity.
The outcomes identify the graduate teacher
students’ capacity for working independently.
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The outcomes identify the graduate teacher
11.44

students’ employability (roles, requirements,
and skills required for the roles).
The outcomes clearly identify the graduate

11.45

teacher

students’

professional

practical

experience requirements within high school
and other teaching sites.

11.46

11.47

11.48

11.49

11.50

The outcomes identify the graduate teacher
students’ assessment knowledge.
The outcomes identify the graduate teacher
students’ capacity to organise assessments.
The outcomes identify the graduate teacher
students’ personal dispositions.
The outcomes identify the graduate teacher
students’ professional dispositions.
The outcomes identify the graduate teacher
students’ social dispositions.

12. Do you think your curriculum is crowded? If so, specify:

……………………………………………………………………………………
…
13. Do you think there is anything missing in your curriculum?

……………………………………………………………………………………
…………….
14. Do the outcomes address the needs of the graduate teacher students?

………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………
Section 3. Teacher education practice
Questions 15 is about teacher education practice. To what extent do you agree or
disagree with the following statements? Please tick ONE appropriate option.
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Statement

Strongly
agree

15.1
15.2
15.3

Students have opportunities to speak and give
opinions.
Students are encouraged to make connection with
their prior learning and experience.
Students’ learning is scaffolded.
Students are provided with varied opportunities

15.4

to work in the whole-class, in structured group
work, with guided learning and individual
activity.

15.5
15.6
15.7
15.8
15.9
15.10
15.11

Students are encouraged to engage to higher
order thinking.
Students are encouraged to use formative
assessments.
Students are exposed to a teacher-centred
approach.
Students are exposed to a learner-centred
approach.
Students are given sufficient class time to
practice language skills.
Course content is regularly updated.
Courses provide a good connection between
theory and practice.

15.12

Students are well prepared for the workforce.

15.13

Students are motivated to study.

15.14

Students’ research skills are developed.

15.15

Students are encouraged to study independently.

15.16

Courses set high expectations for students’
classroom performance.

15.17

The learning environment is engaging.

15.18

The learning environment is challenging.
The learning environment encourages students to

15.19

take risks (e.g. students do not feel afraid of
making mistakes, it is safe for students to make
new things, etc. …).

15.20

Lecturers encourage all students to believe that
they have capacities to learn successfully.
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15.21

Lecturers encourage students to see that there is a
relationship between their effort and success.
Lecturers provide students with regular and

15.22

timely feedback in forms that clarify what actions
individuals should take to make further learning
progress.

15.23
15.24
15.25

Lecturers consider diverse students’ individual
learning style.
Lecturers use different pedagogies depending on
the student levels.
Lecturers rely on a range of/ do not rely on a few
instructional strategies.

16. Please describe how you have met challenges in ELTE courses.

………………………………………………………………………………………
Section 4. Assessments
Question 17 are about the current assessments used in your ELTE program. To what
extent do you agree or disagree with the following statements? Please tick ONE appropriate
option.
Statements

Strongly
agree

17.1

What is assessed aligns with the learning outcomes.

17.2

How is assessed aligns with the learning outcomes.

17.3

What is assessed aligns with the curriculum intent.

17.4
17.5
17.6
17.7
17.8
17.9

How is assessed aligns with the skills specified in
the curriculum.
How is assessed aligns with the abilities specified
in the curriculum.
How is assessed aligns with the students’
capacities.
What is assessed directly relates to what students
have had opportunity to learn.
How is assessed directly relates to what students
have had opportunity to learn.
How is assessed aligns with students’ learning
progress over the course of the ELTE program.
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18. What assessment forms do you often apply to evaluate your students at the end of
a course? Please tick any appropriate option(s):
 Paper and pencil tests
 Computer-based tests
 Portfolio
 Practical tests
 Written assessment tests
 Oral presentation

 Group-work
 Individual assessment
 Multimedia presentation
 Assignments
 Other (specify):

19. Are there any challenges with the assessment within your ELTE program?

……………………………………………………………………………………………
Section 5: Call for a follow-up interview
20. (Optional) Are you willing to participate in an individual follow-up interview? If
yes, please provide your contact details as follows:
Your name: ........................................................................................................................
Your email address: ...........................................................................................................
The research team may contact you to arrange an interview at your most convenience.
Your response will no longer be anonymous. However, the information will strictly be kept
confidential and secure, in line with the National Statement on Ethical Conduct in Human
Research 2007, the Australian Code for the Responsible Conduct of Research, and the University
of Newcastle’s policy.
Thank you very much!
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tiếng Anh ở Việt Nam
Người hướng dẫn

Nghiên cứu sinh

GS. James Albright

Nguyễn Thị Phương Lan
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KHẢO SÁT DÀNH CHO GIẢNG VIÊN VÀ CÁC NHÀ QUẢN LÝ
CHƯƠNG TRÌNH ĐÀO TẠO SƯ PHẠM TIẾNG ANH Ở VIỆT NAM
Phiếu khảo sát này thu thập ý kiến về chương trình đào tạo, phương pháp giảng dạy, kiểm
tra đánh giá, mục tiêu đào tạo, và chuẩn đầu ra của Bộ Giáo dục và Đào tạo đối với ngành SPTA.
Thầy/cô vui lòng đánh dấu (√) vào những lựa chọn phù hợp hoặc trả lời câu hỏi mở theo hướng
dẫn. Thông tin của thầy/cô sẽ được đảm bảo bí mật tuyệt đối.
Xin chân thành cảm ơn thầy/cô đã dành thời gian hoàn thành khảo sát.
Phần 1. Thông tin chung
Xin thầy/cô cho biết các thông tin sau:
1. Cơ quan công tác:
 ĐH Thái Nguyên

 ĐH Ngoại Ngữ - ĐH Đà Nẵng

 ĐHSP Hà Nội 2

 ĐHSP TP Hồ Chí Minh

 ĐH Ngoại ngữ, ĐH Quốc gia Hà Nội

 ĐH Cần Thơ

 ĐH Sư phạm Hà Nội

 ĐH Đồng Tháp

 ĐH Vinh

 ĐH Tây Nguyên

 ĐH Ngoại ngữ Huế
2. Giới tính:

 Nam

 Nữ

3. Tình trạng nghề nghiệp
 Viên chức

 Hợp đồng dài hạn (> 1năm)  Hợp đồng ngắn hạn (1 năm)  Khác (xin nêu

rõ):
4. Chức danh:
 Giảng viên

 Nhà quản lý

 Kiêm nhiệm: giảng viên và quản lý

5. Thâm niên công tác:
 Đây là năm đầu tiên  1-3 năm

 3-10 năm

 10-20 năm

 Tiến sỹ

 Khác (xin nêu rõ):

 >20 năm
6. Trình độ chuyên môn cao nhất:
 Cử nhân

 Thạc sỹ

7. Chứng chỉ ngoại ngữ theo Khung Tham chiếu châu Âu mà thầy/cô hiện có theo
bậc:
 B2

 C1

 C2 trở lên

 Khác (xin nêu rõ):

8. Chứng chỉ nghiệp vụ sư phạm của thầy/cô
 được cấp trong chương trình đào tạo đại học  không được cấp trong chương trình đào tạo
đại học
 Khác (xin nêu rõ):
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9. Trong 5 năm gần đây, thầy/cô có tham gia

Có

Không

Có

Không

• Xây dựng, phát triển chương trình đào tạo SPTA?
• Xây dựng, phản biện đề thi, ngân hàng đề thi trong chương trình SPTA?

