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ABSTRACT 

Integrating culture into teaching a foreign language involves not only the 

transmission of intercultural knowledge but also the engagement of learners into 

social interaction and reflection on intercultural issues.  On that basis, this thesis is 

conducted (1) to investigate the teachers’ practice of intercultural integration and 

identify possible problems regarding this issue and (2) to try and propose an 

intercultural language teaching approach, the Intercultural Language Learning and 

Teaching model (IcLLT) of construction – connection – interaction – reflection - 

extension to diversify teachers’ practice of intercultural integration to build 

students’ intercultural competence (IC).  

This thesis embraced action research design with two phases of (1) problem 

identification and (2) suggestions for a solution. Phase 1, the pre-action phase, is 

an investigation of the current practice of intercultural integration of upper 

secondary English teachers in Tra Vinh, Vietnam. In this phase, teachers’ 

perceptions and practices were reflected from the responses of 101 teachers to the 

questionnaires and six classroom observations. Phase 2, the action phase, was the 

trial implementation of the IcLLT in two different classes of Grade 10, of which one 

class (Class 10E), involving one teacher and 22 students, used the pilot coursebook; 

the other (Class 10C), involving one teacher and 32 students, used the standard 

coursebook. The applicability of IcLLT model was judged from the perceptions and 

engagement of the teachers and students in two Communication and Culture lessons 

(in the pilot coursebooks) and two skill lessons (in the standard coursebooks) 

through the triangulation of data collected from (1) class observations, (2) students’ 

evaluation sheets and (3) teacher interviews.   

Findings from Phase 1 proved that teachers in upper secondary schools were 

willing to incorporate culture to teaching English to facilitate students’ language 

learning and build their intercultural knowledge, not yet to target for their IC. The 

teachers’ practices were described as teacher-centered, knowledge-based, and 

coursebook-driven. In Phase 2, the feasibility of IcLLT model was approved. The 

teachers could specify intercultural objectives and design relevant intercultural 

language activities. Through these activities, the students were engaged in social 

interaction and critical reflection at different levels. Compared to the skill lessons in 

the standard coursebook, the Communication and Culture lessons were more 

compatible with IcLLT due to the provided specific cultural input. Nevertheless, the 

two types of lessons should be subjected to some modifications to foster students’ 

comprehensive IC.  

The findings suggested that the representation of specific cultural input, the 

recognition of intercultural objectives, and students’ engagement in intercultural 

interaction and critical reflection are the key to the success of IcLLT model.  
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CHAPTER 1. INTRODUCTION 

 

This chapter brings some introductory information about the research 

conducted. It starts by presenting the research background and how it generates 

research issues. Research objectives and relevant research questions are presented to 

specify the issues. Research scope was then followed to narrow down research 

areas, objectives, and participants. Finally, definitions of terms are listed to support 

the logicality and intelligibility of the whole research. 

1.1. Rationale 

English is the most favored language for international communication in the 

world today. It is the most commonly preferred and learned second language (L2) 

and foreign language (FL) (Graddol, 2006; Lê Văn Canh, 2004). The speakers of 

English as the second or an FL are more numerous than native English speakers 

(Crystal, 2004). According to Philipsen (2002), communication is culturally tied to 

individuals and communities.  That is why developing competence to communicate 

effectively and appropriately across cultures, which is known as intercultural 

competence (IC), should be an integral objective of teaching English besides 

building learners' communicative competence (CC). 

In response to the integration of Association of Southeast Asian Nations 

(ASEAN) and globalization, teaching English as a foreign language (EFL) in 

Vietnam undertakes a new mission - to contribute to the interculturality for 

Vietnamese to become capable global citizens. Intercultural objectives are more 

prominent in the new overall curriculum for teaching English in upper secondary 

education. To specify, the stated objectives of the mentioned curriculum are (1) 

raising comprehensive intercultural awareness, (2) building positive intercultural 

attitudes towards the selfness and otherness, and (3) initially reflecting the values of 

the home culture in English (MOET, 2018). As a measure to achieve these 

objectives, a body of intercultural content of English speaking culture, Vietnamese 

culture, and other cultures has been added in the new coursebook series of Tieng 

Anh 10, 11, and 12, which was still in piloting stage, known as pilot coursebooks 
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(developed by Vietnamese MOET, 2014a). Besides the improvement of the 

coursebooks, teachers should play an active role to contribute to the success of this 

educational reform because they are the main implementers, who know best their 

students’ interests, motivations, aptitudes, or even their personal and cultural identity. 

As described in the official curriculum, the dominant pedagogical approach in 

foreign language teaching in general education in contemporary time is the 

Communicative Approach (CA), also known as the Communicative Language 

Teaching (CLT). Though CLT does not disregard the roles of culture, it puts a focus 

on CC (Richards, 2006). Of CC elements, sociolinguistic competence is usually 

claimed to be related to IC or ICC, but Byram (1997) confirmed that sociolinguistic 

competence encouraged the pursuance of native speakers’ sociolinguistic norms 

rather than the achievement of mutually-agreed intercultural standards in cross-

cultural communication. To the advocates of intercultural education (Byram, 1997; 

Crozet, Liddicoat & Lo Bianco, 1999; Deardorff, 2006; Liddicoat, 2002; Liddicoat 

& Scarino, 2013; Newton, Yates, Shearn & Nowitzki, 2010; Newton, 2016), IC had 

its own dimensions and developmental framework, so it could not be an incidental 

outcome of EFL teaching. Therefore, it is why integrating culture into teaching an 

FL requires an additional teaching approach to supplementing CLT and support the 

attainment of the intercultural objectives stated by MOET (2012).   

1.2. Research aims and research questions 

To support teachers’ practice of intercultural integration in relevance to CLT 

core principles, the research has two aims: (1) to investigate how culture was 

integrated into EFL lessons and define their possible problems regarding this issue 

and (2) to introduce an applicable intercultural language teaching approach to 

diversify or enhance teachers’ practices of intercultural integration to foster 

learners’ IC and CC. The above issues are specified in the two research questions 

and sub-questions as follows:  

Question 1: What are the teachers’ perceptions and practices of integrating 

culture into teaching EFL in upper secondary schools? 

- How do they perceive the roles and practices of integrating culture into their 

teaching? 
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- How do they integrate culture into their teaching? 

- What are their concerns and expectations of integrating culture into teaching? 

Question 2: To what extent is the integration of culture into teaching EFL 

through the implementation of IcLLT model applicable in upper secondary classes? 

- In what way could IcLLT model be applied to teach Communication and 

Culture lessons and skill lessons in the pilot and standard Tieng Anh coursebooks of 

grade 10? 

- What are the participating teachers’ responses to the implementation of 

IcLLT model? 

- What are the participating students’ responses to the implementation of 

IcLLT model? 

1.3. Research scope  

 First, this research was concerned with EFL teachers’ perceptions and practices 

within the following areas. As a part of teachers’ perceptions, teachers’ beliefs in 

the role of intercultural integration were focused but their beliefs in the link between 

language and culture were not deeply exploited because language input in general 

education was rather limited. The actual practice was observed from only six 45-

minute lessons, so they could not stand for the majority of other classroom practices 

of the whole province. Second, in exploring supporting factors to teachers’ practices 

of intercultural integration, only three factors, which were teachers’ graduate 

education, teachers’ international experience, and their teaching experience in terms 

of coursebook teaching, were examined. Other factors, such as teachers’ IC and 

their seniority, were not included because measuring teachers’ IC and studying the 

age effect on intercultural teaching was complicated and sensitive. Third, the 

empirical research experimented the intercultural approach in limited time with a 

limited number of participants, only two lessons and in two groups of Grade-10 

students. Specifically, the implementation was restricted to two skill lessons 

(Reading and Speaking) in the current coursebook, also known as standard 

coursebook (developed by MOET, 2006a), and two lessons of Communication and 

Culture sections in the pilot one. The applicability of the IcLLT was evaluated 
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based on the adaptability of the four lessons from the teachers’ and students’ 

responses which were defined as their engagement in and perceptions of the IcLLT 

implementation.  

1.4. Research significance 

The research was expected to have the following potential outcomes. First, 

prior the positive change in EFL teaching with a better positionality of intercultural 

education, an investigation into teachers’ perceptions and practices would provide 

educational managers with evaluative feedback on the existing status of 

intercultural integration. Second, it might raise awareness of participating teachers 

and students on the role of culture in EFL education. Third, a trial implementation 

of an intercultural teaching approach would enhance teachers’ practice of 

intercultural integration with more applicable strategies to deal with culture input 

included in their EFL lessons. All in all, this research is hoped to contribute to the 

efficacy of intercultural integration, which is considered as a part of English 

teaching reform.  