10. Trong 5 năm gần đây, thầy/cô có tham gia khóa đào tạo nào về
• Xây dựng, phát triển chương trình đào tạo SPTA?
• Phương pháp giảng dạy, Nghiệp vụ Sư phạm cho chương trình SPTA (không kể
khóa học lấy chứng chỉ Sư phạm được nêu trong câu 8)
• Xây dựng, phản biện đề thi, ngân hàng đề thi trong chương trình SPTA?

Phần 2: Chương trình, mục tiêu đào tạo ngành SPTA của nhà trường, chuẩn đầu ra theo
yêu cầu của BGD-ĐT

Thầy/cô vui lòng đánh dấu một lựa chọn phù hợp để đánh giá chương trình và mục tiêu đào tạo
ngành SPTA của nhà trường theo các tiêu chí sau.
Rất
không
đồng ý
11.1
11.2

Chương trình đào tạo xác định rõ mục tiêu đào tạo.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GDĐT về khối kiến thức chung đối với SV tốt nghiệp.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.3

ĐT về khối kiến thức tiếng Anh đối với SV tốt
nghiệp.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.4

ĐT về kỹ năng sử dụng ngôn ngữ đối với SV tốt
nghiệp.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.5

ĐT về chứng chỉ ngoại ngữ C1 theo khung tham
chiếu Châu Âu (hoặc tương đương) đối với SV tốt
nghiệp.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.6

ĐT về kiến thức nghiệp vụ sư phạm đối với SV tốt
nghiệp.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.7

ĐT về kỹ năng nghiệp vụ sư phạm đối với SV tốt
nghiệp.

11.8

Chương trình đào tạo đáp ứng yêu cầu của Bộ GDĐT về phát triển các kỹ năng mềm cần thiết cho
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công tác giảng dạy như kỹ năng thuyết trình, kỹ
năng làm việc nhóm, khả năng tư duy biện chứng,
v.v. đối với SV tốt nghiệp.
11.9

Chương trình đào tạo đáp ứng yêu cầu của Bộ GDĐT về kỹ năng học tập đối với SV tốt nghiệp.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.10

ĐT về kỹ năng nghiên cứu khoa học đối với SV tốt
nghiệp.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.11

ĐTvề kỹ năng sử dụng công nghệ thông tin đối với
SV tốt nghiệp.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.12

ĐT về các kỹ năng cần thiết liên quan đến công tác
xã hội đối với SV tốt nghiệp.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.13

ĐT về khả năng làm việc trong môi trường giáo
dục đối với SV tốt nghiệp.
Chương trình đào tạo đáp ứng yêu cầu của Bộ GDĐT về phẩm chất đạo đức cá nhân đối với SV tốt

11.14

nghiệp (có đạo đức tốt; nghiêm túc, có ý thức trách
nhiệm cao; có lối sống lành mạnh, văn minh phù
hợp với bản sắc dân tộc và môi trường xã hội, v.v.).
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.15

ĐT về phẩm chất đạo đức nghề nghiệp đối với SV
tốt nghiệp (yêu học sinh, yêu nghề, có tác phong
mẫu mực của người giáo viên, v.v.).
Chương trình đào tạo đáp ứng yêu cầu của Bộ GD-

11.16

ĐT về phẩm chất đạo đức xã hội đối với SV tốt
nghiệp (yêu nước, yêu CNXH, có tinh thần đoàn
kết hợp tác, v.v.).

11.17
11.18
11.19
11.20

Số môn học trong chương trình đào tạo phù hợp với
thời gian đào tạo cử nhân SPTA 4 năm.
Chương trình đào tạo có tính liên thông chặt chẽ
giữa các môn học.
Các môn học trong chương trình đào tạo không bị
chồng chéo.
Chương trình đào tạo đảm bảo tính cân bằng giữa
lý thuyết và thực hành.
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Chương trình đào tạo có đủ số môn học trang bị
11.21

cho SV tốt nghiệp đầy đủ kiến thức và các kỹ năng
thực hành tiếng.
Chương trình đào tạo có đủ số môn học trang bị

11.22

cho SV tốt nghiệp đầy đủ kiến thức Nghiệp vụ sư
phạm.
Chương trình đào tạo có đủ số môn học và thời

11.23

gian thực hành cần thiết trang bị cho SV tốt nghiệp
đầy đủ kiến thức và các kỹ năng nghiệp vụ sư
phạm.
Chương trình đào tạo trang bị cho SV tốt nghiệp

11.24

đầy đủ kiến thức thực tế về hoạt động ở trường phổ
thông và các cơ sở giáo dục khác.
Chương trình đào tạo có đủ số môn học trang bị

11.25

cho SV tốt nghiệp đầy đủ kiến thức và các kỹ năng
kiểm tra đánh giá.
Chương trình đào tạo đảm bảo sự cân đối giữa

11.26

phương pháp dạy học lấy người học làm trung tâm
và phương pháp dạy học lấy người dạy làm trung
tâm.

11.27
11.28

Chương trình đào tạo khuyến khích phối hợp áp
dụng đa dạng các phương pháp giảng dạy.
Các môn học trong chương trình đào tạo có tính
tích hợp cao.
Chương trình đào tạo đảm bảo sự phối hợp chặt chẽ

11.29

giữa các cấp quản lý (bộ môn, khoa, nhà trường,
v.v).
Mục tiêu đào tạo của chương trình SPTA xác định

11.30

rõ yêu cầu về khối kiến thức chung đối với SV tốt
nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.31

rõ yêu cầu về khối kiến thức tiếng Anh đối với SV
tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.32

rõ yêu cầu về kỹ năng sử dụng TA đối với SV tốt
nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.33

rõ yêu cầu về chứng chỉ ngoại ngữ C1 theo khung
tham chiếu châu Âu (hoặc tương đương) đối với
SV tốt nghiệp.
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Mục tiêu của chương trình đào tạo SPTA xác định
11.34

rõ yêu cầu về kiến thức nghiệp vụ sư phạm đối với
SV tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.35

rõ yêu cầu về kỹ năng nghiệp vụ sư phạm đối với
SV tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.36

rõ yêu cầu về kỹ năng sử dụng công nghệ thông tin
đối với SV tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định
rõ yêu cầu về việc phát triển các kỹ năng mềm cần

11.37

thiết cho công tác giảng dạy như kỹ năng thuyết
trình, kỹ năng làm việc nhóm, khả năng tư duy biện
chứng, v.v. đối với SV tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.38

rõ yêu cầu về kỹ năng nghiên cứu khoa học đối với
SV tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.39

rõ yêu cầu về khả năng học tập đối với SV tốt
nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.40

rõ yêu cầu về kỹ năng làm việc và công tác xã hội
đối với SV tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.41

rõ yêu cầu về khả năng học tập suốt đời đối với SV
tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.42

rõ yêu cầu về khả năng tự học đối với SV tốt
nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.43

rõ yêu cầu về khả năng làm việc độc lập đối với SV
tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.44

rõ vị trí làm việc và/hoặc khả năng đáp ứng yêu cầu
nghề nghiệp đối với SV sau khi tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.45

rõ yêu cầu về các kiến thức thực tiễn liên quan đến
hoạt động của trường phổ thông và các cơ sở đào
tạo khác đối với SV tốt nghiệp.
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Mục tiêu của chương trình đào tạo SPTA xác định
11.46

rõ yêu cầu về kiến thức kiểm tra đánh giá đối với
SV tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định

11.47

rõ yêu cầu về kỹ năng tổ chức các hoạt động kiểm
tra đánh giá đối với SV tốt nghiệp.
Mục tiêu của chương trình đào tạo SPTA xác định
rõ yêu cầu về phẩm chất đạo đức cá nhân đối với

11.48

SV tốt nghiệp (có đạo đức tốt; nghiêm túc; có ý
thức trách nhiệm cao; có lối sống lành mạnh, văn
minh phù hợp với bản sắc dân tộc và môi trường xã
hội, v.v.)
Mục tiêu của chương trình đào tạo SPTA xác định

11.49

rõ yêu cầu về phẩm chất đạo đức nghề nghiệp đối
với SV tốt nghiệp (yêu học sinh, yêu nghề, có tác
phong mẫu mực của người giáo viên, v.v.)
Mục tiêu của chương trình đào tạo SPTA xác định

11.50

rõ yêu cầu về phẩm chất đạo đức xã hội đối với SV
tốt nghiệp (yêu nước, yêu CNXH, có tinh thần đoàn
kết hợp tác, v.v).

11.51

Chương trình đào tạo SPTA của nhà trường có quá nặng so với thời gian đào tạo cử nhân SPTA

4 năm, hoặc có môn học nào không phù hợp? Thầy/cô vui lòng nêu rõ.

……………………………………………………………………………………………
……………………………………………………………………………………………………

11.52

Chương trình đào tạo SPTA của nhà trường có cần bổ sung môn học cần thiết nào khác không?

Thầy/cô vui lòng nêu rõ.

……………………………………………………………………………………………
……………………………………………………………………………………………………
11.53

Mục tiêu đào tạo chương trình SPTA của nhà trường có xác định rõ các yêu cầu về kiến thức, kỹ

năng, và thái độ của SV tốt nghiệp ngành SPTA? Thầy/cô vui lòng giải thích.

……………………………………………………………………………………………………
……………………………………………………………………………………………………
……………………………………………………………………………………………………
………………………………
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Phần 3: Phương pháp giảng dạy
Thầy/cô vui lòng đánh dấu vào ô thích hợp để đánh giá phương pháp giảng dạy
đang được áp dụng trong chương trình đào tạo SPTA của nhà trường.
Rất
không
đồng ý
15.1
15.2
15.3
15.4

SV được khuyến khích bày tỏ quan điểm và thể
hiện khả năng.
SV được khuyến khích liên hệ với các phương pháp
và kinh nghiệm học tập của bản thân.
SV được hỗ trợ để tích cực và chủ động củng cố và
phát triển trong học tập.
SV được khuyến khích tham gia nhiều hình thức
học tập khác nhau (hoạt động nhóm hay cá nhân).
SV được khuyến khích phát triển khả năng tư duy
bậc cao

15.5

(khả năng phân tích thông tin, luyện tập tư duy phê
phán và có những nhận xét sắc sảo khi đối diện với
những thử thách).

15.6
15.7
15.8
15.9
15.10
15.11

Các hoạt động học tập của SV được đánh giá
thường xuyên.
GV áp dụng PP dạy học lấy người dạy làm trung
tâm.
GV áp dụng PP dạy học lấy người học làm trung
tâm.
SV có nhiều thời gian thực hành trên lớp.
GV thường xuyên cải tiến chương trình, nội dung
môn học cho phù hợp.
GV cân bằng giữa việc dạy lý thuyết và thực hành.
GV giúp SV trang bị đầy đủ kiến thức, kỹ năng,

15.12

thái độ để sẵn sàng đáp ứng yêu cầu nghề nghiệp
và/hoặc vị trí làm việc sau khi tốt nghiệp.

15.13
15.14
15.15

GV khuyến khích, tạo động lực tốt cho SV học tập.
GV khuyến khích, tạo động lực tốt cho SV nghiên
cứu khoa học.
GV khuyến khích, tạo động lực và tăng cường tính
tích cực độc lập của SV.
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15.16
15.17
15.18

Các môn học trong chương trình đào tạo khuyến
khích SV nỗ lực để đạt thành tích cao trong học tập.
Môi trường học tập khuyến khích SV tham gia các
hoạt động.
Môi trường học tập mang tính thử thách.
Môi trường học tập khuyến khích SV dám đối mặt

15.19

với các thách thức trong học tập (không sợ mắc lỗi,
không ngại tiếp cận với cái mới, v.v.)

15.20
15.21
15.22
15.23
15.24
15.25

GV khuyến khích SV tin tưởng vào khả năng học
tập của bản thân.
GV khuyến khích SV nhận ra mối liên hệ giữa nỗ
lực và thành công.
GV thường xuyên phản hồi kịp thời để khuyến
khích SV tiếp tục phấn đấu trong học tập.
GV quan tâm đến các cách thức học tập khác nhau
của SV.
GV sử dụng các PPGD khác nhau tùy theo trình độ
của SV.
GV không giới hạn việc áp dụng các chiến lược dạy
học.

16. Thầy/cô đã gặp khó khăn, thách thức gì khi dạy các môn học trong CTĐT SPTA? Thầy/cô đã
làm gì để giảm thiểu các khó khăn, thách thức đó?

………………………………………………………………………………………
…………………………………………………………………………………………………
Phần 4: Kiểm tra đánh giá
Thầy/cô vui lòng đánh dấu vào ô thích hợp để đánh giá về nội dung và hình thức
kiểm tra đánh giá đang được áp dụng trong chương trình đào tạo SPTA của nhà trường.
Rất
không
đồng ý
17.1
17.2
17.3

Nội dung kiểm tra đánh giá phù hợp với mục tiêu
đào tạo của nhà trường.
Hình thức kiểm tra đánh giá phù hợp với mục tiêu
đào tạo của nhà trường.
Nội dung kiểm tra đánh giá phù hợp với nội dung
chương trình đào tạo.
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Hình thức kiểm tra đánh giá phù hợp với kỹ năng
17.4

(skills) của SV tốt nghiệp được xác định trong
chương trình đào tạo.
Hình thức kiểm tra đánh giá phù hợp với khả năng

17.5

(abilities) của SV tốt nghiệp được xác định trong
chương trình đào tạo.
Hình thức kiểm tra đánh giá phù hợp với năng lực

17.6

(capacity) của SV tốt nghiệp được xác định trong
chương trình đào tạo.