1.5. Thesis organization  

The thesis consists of five chapters that are structured as follows. Chapter 1 

provides general descriptions of the whole thesis with a research background, aims, 

questions, scopes, and significance as well as term definitions. Chapter 2 reviews 

the existing literature in the integration of culture into language teaching from past 

to present, from general principles to specific strategies which are applicable in the 

research context. Additionally, the research gap in previous studies is also defined 

in this chapter. Chapter 3 outlines the research method and design employed in the 

study. Research contexts, participants, and their roles are presented. Subsequently, 

data collection and analysis in two research phases with considerations of research 

reliability, validity, and feasibility are planned in this chapter. Findings to the two 

research issues are orderly reported and discussed in Chapter 4. Specifically, this 

chapter tackles the two research questions in two research phases: (1) an 

investigation into teachers' perceptions and practices of intercultural integration and 

(2) a trial implementation of an intercultural language teaching approach to teaching 
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EFL to two classes of grade 10 using different currently-used coursebooks 

introduced by MOET. Finally, Chapter 5 summarizes the key findings, from which 

some implications for intercultural education could be drawn out, and then it 

indicates the limitations and suggestions for improvement as further research. 

1.6. Term definitions  

In this study, the key terms are defined and specified as follows: 

Culture refers to a complex and ever-changing system of concepts, attitudes, 

values, beliefs, conventions, behaviors, practices, rituals, lifestyle, artefacts, and 

institutions of a particular cultural group (adapted from 

Liddicoat, Papademetre, Scarino, & Kohler, 2003; Browett, 2003; and Sewell, 

2005). 

Cultural exchange activities refer to extracurricular activities which involve 

participants of different cultural backgrounds in meaningful social interactions in 

the target language.  

IcLLT lesson refers to a part of IcLLT model recognized with intercultural 

language activities occurring in classroom settings (see related term intercultural 

language activity).  

IcLLT model refers to an open five-stepped model of construction – 

connection – interaction – reflection - extension, which is characterized by 

intercultural language activities (see the related term, intercultural language 

activity).  

- Construction refers to intercultural language activities to encourage learners 

actively to construct their own intercultural knowledge. 

- Connection refers to intercultural language activities to encourage learners to 

make implicit or explicit comparison and connection between home and other cultures. 

- Interaction refers to intercultural language activities to encourage learners to 

engage in genuine social interactions about an intercultural topic.  

- Reflection refers to intercultural language activities to encourage learners to 

give critical reflections on an intercultural topic. 
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- Extension refers to intercultural language activities to encourage learners to 

practice intercultural communication in genuine social interactions.  

Intercultural (Competence) objectives refer to the outcomes of a specific EFL 

lesson or EFL curriculum in general, relating different dimensions of IC, namely 

intercultural knowledge, intercultural attitudes, and intercultural skills.  

Intercultural (language) teaching refers to the intentional integration of 

cultures in teaching EFL, involving the conduction of intercultural language 

activities to build learners’ IC and CC. 

Intercultural Communicative Competence refers to the ability to 

communicate effectively and appropriately within and across cultural and linguistic 

backgrounds in a language other than one’s native language (Fantini, 2006). 

Intercultural Competence refers to the ability to communicate effectively and 

appropriately within and across cultural and linguistic backgrounds in one’s native 

language (Fantini, Arias-Galicia & Guay, 2001). The four dimensions of IC are 

intercultural knowledge, intercultural attitudes, intercultural skills, and intercultural 

awareness.  

Intercultural integration refers to the incorporation of culture into teaching EFL.  

Intercultural language activities refer to interactive activities to exploit 

intercultural content in EFL lessons to build learners’ ICC.   

Specific culture and general culture: specific culture refers to the culture of 

any identifiable group(s) of culture; and general culture refers to the culture of 

unidentifiable group(s) of culture. 

1.7. Summary  

This chapter has gone through the general description of the research in the 

field of intercultural integration into EFL teaching in general education. The whole 

discussion of this chapter covers the context, aims, scopes, significance, and 

organization of the research, as well as term definitions to provide the background 

information and basic guidelines for the following parts of the thesis.  
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CHAPTER 2. LITERATURE REVIEW 

 

This chapter reviews the literature on culture, language and culture 

relationship, IC definitions and frameworks. Then, it discusses IC and its role in 

language teaching. On that basis, the next part introduces an intercultural language 

teaching approach in terms of principles, models, strategies, and suggestions for 

modifying EFL lessons. Finally, the chapter reviews previous studies in relation to 

this thesis to define the research gap to be achieved.  

2.1. Defining culture 

There is no consensus in defining culture because it is defined differently from 

different fields of study. In the field of culturology and ethnography, Frake (1981, 

pp. 375-376) believes that culture is “a set of principles for map-making and 

navigation”. According to Hofstede (1984, p. 51), "culture is the collective 

programming of the mind which distinguishes the members of one category of 

people from another". Brooks (1997, as cited in Choudhury, 2013) defines culture 

as the literature or civilization of a country, which was categorized into "big C" 

Culture and “small c” culture. “[B]ig C” culture is formal, more overt and visible. 

Lee and Matteliano (2009, p. 78) mention “big C” culture as “the culture which 

represents a set of facts and statistics relating to the arts, history, geography, 

business, education, festivals, and customs of a target speech society”. On the other 

hand, “small c” culture is informal and more invisible. It is the kind of culture 

associated with a region, group of people, and language such as communication 

styles, verbal and non-verbal language symbols, cultural norms, conducts, myths, 

legends, and so forth. Stated concisely, to Kramsch (2015), “big C” includes 

“products”, and “little c” culture consists of “practices” and “perspectives”. 

From a dynamic view of culture, Liddicoat (1997) argues that culture is not 

only facts and artefacts or about information and things, but also actions and 

understanding. Liddicoat et al. (2003, p. 45) define culture as “a complex system of 

concepts, attitudes, values, beliefs, conventions, behaviors, practices, rituals, and 
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lifestyle of the people who make up a cultural group, as well as the artefacts they 

produce and the institutions they create”. Supporting Liddicoat et al.’s (2003) view 

of culture, Browett (2003), and Sewell (2005) agree that culture was dynamic and 

ever-changing, and so were practices, behaviors, beliefs, values of cultural groups 

of people.  

In alignment with Liddicoat et al.’s (2003), Browett (2003), and Sewell 

(2005), this thesis conceptualizes culture as a complex and ever-changing system of 

concepts, attitudes, values, beliefs, conventions, behaviors, practices, rituals, 

lifestyle, artefacts, and institutions of a particular cultural group. The listing of 

elements in defining culture might be claimed for not conveying the dynamicity of 

culture and relationship between language and culture. However, the definition is 

suitable and applicable to pedagogical contexts of integrating culture into teaching 

EFL in general education in Vietnam for reaching a relative degree of dynamicity of 

culture. For the above reasons, the intercultural education to young adults in EFL 

teaching contexts should convey both the visible and invisible dimensions of culture 

to bring cultural diversity to students and facilitate them to foster IC.  

2.2. Culture and language relationship 

The ties between language and culture is briefly presented from the 

perspectives of Hymes (1989), Sapir (1929), Kramsch (1998), Liddicoat (2002), and 

Risager (2007). 

Hymes (1989) and Sapir (1929) contradict each other in the view of language 

and culture relationship. In the hypothesis of linguistic determinism (Sapir, 1929), 

language determines thought and culture. The structure of a language could strongly 

influence one’s worldview. However, this hypothesis is criticized because the 

relation between culture and language is considered more causal than correlational. 

In rejecting it, Hymes (1964, 1989) believes that language is an integral a part of 

culture and tied to specific contexts of participants, setting, channel, and the like. To 

conclude, Hymes (1989) assumes that language is a vital part of culture while Sapir 

(1929) believes language determines culture.  
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Viewing the relationship in a reciprocal way, Kramsch (1998) states that 

language and culture are interrelated because language expresses, embodies, and 

signifies cultural reality. In line with Kramsch (1998), Liddicoat (2002) admits the 

mutual connection between language and culture and emphasizes the role of 

language in culture spreading. Liddicoat (2002, p. 5) states, "culture shapes what we 

say, when we say it, and how we say it”. Language has a vital role in the spreading 

of cultural codes with language choice and the messages conveyed to manifest 

cultural meanings. Similarly, Risager (2007) states that language is bound to certain 

dimensions of culture, which is coined in the term “linguaculture”; however, in 

language education, language and culture can be separated. To specify, culture can 

be treated (1) as context and (2) as content in language teaching (Risager, 2007). It 

is important to note that this separation does not imply the separation of language 

and culture in education but rather points out two main strategies to teach language 

and culture integratedly. In brief, Kramsch (1998), Liddicoat (2002), and Risager 

(2007) confirm the interrelation of language and culture which calls for the 

integration of culture in language teaching.    

2.3. Intercultural competence 

2.3.1. Defining intercultural competence  

Defining cultural competence depends on how we define culture. For example, 

if culture is referred to as a way of life for a group of people, cultural competence is 

the ability to follow the ways of life of its people. Besides, there is inconsistent use 

of terms - cultural competence and IC. According to Jacobs and Grima (as cited in 

Jacobs, 2012), cultural competence and IC could be used alternatively. Furthermore, 

Jacobs (2012, p. 11) defines cultural competence as “an ability to interact 

effectively with people of different backgrounds and cultural heritage”. In the same 

vein, Grima (2002) views cultural competence as an ability to communicate 

effectively with people belonging to various cultures. From the two definitions, the 

term culture competence is used to denote IC. However, Fantini et al. (2001) make a 

distinction between cultural competence and IC.  Cultural competence is “language-

culture ability individuals develop for use in their native societies” (p. 4). This 
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ability refers to an “acceptable and intelligible” performance within one’s society. 