17.7
17.8
17.9

Nội dung kiểm tra đánh giá phù hợp với kiến thức
và kỹ năng SV được học.
Hình thức kiểm tra đánh giá phù hợp với kiến thức
và kỹ năng SV được học.
Hình thức kiểm tra đánh giá phù hợp với tiến trình
của các môn học trong chương trình đào tạo.

18. Thầy/cô thường áp dụng những hình thức kiểm tra đánh giá nào cho SV khi kết thúc môn
học? Thầy/cô vui lòng đánh dấu vào các lựa chọn phù hợp.

 Bài kiểm tra trên giấy

 Đánh giá theo nhóm

 Bài kiểm tra trên máy

 Đánh giá cá nhân

 Hồ sơ học tập (portfolio)

 Trình bày đa phương tiện hỗ trợ

 Thực hành

 Bài luận

 Tự luận

 Các hình thức kiểm tra khác (xin thầy/cô vui lòng nêu rõ)

 Vấn đáp
19. Thầy/cô có gặp khó khăn gì về kiểm tra đánh giá trong chương trình đào tạo SPTA của
nhà trường?
……………………………………………………………………………………………
……………………………………………………………………………………………………
Xin chân thành cảm ơn thầy/cô!
Phần 5: Mời tham gia phỏng vấn
Trân trọng kính mời thầy/cô tham gia phỏng vấn cá nhân. Xin thầy/cô vui lòng cung cấp
thông tin liên lạc dưới đây:
Họ và tên của thầy/cô:
Địa chỉ email:
Nhóm nghiên cứu sẽ liên hệ để sắp xếp phỏng vấn theo thời gian biểu và địa điểm thuận
tiện nhất với thầy/cô. Thông tin của thầy/cô sẽ luôn được đảm bảo bí mật.
Xin chân thành cảm ơn thầy/cô!
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APPENDIX C: Demographic information of the survey respondents

Variable
names

Employer

Gender
Employment
status

Roles

Years of
service

Highest
qualification
CEFR
certification
Pedagogical
certification

Groups

Numbers

Institution 01
Institution 02
Institution 03
Institution 04
Institution 05
Institution 06
Institution 07
Institution 08
Institution 09
Institution 10
Institution 11
Males
Females
Permanent tenure
Long-termed contract
Temporary contract
Others
Manager
Lecturers
Both managers and lecturers
This is the first year
1-3
3-10
10-20
Over 20
Bachelor degree
Master’s degree
Doctoral degree
Others
B2
C1
C2 and plus
Others
included in TEFL Bachelor degree
NOT included in TEFL Bachelor
degree
Others

28
13
13
13
18
25
5
25
9
12
9
41
130
116
29
9
14
2
122
40
12
13
55
52
33
25
121
21
3
10
108
28
12
110

347

Percentages
Within its
In total 11
institutions
institutions
70.00%
16.50%
86.67%
7.60%
18.57%
7.60%
43.33%
7.60%
69.23%
10.60%
67.57%
14.70%
10.42%
2.90%
100.00%
14.70%
22.50%
5.30%
60.00%
7.10%
60.00%
5.30%
23.98%
76.02%
69.05%
17.26%
5.36%
8.33%
1.22%
74.39%
24.39%
7.27%
7.88%
33.33%
31.52%
20.00%
14.71%
71.18%
12.35%
1.76%
6.33%
68.35%
17.72%
7.59%
65.87%

40

23.95%

17

10.18%
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APPENDIX D: Demographic information of the interviewees
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Intervi
-ewees

Roles
Administrators

P01

√

P02

√

P03
P04

Lecturers

√

Qualifi
cations

Years of
service

Gender

Courses
lecturing

Institutions
Metropolitan

Curriculum
Provincial

Management

√

√
√

Development

Assessment
Involvement

√

√

Dr

> 20

M

Dr

10-20

F

ELP

√

3-10

F

ELT

√

√

√

√
√

MA

10-20

F

ELP, ELT

√

√

√

P05

√

MA

3-10

M

ELP, ELT

√

√

√

P06

√

MA

3-10

F

ELP, ELT

√

√

MA

10-20

M

ELP, ELT

√

√

√

Dr

10-20

F

ELP

√

√

P07

√

√
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P08

√

P09

√

√

MA

10-20

F

ELT

√

√

P10

√

√

Dr

10-20

F

ELP

√

√

P11

√

√

MA

10-20

F

ELP

√

MA

3-10

M

P12

√

√
√

√

√

√

√

ELP

√

√

√

P13

√

√

MA

10-20

M

ELP;

√

√

√

√

P14

√

√

MA

> 20

F

ELP;

√

√

√

√

P15

√

√

Dr

> 20

M

ELT, ELP

√

> 20

F

ELT

√

√

√

P16

Demographic information of the interviewees (cont.)
P17

√

MA

> 20

F

ELP

√

√

√

√
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P18

√

√

Dr

> 20

F

ELP, ELT

P19

√

√

MA

> 20

F

ELP; ELT

√

√

√

√

P20

√

√

Dr

> 20

M

ELP

√

√

√

√

P21

√

√

MA

> 20

F

ELT

√

√

√

√

P22

√

√

MA

> 20

F

ELP, ELT

√

√

√

√

P23

√

BA

3-10

M

ELP

√

√

√

P24

√

BA

1-3

M

ELP

√

P25

√

BA

1-3

F

ELP

√

P26

√

√

Dr

> 20

M

ELT

√

P27

√

√

MA

10-20

F

ELP, ELT

√

√

MA

10-20

F

ELP

√

P28

√

√

√

√

√

√

P29

√

√

Dr

> 20

M

ELT

√

√

√

√

P30

√

√

MA

10-20

M

ELP

√

√

√

√

P31

√

√

MA

> 20

M

ELT

√

√

√

√

P32

√

√

MA

10-20

F

ELP

√

√

√

√

P33

√

√

MA

10-20

F

ELP

√

√

√

√
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APPENDIX E: The interview protocol
Semi-structured interview for Vietnamese ELTE lecturers and managers
about “Alignment of curricula, pedagogies, assessments, outcomes, and standards in
Vietnamese English Language Teacher Education”
Description: The interview will be conducted in the third phase of data
collection. Questions for the semi-structured interview will be shaped by results of the
policy document analysis in phase 1 and the survey analysis in phase 2.

Introduction and briefing
Good morning/afternoon,
Thank you for your consent to participating in this interview.
As you may have known, my name is Lan Nguyen Thi Phuong. I am an EFL
lecturer at Hanoi Pedagogical University No.2 (HPU2), and currently a PhD student at
the University of Newcastle, Australia.
I am doing an educational research titled “Alignment of curricula, pedagogies,
assessments, outcomes, and standards in Vietnamese English Language Teacher
Education” as part of my doctoral study. Specifically, I would like to investigate your
experiences and practice of curricula, pedagogies, assessments, outcomes and MOET
standards for ELTE programs. I would also like to know about your opinions of the
alignment level among these components
This interview will last about half an hour or forty-five minutes. May I take notes
and record our conversation?
Your information will be kept confidential and secure. If you have any comments
and/or questions, please contact me at Lan.NguyenThiPhuong@uon.edu.au
Are you ready? Thank you.
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Suggested interview questions
Demographic Information: Could you please introduce yourself?
Prompts:
•

Please tell me about your working institution and years of service.

•

What subjects are you teaching for your institutional ELTE program?

•

Have you taken part in designing and developing ELTE program?

•

Have you written the course syllabus design?

•

Have you ever attended any courses of training about curriculum?

•

Have you ever attended any courses of training about pedagogy?

•

Have you designed tests for ELTE program?

•

Is there a centre of assessment and testing or you design tests and use
immediately?

•

Have you ever attended any courses of training about assessments?
Question 1 (Curriculum)
What do you think about the balance between the theoretical and practical

courses included in your ELTE curriculum?
Prompts:
How many credits are included in your ELTE program?
What do you think about the number of theory courses and the number of
practice courses? Are they well-balanced?
Are there any courses that must be added to or omitted from the curriculum?
What should you do to make your curriculum better?
Question 2 (Outcomes and standards)
What about your institutional outcomes, in comparison with MOET’s
standards?
Prompts:
Which English level that your institution is applying for your graduates?
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What about your students’ English Language Proficiency levels when they entry
the ELTE program? Are they in low or high enough entry level?
How many percentages of graduates, do you think, can meet the institutional
requirements of English Language Proficiency level?
What English Language Proficiency level should be required as a standard that
is suitable for your students’ levels?
How many percentages of graduates, do you think, can meet MOET standards of
English Language Proficiency level?
Question 3: Curriculum and outcome alignment
Do you think that your curriculum is well aligned with your institutional
outcome requirements? (in terms of knowledge, skills, and especially the English
language proficiency requirements?)
Question 4: Curriculum and standards alignment
Do you think that your curriculum is well aligned with MoET’s standards?
(in terms of knowledge, skills, and especially the English language proficiency
requirements?)
Question 5 (Pedagogy)
What constraints do you face with teaching the ELTE courses?
Prompts:
Do you have any difficulties using English in instruction at your class?
Have you got any challenges when organising teaching activities within your
ELTE program? What do you often do to deal with those difficulties?
What about your students’ learning attitude?
Question 6 (Assessments)
Prompts:
Do you have any difficulties when organising tests for your students?
Do you think the assessment contents and forms can assess the students’ true
capacity and levels?
What assessment forms do you often use for assessments?
Question 7 Alignment and Suggestions for alignment improvement
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We have just discussed the curriculum, pedagogy, assessment, outcomes, and
standards. To what extent do you think these five levers align with each other, score
from 1 to 10?
What suggestions you could offer to increase the alignment level of these five
elements?
What element should we reconsider to make a better alignment?
Once again, thank you very much for your participation in the interview. I will
transcribe your response and send you a copy of the transcript for your confirmation.
Your information will be kept confidential and secure. If you have any comments and/or
questions, please contact me at Lan.NguyenThiPhuong@uon.edu.au.

354

APPENDICES

Bảng câu hỏi phỏng vấn tiếng Việt (Câu hỏi gợi ý)
Cảm ơn thầy/cô đã nhận lời tham gia phỏng vấn. Đề tài của tôi là sự thống nhất
giữa Chương trình đào tạo, phương pháp giảng dạy, kiểm tra đánh giá, mục tiêu đào tạo
chính là chuẩn đầu ra của nhà trường, và chuẩn đầu ra theo yêu cầu của một là dục và
đào tạo đối với ngành đào tạo sư phạm tiếng Anh ở Việt Nam. Xin thầy/cô cho biết
thầy/cô công tác tại trường từ năm nào ạ?

• Thầy/cô có tham gia xây dựng chương trình đào tạo không?
• Thầy/cô có tham gia xây dựng ngân hàng đề thi và phản biện đề thi không?
• Ở các môn khác thì thầy/cô có tham gia xây dựng học xét duyệt môn nào không?
Câu hỏi 1: Chương trình đào tạo
Đánh giá chung về chương trình đào tạo của mình về tất cả các môn kể
cả các môn kiến thức chung bằng tiếng Việt và các môn kiến thức chuyên ngành
bằng tiếng Anh Thì thầy/cô thấy tỷ lệ giữa các môn lý thuyết và thực hành và tỷ
lệ giữa các môn tiếng Việt và tiếng Anh như thế nào?

• Với các môn tiếng Anh mà thầy/cô đã từng tham gia giảng dạy thì thầy/cô thấy tỉ
lệ giữa các môn lý thuyết và các môn thực hành như thế nào?

• Có môn nào trong chương trình đào tạo các thầy cô thấy không cần thiết hoặc
đang thiếu không?

• Thầy/cô đánh giá chung thì chương trình đào tạo ấy có trang bị đủ kiến thức, kỹ
năng thái độ cho sinh viên để đáp ứng mục tiêu đào tạo của bên mình không?
Câu hỏi 2: Chuẩn đầu ra
Theo chuẩn đầu ra của trường thì sinh viên tốt nghiệp phải đạt trình độ nào về
Năng lực Ngôn ngữ (NLNN)?
Xin thầy/cô cho biết tình hình thực tế sinh viên đạt chuẩn đầu ra của nhà trường?
Bao nhiêu % sinh viên đạt chuẩn đầu ra về NLNN?
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Câu hỏi 3: Sự thống nhất giữa hương trình đào tạo và mục tiêu đào tạo
Theo thầy/cô thì chương trình đào tạo của nhà trường có trang bị đầy đủ kiến
thức và kỹ năng cũng như thái độ cần thiết để sinh viên có thể đạt mục tiêu đào tạo theo
yêu cầu của nhà trường không? Đặc biệt là NLNN?
Câu hỏi 4: Sự thống nhất giữa hương trình đào tạo và chuẩn đầu ra
Theo thầy/cô thì chương trình đào tạo của nhà trường có trang bị đầy đủ kiến
thức và kỹ năng cũng như thái độ cần thiết để sinh viên có thể đạt chuẩn đầu ra theo yêu
cầu của Bộ GD-ĐT không? Đặc biệt là NLNN?
Câu hỏi 5: Phương pháp giảng dạy
Thầy/cô có gặp khó khăn gì khi giảng dạy các học phần trong chương trình đào
tạo SPTA không?

• Trình độ đầu vào của sinh viên thế nào? Thái độ học tập của sinh viên?
• Môi trường học tập thế nào? Sự tương tác với các bạn ở tất cả các nhóm trình độ
và với các thầy cô ra sao?

• Bên cạnh những khó khăn như trình độ đầu vào thấp và trình độ không đồng
đều, các thầy cô có gặp khó khăn gì khi tổ chức các hoạt động dạy học không?