On the other hand, IC denotes to the “multiple abilities that allow one to interact 

effectively and appropriately across cultures” (p. 8). Based on Fantini et al. (2001), 

IC comprises the competence in both home and other cultures. IC, hence, is defined 

as the ability to communicate effectively and appropriately within and across 

cultural and linguistic backgrounds in one’s native language. This definition of IC, 

which is compatible with the working definition of culture adapted from Liddicoat 

et al.’s (2003), Browett (2003), and Sewell (2005) is adopted in this research, and 

on this basis, ICC is discussed and defined in the following part. 

2.3.2. Intercultural competence and related terms 

2.3.2.1. From communicative competence towards intercultural competence  

The conceptualizations of CC, IC, or ICC have been developed in the literature 

of linguistics and sociolinguistics. Their elements are sometimes overlapped and 

confusing. Before re-exploring IC and ICC, the research traces back to the notion of 

CC of Hymes (1972), Canale and Swain (1981), Canale (1984), Celce-Murcia, 

Dörnyei, and Thurrell (1995), and Van Ek (1986).  

The term of CC was first introduced by Hymes (1972), to explicitly include the 

sociocultural features in actual communication. From the view of an influential 

sociolinguist, sociolinguistic competence should be added as an element of CC 

because it enables the communicator to use the language appropriately (adequately, 

happily, and successfully) in relation to context.  

Emphasizing socio-cultural factors, Canale and Swain (1981) state that CC is 

made of three elements: grammatical competence, sociolinguistic competence, and 

strategic competence. Canale (1984) separates discourse competence from 

sociolinguistic competence to make it as the fourth component of CC. 

Sociolinguistic competence includes knowledge of what language is appropriate in 

forms and meanings. This competence is the ability to decide what and how to say 

in different socio-cultural contexts varying to participants and purposes of 

interactions. However, Byram (1997) claims that the social norms of interactions 

are tied to native language cultures. Therefore, sociolinguistic competence does not 
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focus on the interculturality, so it could not be the core of IC as in some common 

beliefs.  

Celce-Murcia et al. (1995) divide CC into five elements: linguistic, 

sociocultural, strategic, discourse, and actional competence and bring out two 

terminological differences. First, grammatical competence is coined in linguistic 

competence to comprise lexis, phonology, morphology, and syntax. Second, the 

actional dimension is separated from the sociocultural dimension to convey the 

concept of pragmatic competence. Sociocultural competence refers to the 

knowledge of how to use appropriate messages in different social and cultural 

contexts while actional competence involves the understanding of communicative 

intent by performing and interpreting speech act sets. In sum, CC models are 

grounded by Hymes (1972), Canale and Swain (1981), Canale (1984), and Celce-

Murcia et al. (1995) with a highlight on the functional and practical use of language 

in a variety of communicative contexts.  

A part of CC framework proposed by Van Ek (1986) is closely connected to 

IC. The six elements of CC are linguistic, sociolinguistic, discourse, strategic, 

sociocultural, and social competence. Of them, sociolinguistic and sociocultural 

competence could not be used alternatively. In fact, the former is the ability to 

produce meaningful utterances and interpret language forms appropriately to 

varieties of communicative situations.  The latter is the use of particular language 

with references determined by sociocultural contexts. One of the strong points of  

Van Ek’s (1986) CC framework is adding sociocultural and social competence as a 

different way of language making sense according to cultural contexts and the 

interactional will as well as qualities like motivation, attitude, tolerance, and 

empathy.  CC models are included in intercultural elements and involve in learners' 

attitudes and awareness, and they affect learners’ language and culture acquisition 

(Liddicoat et al., 2003). In conclusion, CC, starting with three elements (Canale & 

Swain, 1981), expand with a greater focus on the variation and dependence on 

language use in terms of context, the participants, and the attitudes towards 

communication, which makes CC definition more dynamic and overlapped with 

that of IC.  
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This borderline between IC and CC is abstract and invisible, but for the sake 

of clarity and simplicity, the two terms should be redefined not to include each 

other. CC comprises four elements: linguistic, sociolinguistic, discourse, and 

strategic competence. Of six competences, suggested by Van Ek (1986), socio-

cultural and social competence are later refined by Byram (1997) as the five-savoirs 

model and Fantini (2000) in A + ASK quartet model.  More about IC model and 

components are presented in the next part, after the review on IC and ICC 

distinctions and ICC definitions.  

2.3.2.2. Intercultural competence versus intercultural communicative competence 

Defining and making distinctions between IC and ICC are complicated issues 

in studying culture and intercultural education. Until now, there are no agreements 

on defining IC and ICC in the literature. The two major trends popularly accepted in 

IC research are the distinction and alternation suggested by Byram, Gribkova, and 

Starkey (2002) and Fantini (2006) respectively.  

Byram et al. (2002) make a distinction between ICC and IC. ICC refers to an 

“ability to ensure a shared understanding by people of different social identities, and 

the ability to interact with people as complex human beings with multiple identities 

and their own individuality” (Byram et al., 2002, p. 10). IC denotes the ability to 

mediate between cultures using one’s own language and ICC using a foreign 

language. ICC is the combination of IC (the five-savoirs) and CC (linguistic, 

sociolinguistic, and discourse competence), (Byram, 1997) stated in Figure 2.1.  

 

 

Figure 2.1. Model of intercultural communicative competence (Byram, 1997) 
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Though using ICC and IC alternatively in some contexts, Fantini (2000, 2006) 

agrees that ICC and IC are two distinctive terms and ICC encompasses IC, CC, and 

many other constituents. IC comprises the four dimensions of (1) knowledge, (2) 

attitudes, (3) skills, and (4) awareness (Fantini, 2000). The inclusion of IC and CC 

in ICC is proven in defining ICC. Fantini (2006, p. 12) identifies ICC as “a complex 

of abilities needed to perform effectively and appropriately when interacting with 

others who are linguistically and culturally different from oneself”.  

Adopting Byram et al. (2002), Byram (1991, 2012), and Fantini (2006), IC 

and ICC are two different terms in this thesis. As IC is the ability to communicate 

effectively and appropriately within and across cultural and linguistic backgrounds 

in one’s native language, ICC is the ability to communicate effectively and 

appropriately within and across cultural and linguistic backgrounds in other than 

one’s native language. The standards of “effectively” and the “appropriately” are 

judged from the view of both outsiders and insiders. To specify, the word effectively 

means in a way of reaching the intended result from the perspectives of language 

learners or users and the word “appropriately” means in a suitable and acceptable 

way for the particular circumstances from the perspectives of the host culture. 

Though ICC is not a simple addition of IC to CC, it is accepted in this research to 

focus on IC in the thread of discussion on how teachers foster students’ IC beside 

CC.  Also, in some contexts, IC and ICC are used interchangeably when CC is 

taken granted to focus on the role of interculturality. 

2.3.3. Structures and models of intercultural competence  

This research examines the three closely related models, proposed by Byram 

(1997), Fantini (2000), and Liddicoat (2002).  

2.3.3.1. Byram’s model of intercultural competence (1997) 

Byram (1997) develops IC models of five different components or five - 

savoirs: (1) savoir être - attitudes, (2) savoirs - knowledge, (3) savoir comprendre - 

skills to interpret and relate, (4) savoir apprendre/faire - skills to discover and 

interact, and (5) savoir s’ engager - critical cultural awareness (Figure 2.2).  
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Figure 2.2.  Elements of intercultural competence (Byram, 1997) 

These five savoirs are interrelated. Attitudes include curiosity and openness, 

readiness to suspend disbelief about home culture and other cultures. Knowledge is 

the knowledge about products and practices in the home culture and other cultures. 

According to Byram (1997, p. 13), skills to interpret and relate are the “ability to 

interpret a document or event from another culture, to explain it and relate it to 

documents or events from one’s own”. Skills to discover and interact are the ability 

to acquire new knowledge and operate knowledge, attitudes, and skills in real 

communication and interactions. Political education or critical cultural awareness 

is the ability to evaluate products, practices, and perspectives critically in the home 

culture and other cultures. Byram (1997) and Byram et al. (2002) emphasize the 

prominence of attitudes and knowledge because the lack of interest in other cultures 

demotivated one to immerse into a new culture; and so, hardly enables one to build 

critical cultural awareness. Also, Byram (1997) suggests the locations of learning 

culture were classrooms, fieldwork, and independent learning. 

Although Byram’s (1997) model is widely accepted in intercultural education, 

especially in Europe, it has some following criticisms. To begin, the model 

describes the constituents of IC, and it could not convey the degree of IC 

development, level of integration, and interrelatedness among the competences 

(Scarino, 2009; Matsuo, 2015). Also, it does not elaborate on the relationship 

between language and culture (Liddicoat & Scarino, 2010; Risager, 2007). 