• Cơ sở vật chất tcủa nahf trường như thế nào?
Câu hỏi 6: Kiểm tra đánh giá
Về phần kiểm tra đánh giá, thầy/cô đánh giá thế nào về phần nội dung và kiến
thức kiểm tra đánh giá. Phần nội dung có bao quát được hết tất cả những nội dung kiến
thức mà mình mong muốn sinh viên đạt được theo mục tiêu đào tạo không?
Các định dạng đề thi thì các thầy/cô thường áp dụng các định dạng đề thi nào
cho cả giữa kỳ và cuối kỳ?
Các đề thi đó có kiểm tra được hết các kỹ năng mà mình mong muốn sinh viên
đạt được sau khi học tất cả các môn đó không?
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Theo thầy/cô đánh giá thì kết quả cuối cùng của sinh viên có đánh giá đúng thực
sự năng lực của sinh viên không?
Câu hỏi 7: Sự thống nhất giữa chương trình đào tạo, phương pháp giảng
dạy, kiểm tra đánh giá, mục tiêu đào tạo của nhà trường và chuẩn đầu ra của Bộ
GD-ĐT
Chúng ta vừa trao đổi về chương trình đào tạo, phương pháp giảng dạy, kiểm tra
đánh giá, mục tiêu đào tạo của nhà trường và chuẩn đầu ra của Bộ. Nếu 5 yếu tố này
thống nhất tổng thể tuyệt đối ở mức 10, theo thầy/cô đánh giá thì chương trình đào tạo
của khoa mình, phương pháp giảng dạy của các thầy cô trong khoa, kiểm tra đánh giá
mình đang áp dụng, mục tiêu đào tạo của khoa mình và so với chuẩn đầu ra của Bộ, vậy
thống nhất ở mức mấy trên 10?
Thầy/cô thì cần thay đổi những yếu tố nào để gia tăng sự thống nhất tổng thể
giữa các yếu tố này?
Xin chân thành cảm ơn thầy/cô!
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APPENDIX F: Cronbach alpha values for all studied items
Reliability Statistics
Cronbach's Alpha

N of Items

.968

29
Item-Total Statistics
Corrected

11.1 The curriculum clearly identifies outcomes.
11.2 The curriculum aligns with the MOET
requirements of general knowledge.

Scale

Scale

Item-

Cronbach'

Mean if

Variance

Total

s Alpha if

Item

if Item

Correlatio

Item

Deleted

Deleted

n

Deleted

83.3448

166.089

.638

.967

83.4276

167.135

.597

.968

83.4483

164.888

.708

.967

83.4828

165.182

.700

.967

83.6552

164.561

.678

.967

83.5034

164.474

.734

.967

83.5310

163.779

.775

.966

83.6690

165.987

.666

.967

83.6621

165.711

.692

.967

83.9172

163.688

.715

.967

83.6483

165.924

.634

.967

11.3 The curriculum aligns with the MOET
requirements of general English language
knowledge.
11.4 The curriculum aligns with the MOET
requirements of English language
communicative skills.
11.5 The curriculum aligns with the MOET
requirements of English language competency
(C1).
11.6 The curriculum aligns with the MOET
requirements of pedagogy knowledge.
11.7 The curriculum aligns with the MOET
requirements of pedagogical skills.
11.8 The curriculum aligns with the MOET
requirements of the necessary soft skills related
to teaching (presentation, critical thinking,
team-working skills, etc.…).
11.9 The curriculum aligns with the MOET
requirements of graduate students’ learning
skills.
11.10 The curriculum aligns with the MOET
requirements of graduate students’ research
skills.
11.11 The curriculum aligns with the MOET
requirements of the graduate students’
information technology (IT) skills.
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11.12 The curriculum aligns with the MOET
requirements of the graduate students’ social

83.9379

167.031

.535

.968

83.6621

165.003

.711

.967

83.5448

166.069

.712

.967

83.5586

165.790

.712

.967

83.5448

166.569

.642

.967

83.6069

162.282

.761

.967

83.6138

164.086

.694

.967

83.6276

165.513

.641

.967

83.7241

161.396

.771

.966

83.6414

163.065

.771

.966

83.5655

161.581

.817

.966

83.6621

161.503

.809

.966

83.8069

162.171

.726

.967

83.8552

160.222

.783

.966

83.6276

164.096

.747

.967

integration skills.
11.13 The curriculum aligns with the MOET
requirements of the graduate students’ education
workplace skills.
11.14 The curriculum aligns with the MOET
requirements of graduate students’ personal
dispositions.
11.15 The curriculum aligns with the MOET
requirements of graduate students’ professional
dispositions.
11.16 The curriculum aligns with the MOET
requirements of graduate students’ social
dispositions.
11.17 The number of the courses included in the
curriculum is suitable for a four-year Bachelor
program.
11.18 The curriculum has good linkage across
courses.
11.19 The curriculum avoids overlaps between
courses.
11.20 The theory and practice courses are well
balanced.
11.21 The curriculum has sufficient courses to
adequately prepare graduate teacher students’
instruction in English.
11.22 The curriculum has sufficient pedagogy
courses to prepare graduate teacher students in
pedagogy knowledge.
11.23 The curriculum has sufficient courses
involving pedagogical practice to develop the
pedagogy skills of graduate teacher students.
11.24 The curriculum has sufficient
opportunities to adequately provide professional
practical experiences within high school and
other teaching sites, for graduate students.
11.25 The curriculum has sufficient instruction
in assessments to prepare graduate teacher
students in assessments knowledge.
11.26 The curriculum balances teacher-and
student-centred learning.
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11.27 The curriculum promotes flexibility in
using different teaching approaches.
11.28 The courses are well integrated.
11.29 The curriculum promotes managerial
competence.

83.5379

165.986

.648

.967

83.7172

165.857

.634

.967

83.6621

162.823

.743

.967

Corrected

Cronbach's

Reliability Statistics
Cronbach's
Alpha

N of Items

.965

21
Item-Total Statistics
Scale
Mean if

11.30 The outcomes identify the graduate teacher
students’ general knowledge.
11.31 The outcomes identify the graduate teacher
students’ general English language knowledge.
11.32 The outcomes identify the graduate teacher
students’ English language communicative skills.
11.33 The outcomes identify the graduate teacher
students’ English language competency (C1).
11.34 The outcomes identify the graduate teacher
students’ pedagogy knowledge.
11.35 The outcomes identify the graduate teacher
students’ pedagogical skills.
11.36 The outcomes identify the graduate teacher
students’ information technology (IT) skills.

Scale

Variance if Item-Total

Alpha if

Item

Item

Correlatio

Item

Deleted

Deleted

n

Deleted

60.8776

86.286

.759

.963

60.9252

86.522

.721

.963

60.8776

86.601

.712

.963

60.9116

86.150

.690

.964

60.8912

86.563

.779

.963

60.9660

86.348

.756

.963

61.0680

86.365

.725

.963

61.0748

85.097

.790

.963

61.2109

85.702

.682

.964

61.0952

85.251

.814

.962

61.1701

86.238

.704

.963

61.2245

85.668

.753

.963

11.37 The outcomes identify the graduate teacher
students’ necessary soft skills related to teaching
(presentation, critical thinking, team-working skills,
etc.…).
11.38 The outcomes identify the graduate teacher
students’ research skills.
11.39 The outcomes identify the graduate teacher
students’ learning skills.
11.40 The outcomes identify the graduate teacher
students’ social integration skills.
11.41 The outcomes identify the graduate teacher
students’ on-going learning capacity.
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11.42 The outcomes identify the graduate teacher
students’ self-directed learning capacity.
11.43 The outcomes identify the graduate teacher
students’ capacity for working independently.