Furthermore, Byram’s (1997) perspective on culture is claimed for emphasis on 
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national culture and cultural differences that would create culture bias in favor of 

target language culture and risks of simplifying, overgeneralizing, and stereotyping 

(Matsuo, 2015; Risager, 2007). Because Byram’s (1997) perspective of ICC is 

inclined to target language culture, it should not be encouraged in EFL teaching 

context in the time of globalization like that in Vietnam.  

2.3.3.2. Fantini’s model of intercultural communicative competence (2000)  

Fantini’s ICC model (2000) includes multiple constituents: (1) a variety of traits 

and characteristics, (2) three areas or domains, (3) four dimensions, (4) proficiency in 

the host language, and (5) varying levels of attainment throughout a longitudinal and 

developmental process. Of them, the four ICC dimensions were knowledge, (positive) 

attitudes/affect, skills, and awareness while proficiency in the host language is the 

capability to communicate in the host language, which significantly enhances ICC. The 

developmental levels of ICC evolve in a developing and continuous procedure, which 

is known as A + ASK quartet (Figure 2.3).   

Figure 2.3.  Model of intercultural communicative competence (Fantini, 2000) 

Sharing some constituents of the model of Byram (1997), Fantini’s IC model 

(2000) comprises the knowledge, attitudes, skills, and awareness (critical cultural 

awareness). Concurring with Byram (1997), Fantini (2000) considers intercultural 

awareness as the most important and highest level of IC, leading to effective and 

appropriate interactions. However, Fantini’s (2000) model makes an improvement 

by pointing out the interrelatedness and development of the four IC elements, which 

are relevant to the common criteria regulating learning outcomes and guidelines for 

curriculum development in Vietnam. For the progressiveness of Fantini’s (2000) 

model and commonness of its elements, it is adopted as IC model in this thesis.  
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2.3.3.3. Liddicoat’s model of intercultural competence acquisition (2002)    

Though the IC model of this thesis is specified, it is necessary to consider 

Liddicoat’s (2002) model for the nature of IC development. Liddicoat’s (2002) 

suggests the model of IC acquisition as a non-linear, cyclical process of input, 

noticing, reflecting, output, noticing, and reflecting (Figure 2.4).  

Figure 2.4. Pathway for developing intercultural competence (Liddicoat, 2002)  

In this model, FL learners get cultural experience in the input. Noticing is 

important for reflecting the input. Through reflection, the learners modify and adjust 

cultural practices. The modification and adjustment are a kind of output of the 

intercultural learners. Through noticing the output, the learners reflect their own 

output to build up a new stage of cultural acquisition. Liddicoat’s (2002) does not 

attempt to divide IC into dimensions but points out the steps of IC development 

logically and chronologically. Liddicoat, Papademetre, Scarino, and Kohler (2003) 

agree that the development of interculture is a non-linear process. The learners 

continuously notice and reflect on the input and output to foster intercultural 

acquisition and the ending point of the progress is not L2 culture but the higher 

level of IC (Figure 2.5).  

 

Figure 2.5. Progression in developing intercultures (Liddicoat, 2002) 
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Though this model is criticized for not mentioning the interrelation between 

interculture and target or second language (L2) culture and simplifying 

multiculturality of the learners, it is appreciated for valuing the essence of 

interculturality, which is also found in the influential IC models of Bennett (1993) 

and Deardorff (2004).  

All things considered, embracing the three models (Byram, 1997; Fantini, 

2000; and Liddicoat, 2002), this research considers IC development a progressive 

process of four interdependent elements: intercultural knowledge, intercultural 

attitudes, intercultural skills, and intercultural awareness and approves that not L2 

culture competence but IC should be a norm of intercultural communication.   

2.4.  Intercultural competence in language education  

2.4.1. The integration of culture into language education: theory and practice  

The role of IC and IC integration in EFL education attracts many researchers. 

Scholars have diverse views on IC teaching: whether and how it should be taught. 

Krashen (1988) claims that the language classroom is not the right place to acquire 

either language or culture. It could be implied that teachers should create 

opportunities for language and culture acquisitions that happen in genuine social 

contexts. In another way, Damen (1987) finds that classroom setting should be 

conveyed with reliance on rule-ordered pedagogy, and teaching culture could only 

integrate some cultural facts rather than the dynamic view of culture. Though this 

idea is rather affluent in language teaching, it is strongly opposed to the modern 

views of intercultural teaching. In fact, an overt transmission of intercultural facts is 

likely to contribute to students' knowledge only, not sufficient to build their ICC. 

Moreover, Guest (2002) and Baker (2015) claim that the inclusion of overt cultural 

facts and ignorance of dynamic feature of culture in FL classrooms were likely the 

roots of stereotyping and even racism due to simplification, over-generalization, 

misconception, and exaggeration of the differences. 

On the contrary, many researchers and pedagogists emphasize the integration 

of culture in FL education. Language and culture are interrelated, so culture should 
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be taught concurrently in language lessons. If we ignore teaching culture in 

language lessons, students would be at risk of becoming “fluent fool[s]” (Bennett, 

Bennett & Allen, 2003, p. 237). Sharing the same view, Byram (1997) assumes that 

language learners need not only knowledge and skills of a language but also the 

ability to use that language in social and cultural context appropriately. 

Furthermore, Kramsch (1993) believes that there are some obvious connections 

between language and culture, so FL teachers could not ignore teaching culture in 

their lessons. That is why culture should be included in FL lessons to facilitate 

learners’ communication.  

Integrating culture in FL education has become a widespread practice around 

the world. In Europe, the Council of Europe's Common European Framework of 

Reference for Languages draws on the principles of interculturally informed 

pedagogy. The framework, providing standard guidelines for language instruction 

across Europe, receives special attention on “intercultural awareness” and 

“intercultural skills” to build the learners’ IC effectively. In the same line, the 

United States National Standards in Foreign Language Education Project (1996) 

issues a framework for L2 learning, Standards for Foreign Language Learning: 

Preparing for the 21st Century, which recognizes the vital role of culture learning in 

language instruction. Besides, to the American Council on the Teaching of Foreign 

Languages, the five standards for FL learning preparing for the 21st century are 

Communication, Cultures, Connections, Comparisons, and Communities. Of them, 

cultures and communities are associated with intercultural education.  

In Vietnam, the cultures of English and non-English speaking countries are 

recognized as an integral part of EFL education. As a part of National Foreign 

Language Project 2020 (Project 2020), the common goal for EFL education is to 

enable the young Vietnamese to independently and confidently communicate, study, 

and work in a multilingual and multicultural environment of integration (Prime 

Minister, 2008). In response to this national project, curriculum planning for 

Vietnamese secondary education aims to offer the requirement for “understanding 

and respecting the diverse cultures besides reflecting the value of Vietnamese culture 
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through the use of English” (MOET, 2012, p. 6). More specifically, cultural 

awareness and sociocultural competence are described as parts of language learners’ 

competences (MOET, 2014). Recently, in 2018, MOET issued the new overall 

curriculum in EFL in upper secondary education with the inclusion of a great deal of 

intercultural content to build learners’ comprehensive IC (Hoàng Văn Vân, 2016).  

As discussed, IC is an integral part of language education, and the integration 

of culture into teaching a language in general or teaching EFL in Vietnam has been 

recognized, especially in the globalized world. 

2.4.2. Intercultural approaches to integrating culture into language education   

Before discussing approaches to dealing with cultures in language teaching, it 

is necessary to clarify the terms integrating culture implicitly and integrating 

culture explicitly, teaching culture and integrating culture.  

According to Hatoss (as cited in Sándorová, 2016), the distinction between 

them is based on the frequency of cultural input and the depth of activities to exploit 

it. Culture is integrated implicitly when students have opportunities to be exposed to 

cultural input in language lessons without guided attention to it. In contrast, culture 

is integrated explicitly when the students are more frequently exposed to cultural 

input and provided with opportunities to reflect on it to build IC or ICC with guided 

attention from the teachers. Obviously, the differences between explicit and implicit 

culture teaching are attributed to nature of culture input, teachers’ instructions, and 

lesson objectives. 

Exploring representations of culture in Tieng Anh 10, 11, and 12 (standard 

coursebooks), Đinh Ngọc Thủy (2016) makes an extinction between culture-

implicit and culture-explicit by the identifiability of cultural input. Culture-implicit 

and culture-explicit are equated as culture-specific and culture-general respectively 

(Đinh Ngọc Thủy, 2016; Paige et al., 2003). If the input is tied to a specific cultural 

group or groups, it is specified as culture-explicit. If the input is general or 

unidentifiable to any group(s) of culture is marked as culture-implicit. This research 

adopts the classifications of general (unidentifiable) and specific (identifiable) 

cultural input in the discussion hereafter.   
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Another pair of terms, teaching culture and integrating culture, both of which 

are related to integrating culture implicitly and integrating culture explicitly, should 

be clarified. In this study, they are similar for both mentioning the integration of 

teaching cultures into teaching an FL. To some degree, the two terms are different. 

While integrating cultures is a general term which denotes an implicit or explicit 

inclusion of culture to teaching an FL, teaching cultures signifies the explicit 

inclusion of cultures into teaching an FL. Besides, it is crucial to confirm that 

teaching culture in teaching an FL is not teaching a subject of social science as a 

scientist or an ethnographer did (Kramsch, 1998) nor teaching national cultures, 

such as American culture, British culture, and Vietnamese culture. In sum, in FL 

education, teaching culture or intercultural teaching refers to the explicit and 

intentional integration of (inter)cultural input into the teaching of an FL to foster 

students' IC or ICC through intercultural language activities to create opportunities 

for students to reflect on intercultural input actively.      

In a review of the history of intercultural teaching approaches in EF education, 

Liddicoat (2004) and Liddicoat et al. (2003) mentions four dominant approaches: 

(1) culture as high culture, (2) culture as area study, (3) culture as societal norms, 

and (4) culture as practice. As for the culture as high culture approach, culture 

teaching focuses on “big C” culture like fine arts, music, classical music, operas, 

poetry, and literature. Also, from the static view of culture, the culture as 

area studies approach puts emphasis on background knowledge about country or 

society. Both the culture as high culture and the culture as area studies are 

criticized for ignoring “small c” cultures and overemphasizing teaching cultural 

facts about target language culture. The societal norms approach makes an 

improvement for covering both the practices and values symbolizing society. 

Symbolization makes this approach vulnerable for focusing on cultural differences 

and overgeneralizing, which are likely to encourage stereotyping, ethnocentrism, 

and xenocentrism. Generated from the dynamic view of culture, culture as practice 

is an influential approach. This approach highlights the lived experiences rather 

than the facts about L2 culture to prepare the learners for working and living in L2 
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culture (Crozet et al., 1999). However, the culture as practice is believed not best-

suited in teaching and learning EF context because it does not value the role the first 

language (L1) and L1 culture of the learners but aims to develop L2 and L2 culture 

competence (Crozet et al., 1999). 

Therefore, Crozet et al. (1999) propose the intercultural language teaching 

approach to fostering students’ acquisition of IC through three main aspects: (1) 

teaching the link of language and culture, (2) comparing the first language and 

culture to the second language and culture, and (3) exploring culture. Of the three 

aspects, culture exploration is the core of intercultural language teaching. 

Criticizing that the culture as practice is restrained to L2 culture competence, 

Crozet et al. (1999) believe that the intercultural language teaching approach 

proposes an explicit comparison of language and culture of L1 and L2 to develop 

learners’ IC. Unlike Krashen (1988), Crozet et al. (1999) believe in the feasibility of 

IC acquisition through intercultural language activities conducted by the teachers.  

However, the competences of L1 and L2 cultures, as Crozet et al. (1999) propose 

are not sufficient for teaching EFL in the regional and global integration as that of 

Vietnam.  

Of the four mentioned approaches, the culture as practice and the intercultural 

language teaching approach (Crozet et al., 1999) have practical applications in FL 

teaching. First, it is necessary to involve the explicit integration of cultures to build 

learners’ IC. Second, IC is acquired through intercultural language learning. Third, 

IC is built from an active process of social engagement and exploration. Based on 

the merits and demerits of the culture as practice and the intercultural language 

teaching approach previously mentioned, both approaches could be adapted and 

applied in EFL teaching context in Vietnam with some adjustments to foster 

learners’ ICC to prepare themselves for intercultural communication.  

Accepting that IC is acquired through personal engagement in social 

intercultural interactions, a suitable and applicable approach to integrating culture 

into language teaching is grounded in the light of Sociocultural constructivism 

(Vygotsky, 1978) and influential trends in intercultural education by Crozet et al. 
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(1999), Liddicoat et al. (2003), Liddicoat and Scarino (2013), Newton et al. (2010), 

and Newton (2016).  

2.4.3. Social constructivism in intercultural language teaching  

Social constructivism (Vygotsky, 1978) has immense applications in FL 

education. In the educational context of Vietnam, which is insufficient for 

intercultural and target language environment, social constructivism has particular 

implications.  

Applications of social constructivism (Vygotsky, 1978) in education are 

supported by its four principles: (1) learning and development is a social and 

collaborative process; (2) the Zone of Proximal Development (ZPD) can guide for 

curricular and lesson planning; (3) classroom activity should be reality-based and 

applicable to the real world, and (4) learning extends to the home and other out-of-

school environments and activities and all learning situations should be related. Its 

applications in education are common in Vietnam and other parts of the world. It is 

utilized to promote classroom collaboration and interactions (Lê Phạm Hoài Hương, 

2001), to foster students’ collaboration, communication, and meaning construction 

in intercultural teaching (Kutay, Howard-Wagner, Riley & Mooney, 2012; Sercu, 

Méndez García, & Prieto, 2005; Yang & Jia, 2011).  

Intercultural language teaching is supported by social constructivism in the 

following ways. First, it stresses the active roles of the learners because its core 

value is to activate individuals’ personal experience and engagement (Karagiorgi & 

Symeou, 2005). For example, it encourages students to take the central 

responsibility to explore information and construct cultural meanings. Second, the 

social constructivist theory emphasizes the roles of social and collaborative 

learning. Similarly, from the view of intercultural teaching, social and interpersonal 

interactions foster students' IC acquisition and development (Byram et al., 2002; 

Crozet et al., 1999; and Newton et al., 2010). Enlightened by this principle, a 

variety of intercultural activities should be conducted to create opportunities for 

students to engage in genuine interactions. Local cultural contexts and diversity of 

learners' cultural identities are great resources to stimulate students’ discussions to 
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construct linguistic and cultural meanings. Third, the theory encourages teaching 

activities that are reality-based to prepare for real-life practices (Hartfield, 2013). 

Intercultural teaching benefits from the use of authentic materials and resources, 

such as films, music, songs, and cultural informants from other countries. Also, 

intercultural teaching objectives should be practical and realistic. Since culture is 

dynamic, teaching intercultural knowledge is not enough for their real-life 

applications. Therefore, intercultural teaching should shift the focus from teaching 

cultural norms and symbolization to develop practical intercultural skills and 

positive intercultural attitudes that are necessary for their future intercultural 

communication. Fourth, the ZPD principle is utilized as the guideline for IC 

teaching and learning, especially in adapting, choosing, designing, and verifying 

intercultural activities. For example, understanding the ZPD, teachers are more 

confident to deal with mixed-ability or how to help students of low language 

proficiency. Also, teachers could support students by conducting extracurricular 

activities to create genuine interactions and intercultural communication for the 

students to build IC and CC.   

In conclusion, embracing social constructivists’ theories, intercultural 

language teaching should foster learners to build their IC and CC from active 

engagement in social intercultural interactions. To support students to achieve 

intercultural objectives, teachers should design relevant and appropriate 

intercultural language activities to activate students’ intercultural and language 

acquisition and development.  

2.4.4. Framework for intercultural language learning and teaching  

Following the social constructivist principles (Vygotsky, 1978), intercultural 

language teaching aims to build learners’ acquisition of IC and CC through active 

engagement in social interactions. To facilitate IC building in language learning and 

teaching, it is essential to discuss models and principles for intercultural teaching 

and learning from influential intercultural advocates, namely Crozet and Liddicoat 

(2000), Liddicoat et al. (2003), Liddicoat and Scarino (2013), Newton et al. (2010), 
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and Newton (2016). On that basis, the intercultural language learning and teaching 

(IcLLT) model of this thesis is defined.  

2.4.4.1. Model of intercultural language learning and teaching  

The IcLLT model proposed and applied in this thesis is grounded on the basis 

of the model for intercultural language teaching (IcLT) (Crozet & Liddicoat, 2000), 

principles of the intercultural language learning (IcLL) (Liddicoat et al., 2003; 

Liddicoat & Scarino, 2013). 

The IcLT model (Crozet & Liddicoat, 2000) includes four stages: awareness 

raising, experimentation, production, and feedback. The awareness-raising aims to 

introduce learners the input about language and culture through participative and 

comparative tasks using the target language. The experimentation encourages 

learners to act out in the way of native speakers’ culture in classroom practice. In 

the production, learners integrate elements of experimentation at a certain level of 

cultural and linguistic practice. The feedback invokes learners’ critical reflections 

on the native acts in the production. IcLT model involves a progressive process of 

getting input - producing output with active students' engagement in practicing 

language and culture as well as reflecting on it. This model does not value the active 

roles of learners’ prior (inter)cultural knowledge and their ability to pre-explore 

intercultural input.  

In complementary to the IcLT, Liddicoat et al. (2003) and Liddicoat and 

Scarino (2013) propose five principles for Intercultural Language Learning (IcLL) 

of active construction, making connections, social interaction, reflection, and 

responsibility.  The active construction involves meaningful construction of 

knowledge within a sociocultural context to enable learners to develop a personal 

and intercultural space from their own views. The making connections relates to 

engaging in constructive analysis of linguistic and cultural similarities and 

differences between home and target language and culture. The social interaction is 

referred to communicating across linguistic and cultural boundaries and engaging 

with new conceptual systems through language. The reflection indicates the 



25 

underlying process of conscious awareness and consideration.  Finally, 

responsibility inspires learners to involve themselves in successful communication 

across language and culture to develop intercultural awareness.  