61.0952

84.922

.783

.963

61.1088

86.152

.761

.963

61.0748

87.138

.744

.963

61.1837

86.124

.690

.964

61.2041

85.780

.680

.964

61.1973

85.132

.740

.963

60.9388

86.072

.743

.963

60.9252

86.385

.769

.963

61.0204

85.869

.771

.963

11.44 The outcomes identify the graduate teacher
students’ employability (positions, requirements,
and skills required for the position).
11.45 The outcomes clearly identify the graduate
teacher students’ professional practical experience
requirements within high school and other teaching
sites.
11.46 The outcomes identify the graduate teacher
students’ assessment knowledge.
11.47 The outcomes identify the graduate teacher
students’ capacity to organise assessments.
11.48 The outcomes identify the graduate teacher
students’ personal dispositions.
11.49 The outcomes identify the graduate teacher
students’ professional dispositions.
11.50 The outcomes identify the graduate teacher
students’ social dispositions.

Reliability Statistics
Cronbach's
Alpha

N of Items
.969

25
Item-Total Statistics

15.1 Students have opportunities to speak and give

Scale

Scale

Cronbach's

Mean if

Variance

Corrected

Alpha if

Item

if Item

Item-Total

Item

Deleted

Deleted

Correlation

Deleted

71.5000

143.667

.753

.968

71.4189

143.374

.751

.968

15.3 Students’ learning is scaffolded.

71.4730

142.972

.778

.968

15.4 Students are provided with varied

71.2905

142.534

.752

.968

opinions..
15.2 Students are encouraged to make connection
with their prior learning and experience.

opportunities to work in the whole-class, in
structured group work, with guided learning and
individual activity.
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15.5 Students are encouraged to engage to higher

71.6284

139.827

.796

.968

71.5000

142.442

.720

.968

72.0541

150.582

.199

.973

71.4662

143.217

.819

.967

71.7703

141.457

.730

.968

15.10 Course content is regularly updated.

71.6081

141.546

.808

.967

15.11 Courses provide a good connection between

71.6486

141.849

.779

.968

15.12 Students are well prepared for the workforce.

71.6959

141.478

.781

.968

15.13 Students are motivated to study.

71.5000

142.224

.841

.967

15.14 Students’ research skills are developed.

71.7838

141.450

.734

.968

15.15 Students are encouraged to study

71.5541

142.031

.817

.967

71.5676

143.757

.755

.968

15.17 The learning environment is engaging.

71.5946

143.018

.777

.968

15.18 The learning environment is challenging.

71.7770

144.827

.579

.969

15.19 The learning environment encourages

71.6757

140.983

.814

.967

71.5473

143.896

.770

.968

71.5541

143.310

.788

.968

71.6216

141.978

.745

.968

71.6419

142.966

.763

.968

71.5608

143.636

.741

.968

71.5135

143.775

.792

.968

order thinking.
15.6 Students are encouraged to use formative
assessments.
15.7 Students are exposed to a teacher-centred
approach.
15.8 Students are exposed to a learner-centred
approach.
15.9 Students are given sufficient class time to
practice language skills.

theory and practice.

independently.
15.16 Courses set high expectations for students’
classroom performance.

students to take risks (e.g. students do not feel
afraid of making mistakes, it is safe for students to
make new things, etc. …).
15.20 Lecturers encourage all students to believe
that they have capacities to learn successfully.
15.21 Lecturers encourage students to see that
there is a relationship between their effort and
success.
15.22 Lecturers provide students with regular and
timely feedback in forms that clarify what actions
individuals should take to make further learning
progress.
15.23 Lecturers consider diverse students’
individual learning style.
15.24 Lecturers use different pedagogies
depending on the student levels.
15.25 Lecturers rely on a range of/ do not rely on a
few instructional strategies.
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Reliability Statistics
Cronbach's
Alpha

N of Items
.951

9

Item-Total Statistics

17.1 What is assessed aligns with the learning

Scale

Scale

Mean if

Variance if

Item

Item

Deleted

Deleted

Corrected
Item-Total
Correlation

Cronbach's
Alpha if
Item
Deleted

23.7248

15.404

.782

.947

23.7450

14.867

.847

.943

23.6846

15.312

.786

.946

23.7785

14.633

.799

.946

23.8389

14.636

.822

.944

23.8591

14.825

.772

.947

23.7047

14.858

.786

.946

23.7651

14.384

.859

.942

23.6980

14.685

.802

.945

outcomes.
17.2 How is assessed aligns with the learning
outcomes.
17.3 What is assessed aligns with the
curriculum intent.
17.4 How is assessed aligns with the skills
specified in the curriculum.
17.5 How is assessed aligns with the abilities
specified in the curriculum.
17.6 How is assessed aligns with the students’
capacities.
17.7 What is assessed directly relates to what
students have had opportunity to learn.
17.8 How is assessed directly relates to what
students have had opportunity to learn.
17.9 How is assessed aligns with students’
learning progress over the course of the ELTE
program.
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APPENDIX G: The curricula data analysis

Names of
institutions
Institution 01
Institution 02
Institution 03
Institution 04
Institution 05
Institution 06
Institution 07
Institution 08
Institution 09
Institution 10
Institution 11
Average
Names of
institutions
Institution 01
Institution 02
Institution 03
Institution 04
Institution 05
Institution 06
Institution 07
Institution 08
Institution 09
Institution 10
Institution 11
Average

% of
% of
Total Foundation foundation Professional
professional
credits knowledge
in total
knowledge
in the total
credits
136
135
136
131
132
141
139
135
140
126
123
134

34
21
27
34
27
41
22
27
42
33
35
31.18

Total Compulsory
credits
credits
136
135
136
131
132
141
139
135
140
126
123
134

25.00%
15.56%
19.85%
25.95%
20.45%
29.08%
15.83%
20.00%
30.00%
26.19%
28.46%
23.31%

102
114
109
97
105
100
117
108
98
93
88
102.82

75.00%
84.44%
80.15%
74.05%
79.55%
70.92%
84.17%
80.00%
70.00%
73.81%
71.54%
76.69%

% of
compulsory
in the total

Directive/
Elective
credits

% of
Directed/
Elective in
the total

100%
92.59%
80.88%
87.79%
93.94%
90.07%
94.24%
86.67%
89.29%
92.06%
82.11%
90%

0
10
26
16
8
14
8
18
15
10
22
13.36

0%
7.41%
19.12%
12.21%
6.06%
9.93%
5.76%
13.33%
10.71%
7.94%
17.89%
10%

136
125
110
115
124
127
131
117
125
116
101
120.64
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The curricula data analysis (cont.)
Names of
institutions
Institution 01
Institution 02
Institution 03
Institution 04
Institution 05
Institution 06
Institution 07
Institution 08
Institution 09
Institution 10
Institution 11
Average