The five principles of IcLL are meant to describe necessary responses of 

learners to ensure the success of the four stages in IcLT. From learners’ 

perspectives, the five IcLL principles represent a complete model or a holistic 

approach for intercultural language learning and teaching in the procedure of 

acquiring, processing, practicing, reflecting, and awareness raising. This model is 

preferable and applicable in intercultural language learning because it highlights the 

active development of learners through social interactions. On that basis, teachers 

can promote students’ intercultural language learning by conducting relevant 

intercultural language activities. For the above reasons, the IcLL principles 

(Liddicoat et al., 2003; Liddicoat & Scarino, 2013) are applied as the holistic 

process of learning and teaching in terms of intercultural integration.  

The IcLLT follows five principles of IcLL of active construction, making 

connections, social interaction, reflection, and responsibility. However, to make the 

model fit in the context of teaching EFL to upper secondary students, modifications 

are made to the two steps of social interaction and responsibility. First, according to 

Liddicoat et al. (2003) and Liddicoat and Scarino (2013), the social interaction 

involves real-life interactions across linguistic and cultural boundaries, which are 

not common in an FL teaching context, so the (social) interaction in the IcLLT is 

meaningful interactions between teachers and students or among students. To 

ensure the authenticity of the interaction and stimulate students’ active engagement, 

they could be asked to share their own cultural knowledge and experiences. Second, 

the extension in IcLLT model differs from the responsibility suggested by Liddicoat 

et al. (2003) and Liddicoat and Scarino (2013). As a principle, the responsibility 

motivates learners to engage in successful communication across languages and 

cultures to develop their intercultural awareness. However, it is not likely to be 

adopted as an intercultural teaching step or strategy in teaching EFL in general 

education. For that purpose, the extension is proposed in place for responsibility as 
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the last step of IcLLT model. In this model, the extension could be conducted in the 

form of extramural intercultural activities to engage students in simulated or real 

intercultural communication: talking to guest speakers, doing problem-solving 

tasks, participating in role-plays, doing community-based projects related to culture, 

celebrating cultural events, making pen pals from another culture, and so forth. 

Briefly, the IcLLT model of five steps (active) construction, (making) 

connection(s), interaction, reflection, and extension in this thesis was developed 

based on the IcLL of Liddicoat et al. (2003) and Liddicoat and Scarino (2013) to 

cultivate learners’ genuine interactions in local EFL teaching contexts.  

It should be noticed that the IcLLT is an open model of the five steps, which 

could be non-linear and unrestricted. To clarify, one step could be skipped or 

embedded in another. For example, in EFL lessons without proper intercultural 

input, the connection is implicit or merged with the interaction. In rich intercultural 

and target language contexts, the extension is redundant, so it could be included in 

the interaction. Besides, the active role of learners every IcLLT step to explore, 

compare, talk about, reflect on, and practise culture is a decisive factor for its 

success. To enable learners’ engagement, teachers organize relevant intercultural 

language activities to facilitate their learning process of culture exploring, engaging 

in social interactions, and making reflections. The descriptions of the teacher’s and 

learners’ roles and the patterns of interactions in the five IcLLT steps are presented 

in Table 2.1. 

Table 2.1. The teacher’ and learners’ roles in IcLLT lessons 

 

IcLLT steps 
Pattern  

of interactions 
Learners’ roles Main teacher’s roles 

Construction 

Learners and 

(inter)cultural 

issues 

Exploring culture Activating learners’ 

prior intercultural 

knowledge 

Connection 

Cultural input and 

learners’ prior 

(inter)cultural 

knowledge 

Comparing, contrasting 

Broadening their views 

to the new culture 

Facilitating 

comparing and 

contrasting activities 
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In specific steps, the teacher's roles might vary to facilitate intercultural 

language learning by building active interaction of learners with intercultural input 

and educational and socio-cultural settings. 

2.4.4.2. Principles for intercultural language teaching  

 IcLLT model adopts the six principles of intercultural communicative language 

teaching (iCLT), which are proposed by Newton et al. (2010) as principles for 

intercultural language teaching. 

1. Integrate language and culture from the beginning. 

2. Engage learners in genuine social interactions. 

3. Encourage and develop an exploratory and reflective approach to culture 

and culture-in-language. 

4. Foster explicit comparisons and connections between languages and 

Interaction 

Learners and their 

peers 

Participating in 

meaningful interactions 

about a(n) (inter)cultural 

issue 

Organizing 

meaningful social 

intercultural 

interactions 

Reflection 

Learner and 

him/herself 

Learners and their 

peers 

Learners and 

(inter)cultural 

input 

(Deeper discussion 

to construct 

intercultural 

attitudes) 

Reflecting on his/her 

own intercultural 

knowledge and 

understanding for deeper 

intercultural 

interpretations 

Giving feedback on 

intercultural issues from 

their own perspectives 

and experiences 

Choosing appropriate 

intercultural aspects 

from which learners 

can give critical 

reflections  

Extension 

Learners with their 

peers, teachers, 

other society 

members, and 

foreigners in real 

or manipulated 

intercultural 

communication 

Engaging in simulated 

or real-life intercultural 

interactions  

Creating intercultural 

contexts  
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cultures. 

5. Acknowledge and respond appropriately to diverse learners and learning 

contexts. 

6. Emphasize ICC rather than native-speaker competence. 

Principle 1: IcLLT approves language and culture integration from beginning.  

This principle emphasizes the importance and feasibility of integrating culture 

into early stage of language teaching. First, culture should be integrated into 

language lessons rather than separated from the language strand. In fact, culture 

could be included in macro-skills, namely reading, writing, listening, speaking, 

viewing, and presenting (Newton et al., 2010). Second, culture should be an integral 

part of language learning and teaching from beginning rather than waiting till 

learners to reach better language proficiency. That means it is never too early to 

deal with culture in teaching a language due to the language and culture link. The 

simplest expressions in English like "Hello!” “Yes/No”, “Please” or “Thank you” 

convey deep cultural messages which could hardly have exact equivalents with 

similar linguistic and cultural meanings in many other languages. However, 

teachers should choose appropriate teaching strategies to deal with culture 

according to learners’ age and proficiency level because these factors govern the 

extent to which the discussions and reflections are in-depth.  

Principle 2: IcLLT engages learners in genuine social interactions. 

Engaging in genuine social interactions is one of the most important and 

effective ways to build students’ IC (Crozet et al., 1999). First, authenticity gives 

students reasons to engage in interactions. It is feasible to make meaningful 

interactions happen through intercultural language activities which are based on 

interpersonal and cultural gaps among the learners, learners and teachers, learners 

and people from other cultures. For example, instead of asking students to make 

predictable dialogue asking and answering reading comprehension questions, 

teachers could have students talk about themselves to share their experiences and 

reflect on an intercultural issue. Second, social interactions are conducted not only 

for oral practice in classrooms but also a negotiation process to achieve certain 
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communicative purposes. For instance, learners interact with guest speakers or pen 

pals from other cultures as cultural informants to do a simple project, to exchange 

intercultural experiences, and so forth. Therefore, practicing communicating across 

linguistic and cultural borders, learners build their ICC from the negotiation and 

construction of linguistic and cultural meanings. In short, it is safe to say that 

genuine social interactions enable learners to develop IC and CC.  

Principle 3: IcLLT encourages an exploratory and reflective approach to 

culture and culture-in-language. 

This principle specifies which dimensions of culture and how to incorporate 

them in language lessons. From the dynamic view of culture, both “big C” and 

“small c” culture should be integral parts of language lessons. As a part of “small c” 

culture, culture-in-language should be included to involve meaning-making 

processes among speech communities such as politeness, directness, discourse, 

distance, and so forth. Teaching “small c” culture, which is considered an essential 

part of intercultural teaching, enables learners to gain "appropriacy" in intercultural 

communication. Linguistic aspects of "small c", namely communication styles, 

verbal and non-verbal language symbols, cultural norms are context-tied (Lee & 

Matteliano, 2009; Newton et al., 2010). In the same vein, Riddiford and Newton 

(2010) focused on the varied contexts of intercultural communications (such as 

genres and purposes interrelationship) and learners’ engagement in authentic 

communication to practice and develop ICC. Finally, this principle emphasizes the 

active roles of learners in exploring and reflecting on culture and culture-in-

language.  

Principle 4: IcLLT fosters explicit language and culture comparisons and 

connections.  

Comparing and connecting languages and cultures are essential processes in 

intercultural language learning. Kramsch (2006) and Reid (2015) supported the idea 

that insights into self and others could be achieved through comparisons between 

cultures. Comparing and connecting focus on both differences and similarities 
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between or among cultures. In IcLLT lessons, it should be noticed that comparisons 

and connections should be overt but not all and always.  

First, comparing is not simply an activity for checking comprehension but 

rather an “exploratory and reflective process”. For example, it is not always 

necessary to provide learners with both home and foreign culture for comparison 

but rather to give learners their own right to compare and connect foreign culture 

with their home culture as parts of the experience (Tomlinson & Matsuhara, 2004). 

Second, the process of comparing and connecting leads to an 

intercultural position between cultures. From this position, learners could balance 

themselves in intercultural or multicultural communication due to 

their prior intercultural understanding and awareness. The IcLLT encourages 

comparison among cultures to promote understanding, openness, and equality in 

judging the cultural differences. However, it is essential to note that much focus on 

comparisons with oversimplification, overgeneralization, and exaggeration of 

culture differences could possibly lead to misconceptions or distortion of cultural 

identities, such as cultural bias, stereotyping, ethnocentrism, and xenocentrism 

(Baker, 2015; Guest, 2002).  

All things considered, comparing cultures is encouraged in intercultural 

language teaching, but it is not the only and an always-good way.  

Principle 5: IcLLT takes special account of learner and learning context 

diversity. 

This principle recognizes learner and context diversity. The roles of individual 

and social settings in IC instruction are asserted (Kramsch, 1993) because IC is 

collectively and individually constructed. Language learners differ from each other 

from personal and social identities to educational and linguistic backgrounds. 

Teaching and learning contexts in general education comprise many aspects, such 

as economic developments, educational policy, and sociocultural environments. 

That is why there is no one-size-fits-all approach or strategy to include IC in 

language teaching. The model of construction - connection - interaction - reflection 

- extension developed in this study for integrating cultures into teaching EFL in a 
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rural but dynamic area aims to meet learner and context variety. For example, 

explicit comparison activities are added; authentic materials are introduced; local or 

home cultures are reported and reflected in connection to new cultures; genuine (or 

quasi) intercultural environments are created. These intercultural language activities 

are meant to build context diversity for language and culture learning. In FL 

teaching contexts, this principle is valued because no native culture is dominating in 

intercultural education, but teachers should conduct a variety of relevant 

intercultural language activities to help learners build their own ICC.  

Principle 6: IcLLT values the essence of interculturality.  

This principle addresses the goals and content of culture in language teaching. 

In the age of integration, English is used for global communication which is not tied 

to any specific native cultures because communication smoothness relies on 

participants’ identities, communication contexts and language-in-culture features 

like directness, politeness, and many others. From modernist and post-modernist 

concepts of culture (Kramsch, 2006, 2013), culture is defined in connection with 

discourse and identity. That means one’ s membership in a culture reflects his or her 

social and political identity. Therefore, achieving target language culture 

competence is unrealistic, undesirable, and likely to create racial bias. The target of 

cultural relativism and multiculturalism in language education entails the variations 

of cultural content in language coursebooks and other teaching resources.  

2.4.4.3. Strategies for intercultural language teaching  

The above discussion presents the IcLLT model and six principles for 

intercultural language teaching (adopted from Newton et al., 2010). It is important 

to specify intercultural language teaching strategies and activities to provide 

teachers with necessary guidelines for their teaching and lesson planning. They are 

theoretically grounded by Newton et al. (2010), Vygotsky (1978), and suggested 

from empirical intercultural teaching research by Lui and Zhang (2014) and Stern 

(1992).  

1. Creating an intercultural environment physically and socially: using culture 

artefacts from foreign countries, inviting guest speakers from other cultures, etc. 
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(adapted from Stern, 1992) 

2. Exposing to a variety of cultures: using media and internet applications, 

making use of different authentic materials from other cultures, having pen pals 

from other countries/ Facebook friends, etc. (adapted from Stern, 1992) 

3. Making use of learner differences in cultural identity and local cultural 

community resources: comparing cultural experiences and practices, talking about 

festivals and celebrations, dos and don’ts, traditions, and customs, etc. (Newton et 

al., 2010) 

4. Engaging into meaningful intercultural interactions: exploring, presenting, 

and reporting cultures, doing problem-solving tasks, doing projects, giving 

reflections on intercultural issues, etc. (Newton et al., 2010; Newton, 2016; and 

Vygotsky, 1978) 

5. Applying knowledge: teaching students what to do and how to say in 

certain intercultural situations. (Lo Bianco, 1999;  Liu & Zhang, 2014) 

2.4.4.4. How to integrate culture into CLT lessons through IcLLT model  

As presented above, none of the suggested IcLLT principles and strategies are 

against CLT. Noticeably, the strategy “applying knowledge: teaching students what 

to do and how to say in certain intercultural situations” is adopted from CLT 

principle (Lo Bianco, 1999) to help the learners with forms to perform certain 

functions. A language lesson, which is exploited by CLT, is totally adjusted for 

IcLLT for the following reasons.  CLT develop learners' CC by engaging them in 

authentic communication based on information gaps among them in the target 

language (Richards & Rodgers, 1986). Similarly, the IcLLT facilitates learners’ ICC 

through their active engagement in genuine intercultural social interactions (Byram, 

2006; Deardorff, 2006; Newton et al., 2010; and Newton, 2016). Many other 

features that make CLT and the IcLLT closely related are active involvement of 

learners, focus on appropriacy and competence, and integratedness of skills in EFL 

lessons. For the similarities that the two approaches share, the IcLLT could be 

applied to exploit CLT lessons in the following ways.  
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First, cultures could be integrated into CLT lessons implicitly or explicitly. By the 

former way, cultural themes, “big C” cultures, are introduced in language skill lessons. 

In these lessons, learners obtain intercultural knowledge through comprehension 

exercises or build intercultural attitudes by talking about cultural topics. By the latter 

way, intercultural evidence is more obviously presented and exploited with 

intercultural language activities in which learners use the target language to perform 

intercultural talks, such us talking about cultures, comparing cultures, doing something 

in a new culture, doing a culture-related project, and so forth.  

Second, genuine intercultural interactions should be an indispensable part of 

the IcLLT lessons. The most accessible way is asking learners to talk about 

themselves (Newton, 2016). Learners could share intercultural experiences or give 

their reflections on intercultural issues. Besides, learners could participate in 

contextualized intercultural activities such as doing a community-based project, 

celebrating cultural events, reflecting on a hot issue in the local community. Diverse 

interactional contexts are encouraged as long as the authenticity is ensured. For 

instance, learners could improve their ICC when they practice solving intercultural 

conflicts in roleplays or sharing their own intercultural perspectives to their pen pals 

via social media.  

Third, ICC objectives should be addressed in the IcLLT lessons. The 

intercultural teaching aims to build learners' ICC, which are supported by 

intercultural language objectives. This is the main distinction between the IcLLT 

and CLT lessons. Since the IcLLT framework is developed to integrate culture 

teaching to language teaching, only IC dimensions, which are intercultural 

knowledge, intercultural attitudes, intercultural skills, and intercultural awareness 

are focused. Besides, IC elements could be measured analytically (Deardorff, 2006). 

For the above reasons, ICC should be achieved in the IcLLT lessons, but IC and CC 

should be addressed and measured separately for the practicality of measurement 

and conducting relevant intercultural language activities.   
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For the sake of clarity and adaptability, a sample of IcLLT lesson plan (see 

Appendix A) is presented in comparison to CLT lesson, which follows a structure 

of five-task-components lesson plan of input, activities, goal, roles, and settings 

(Nunan, 1989). This lesson plan model was recommended for intercultural language 

teaching (Corbett, 2013). Following Corbett (2013, p. 41), the applied lesson plan 

made some minor adaptation with the descriptions of teachers’ and students’ roles 

in separation.  

2.4.5. Research into the integration of culture into language education 

Integrating culture in language teaching or intercultural education, in general, 

has received special attention of many educational researchers. In fact, it attracts 

many researchers in Europe (e.g. Byram & Risager, 1999; Sercu, Bandura, Castro, 

Davcheva, Laskaridou, Lundgren, Mendez García, & Ryan, 2005). Recently, it has 

flourished and expanded to New Zealand and Australia (e.g. Liddicoat et al., 2003; 

Newton et al., 2010; Newton, 2016) and other parts of Asia (eg. Asif, 2012; Baker, 

2009; Choeichaiyapoom, 2013; Gönen & Sağlam, 2012; Karabinar & Guler, 2013; 

Nilmanee & Soontornwipast, 2014; Zhou Yi, 2011; Zhou Chunhong, 2011) and in 

Vietnam (eg. Đinh Ngọc Thủy, 2016; Hồ Sỹ Thắng Kiệt, 2011; Lại Thị Thanh Vân, 

2016; Nguyễn Thanh Tùng, 2010; Nguyễn Thành Long, 2013; Trần Quốc Thao, 

2015; Trương Bạch Lê, 2009, 2016; Trịnh Thị Thu Hiền, 2016) and many others.  