Names of
institutions
Institution 01
Institution 02
Institution 03
Institution 04
Institution 05
Institution 06
Institution 07
Institution 08
Institution 09
Institution 10
Institution 11
Average

% of
Courses in
% of
Professional
Total
Professional
Vietnamese courses in
in
credits
in
language Vietnamese Vietnamese
Vietnamese
136
135
136
131
132
141
139
135
140
126
123
134

68
33
46
42
31
51
38
36
52
33
35
42.27

50.00%
24.44%
33.82%
32.06%
23.48%
36.17%
27.34%
26.67%
37.14%
26.19%
28.46%
31.43%

34
12
19
8
4
10
16
9
10
0
0
11.09

% of
Total Professional
Linguistics
professional
credits in English
credits
in English
136
135
136
131
132
141
139
135
140
126
123
134

68
102
90
89
101
90
101
99
88
93
88
91.73

50.00%
75.56%
66.18%
67.94%
76.52%
63.83%
72.66%
73.33%
62.86%
73.81%
71.54%
68.57%

365

10
12
12
12
14
8
14
20
21
16
16
14.09

25.00%
8.89%
13.97%
6.11%
3.03%
7.09%
11.51%
6.67%
7.14%
0.00%
0.00%
8.13%

% of
Linguistics
in the total
7.35%
8.89%
8.82%
9.16%
10.61%
5.67%
10.07%
14.81%
15.00%
12.70%
13.01%
10.55%
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The curricula data analysis (cont.)
Names of
institutions

Total
credits

Institution 01
Institution 02
Institution 03
Institution 04
Institution 05
Institution 06
Institution 07
Institution 08
Institution 09
Institution 10
Institution 11
Average

136
135
136
131
132
141
139
135
140
126
123
134

Cultural
courses

% of
cultural in
the total

Language
proficiency
credits

% of
language
proficiency
in the total

14
8
12
10
9
10
8
18
2
8
10
9.91

10.29%
5.93%
8.82%
7.63%
6.82%
7.09%
5.76%
13.33%
1.43%
6.35%
8.13%
7.42%

48
48
39
35
41
32
54
33
32
48
44
41.27

35.29%
35.56%
28.68%
26.72%
31.06%
22.70%
38.85%
24.44%
22.86%
38.10%
35.77%
30.91%

Teaching
practicum
credits

% of
teaching
practicum in
the total

7
7
3
6
5
5
5
8
3
6
5
5.45

5.15%
5.19%
2.21%
4.58%
3.79%
3.55%
3.60%
5.93%
2.14%
4.76%
4.07%
4.09%

Names of
institutions

Total
credits

pedagogic
al credits

% of
Pedagogical
in the total

Institution 01
Institution 02
Institution 03
Institution 04
Institution 05
Institution 06
Institution 07
Institution 08
Institution 09
Institution 10
Institution 11
Average

136
135
136
131
132
141
139
135
140
126
123
134

16
14
21
12
16
14
14
28
29
19
13
17.82

11.76%
10.37%
15.44%
9.16%
12.12%
9.93%
10.07%
20.74%
20.71%
15.08%
10.57%
13.27%

366

APPENDICES

The curricula data analysis (cont.)
% of
Graduation
Graduation/
or Thesis
Thesis in
credits
the total

Names of
institutions

Total
credits

Institution 01
Institution 02
Institution 03
Institution 04
Institution 05
Institution 06
Institution 07
Institution 08
Institution 09
Institution 10
Institution 11
Average

136
135
136
131
132
141
139
135
140
126
123
134

8
7
6
10
0
7
8
6
10
0
10
6.55

Names of
institutions

Total
credits

Research
skill credits

% of
research
skill in the
total

Institution 01
Institution 02
Institution 03
Institution 04
Institution 05
Institution 06
Institution 07
Institution 08
Institution 09
Institution 10
Institution 11
Average

136
135
136
131
132
141
139
135
140
126
123
134

2
2
2
2
3
2
2
4
2
2
2
2.27

1.47%
1.48%
1.47%
1.53%
2.27%
1.42%
1.44%
2.96%
1.43%
1.59%
1.63%
1.70%

5.88%
5.19%
4.41%
7.63%
0.00%
4.96%
5.76%
4.44%
7.14%
0.00%
8.13%
4.87%

367

soft skills
credits
6
6
2
2
10
6
4
6
9
2
0
4.82

% of soft
skills in the
total
4.41%
4.44%
1.47%
1.53%
7.58%
4.26%
2.88%
4.44%
6.43%
1.59%
0.00%
3.55%

Assessment
% of
and
Assessment
Evaluation in the total
2
2
3
0
3
4
2
5
2
2
4
2.64

1.47%
1.48%
2.21%
0.00%
2.27%
2.84%
1.44%
3.70%
1.43%
1.59%
3.25%
1.97%
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The curricula data analysis (cont.)
Names of
institutions

Total
credits

Institution 01
Institution 02
Institution 03
Institution 04
Institution 05
Institution 06
Institution 07
Institution 08
Institution 09
Institution 10
Institution 11
Average

136
135
136
131
132
141
139
135
140
126
123
134

IT skills
credits

% of IT
in the
total

3
4
5
2
3
2
4
6
5
2
2
3.45

2.21%
2.96%
3.68%
1.53%
2.27%
1.42%
2.88%
4.44%
3.57%
1.59%
1.63%
2.56%
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APPENDIX H: The outcome data analysis
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Knowledge requirements

Skills

Dispositions

Additional
knowledge

English
language
communicative skills

Pedago
gy skills

Research
skills

Soft skills

Personal
disposition

Professiona
l
disposition

Social
disposition

370

Employability

Life-long
learning

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√
√

0
0

0
0

√
√

√
√

√
√

√
√

√
√

√ C1

√

√

√

√

√

√

0

√

√ C1
√ C1
√
11/11

√
√
√
11/11

0
0
√
6/11

√
√
√
9/11

√
√
√
11/11

√
√
√
11/11

√
√
√
11/11

√
√
√
10/11

√
√
0
10/11

Institutions

Foundation
knowledge

Major
knowledge

Institution 01

√

√

√

√

√ C1

√

0

√

√

√

Institution 02

√

√

√

√

√ C1

√

√

√

√

Institution 03

√

√

√

√

√ C1

√

√

√

Institution 04

√

√

√

√

PostIntermediate

√

√

Institution 05

√

√

√

√

√ C1

√

Institution 06
Institution 07

√
√

√
√

√
√

0
0

√ B2
√ C1

Institution 08

0

0

Institution 09

√
√
√
10/11

0
√
√
7/11

Institution 10
Institution 11

Professional
knowledge

Unclear
Unclear
(combined in (combined in
skills’
skills’
equirements ) requirements )

√
√
√
10/11

√
√
√
10/11

√
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APPENDIX I: The VSTEP sample Reading test
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APPENDIX J: The VSTEP sample Writing test
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APPENDIX K: The VSTEP sample Listening test
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APPENDIX L: The VSTEP sample Speaking test
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