Since the integration of cultures into language teaching is induced by integrity 

and multiculturality, it varies according to views on cultures, sociocultural contexts, 

and the mainstream of language teaching pedagogy. However, intercultural 

education research could be generally divided into two trends: studying the status of 

intercultural teaching from teachers’ perspectives, practices, and curriculum (Đinh 

Ngọc Thủy, 2016; Gönen & Sağlam, 2012; Hồ Sỹ Thắng Kiệt, 2011; Karabinar & 

Guler, 2013; Lázár, 2007; Nguyễn Thành Long, 2013; Nilmanee & Soontornwipast, 

2014; Sercu et al., 2005a; Sercu et al., 2005b; Trịnh Thị Thu Hiền, 2016, and Zhou 

Yi, 2011) and exploring a proper approach for intercultural language teaching (Hồ 

Sỹ Thắng Kiệt, 2011; Nguyễn Thanh Tùng, 2010; Trần Quốc Thao, 2015; Trịnh Thị 



35 

Thu Hiền, 2016; and Trương Bạch Lê, 2009, 2016). It is noticeable that of all the 

mentioned locally-oriented research, only Đinh Ngọc Thủy’s (2016) and Lại Thị 

Thanh Vân’s (2016) were conducted in general education as an investigation into 

cultural representations in English coursebook series. Due to the scarcity of related 

empirical studies in general education, this research is grounded on the basis of 

previous studies in the field in a variety of educational contexts, including tertiary 

and informal education.  

2.4.5.1. Related studies in teachers’ perceptions and practices of intercultural 

teaching 

A number of related studies (Gönen & Sağlam, 2012; Hồ Sỹ Thắng Kiệt, 

2011; Lázár, 2007; Nilmanee & Soontornwipast, 2014; Sercu et al., 2005a; Nguyễn 

Thành Long, 2013; and Zhou Yi, 2011) are found relevant to this study as they 

investigate teachers’ perceptions and practices of integrating culture into teaching 

FL from the view of dynamic culture. Some similarities among those studies could 

be found. First, teachers’ perceptions and practices are studied in parallel. Second, 

in many contexts, regardless of intercultural or target language environments, 

teachers had good intercultural teaching perceptions, but they did not frequently 

apply them to teaching practices.  

Teachers’ perspectives of intercultural integration were soundly researched in 

international and local contexts (Gönen & Sağlam, 2012; Nguyễn Thành Long, 

2013; Sercu et al., 2005a; Zhou Yi, 2011). It was generally proven that teachers had 

good perceptions of intercultural integration. They strongly believed in the 

objectives of intercultural integration to enhance both linguistic and intercultural 

competences and approved of the explicit incorporation of cultures into teaching 

language (Gönen & Sağlam, 2012; Sercu et al., 2005a; Zhou Yi, 2011). However, 

intercultural teaching was considered inferior to language teaching and inclined to 

build students’ intercultural knowledge (Gönen & Sağlam, 2012; Sercu et al., 

2005a; and Zhou Yi, 2011). Even worse, Nguyễn Thành Long (2013) and Sercu et 

al., (2005a) confirmed that teachers were not fully aware of their responsibilities to 
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deal with intercultural integration in EFL teaching. In general, teachers were 

positive to the integration of cultures into teaching English, but they still had 

different attitudes towards the balance of language and culture and responsibility 

awareness. 

From reflections of teachers’ intercultural teaching practices or classroom 

observations, Gönen and Sağlam (2012), Hồ Sỹ Thắng Kiệt (2011), Lázár (2007), 

Nguyễn Thành Long (2013), Sercu et al. (2005a), and Zhou Yi (2011) confirmed 

that they did not deal with intercultural integration properly. In fact, intercultural 

instruction was mainly knowledge-focused and teacher-centered (Gönen & Sağlam, 

2012; and Zhou Yi, 2011). Building IC is an active process of social interaction and 

engagement, so passive process knowledge transferring is not adequate (Byram 

2006; Deardorff, 2006; and Newton et al. 2010). In comparison to language 

teaching, culture was treated as an add-on or a time-filler to a language lesson (Hồ 

Sỹ Thắng Kiệt, 2011; Lázár, 2007). Besides, in Vietnam, Hồ Sỹ Thắng Kiệt (2011) 

and Nguyễn Thành Long (2013) concurrently found that intercultural teaching was 

accidental, implicit, and topic dependent because they just followed the 

coursebooks. In brief, it was commonly found that culture was treated as themes or 

content to teach language. 

Besides, intercultural teaching constraints were identified. The two striking 

constraints were the limitation of curriculum and teachers’ instruction (Karabinar & 

Guler, 2013; Lázár, 2007; Nilmanee & Soontornwipast, 2014; and Zhou Yi, 2011). 

Regarding curriculum factors, course objectives, time distribution, and teaching 

materials were noticeable and typical for a top-down educational system. The other 

factor, teachers' intercultural instruction, was specified with teachers' intercultural 

integrating pedagogy, intercultural knowledge and experience (Hồ Sỹ Thắng Kiệt, 

2011; Lázár, 2007; Nilmanee & Soontornwipast, 2014; Nguyễn Thành Long, 2013; 

Zhou Yi, 2011). Besides, learner aspects, lack of motivation, and low language 

proficiency should be taken into considerations (Hồ Sỹ Thắng Kiệt, 2011; Lázár, 

2007; Nguyễn Thành Long, 2013; and Zhou Yi, 2011). 
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Supporting factors to intercultural instruction were explored by Gönen and 

Sağlam (2012), Lázár (2007), and Zhou Yi (2011). While Lázár (2007) proved two 

supporting factors to the frequency of intercultural language teaching activities were 

intercultural experience and teachers’ training, of which the former was less overt, 

Gönen and Sağlam (2012) found no meaningful difference between background of 

pre-service education on ELT (English Language Teaching) and non-ELT programs 

on teachers’ intercultural teaching except a minor difference in preference of 

intercultural content. Zhou Yi (2011) explored that teachers’ IC gained from 

international experience had meaningful impacts on teaching beliefs and practices. 

Also, teachers’ educational backgrounds contributed to their IC and beliefs of 

intercultural teaching. As shown above, the common supporting factors to teachers’ 

intercultural teaching were their intercultural experience, IC, and professional 

education but the effect degrees of these factors varied.  

2.4.5.2. Related studies in implementing intercultural teaching approaches  

While there is a body of research into the teachers' perceptions and practices of 

intercultural teaching, those of intercultural teaching approaches or strategies are 

rare. Since intercultural teaching practice is contextualized, only four studies in 

Vietnam contexts, which were conducted by Nguyễn Thanh Tùng (2010), Trương 

Bạch Lê (2009), Hồ Sỹ Thắng Kiệt (2011), Trần Quốc Thao (2015) are reported as 

previous studies.    

Nguyễn Thanh Tùng (2010) and Trương Bạch Lê (2009) are among the 

pioneering researchers in intercultural education in Vietnam. They researched the 

values of incorporating the exploration of cultural meanings into teaching and 

learning EFL in Vietnam universities. The main theoretical framework adopted in 

those studies was Halliday's (1978) theory of language as social semiotic, which 

emphasized meaning interpretation in situational and cultural contexts. They 

followed qualitative research approach with the triangulation of observation, 

questionnaire, and journals. Nguyễn Thanh Tùng (2010) incorporated cultures in 

EFL lessons by integrating culture facts and practices to construct a variety of 
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language and culture meanings according to situational and cultural contexts. 

Different from Nguyễn Thanh Tùng (2010), Trương Bạch Lê (2009) did not explore 

cultural meaning construction process through facts and practices in the 

coursebooks but explored the personal and social values through films.  Based on 

several discourse analytic samples of language and cultural features from films, the 

participants gained culture understanding and cultural skills via practicing verbally 

and non-verbally. Applying action research design with discerning observation and 

in-depth analysis of students’ reports on their cognitive exploration and physical 

experimentation, Trương Bạch Lê (2009) proved that films could be used as an 

educational and cultural resource to have significant impacts on students' behavior 

and awareness. Nevertheless, using films as an intercultural teaching approach 

could be an additional strategy to bring intercultural diversity to students rather than 

an approach to integrating culture in every EFL lesson at the upper secondary level.   

In brief, in the two experimental studies with careful and insightful 

descriptions, Nguyễn Thanh Tùng (2010) and Trương Bạch Lê (2009) proved the 

rewarding effects of teaching culture and language through students' mediation and 

meaning construction. It is noted that the proposed strategies required much 

preparation and target language competence from the teachers as well as the 

availability of native language culture informants. 

Hồ Sỹ Thắng Kiệt (2011) and Trần Quốc Thao (2015) also investigated the 

effects of intercultural teaching based on Liddicoat (2002) and Newton et al.’s 

(2010) principles. Hồ Sỹ Thắng Kiệt’s (2011) study was an extensive investigation 

of curriculum frameworks for tertiary EFL programs in Vietnamese educational 

system, the status of teaching and learning culture and the effects of intercultural 

integrated programs on students’ IC. His study is influential in IC education for 

being the first and successful application of an intercultural teaching approach, 

which was proven from qualitative and quantitative, product-based and process-

based measurements. In fact, the complexity of IC assessment was tackled properly 

and deserved to be considered a standard model for IC research. The study found 
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(1) inadequacy of IC presence in curriculum, policy, and formal instruction and (2) 

positive effects of IcLL approach on students' IC. The research design, instruments, 

reports, and construction of IC lessons were well-shaped, clear, logical, and 

particularly applicable to different teaching contexts. From the investigation into the 

status and successful experimentation of IcLL approach, Hồ Sỹ Thắng Kiệt called 

for the implementation of intercultural language teaching and learning in EFL 

education in Vietnam.  

Trần Quốc Thao (2015) aimed to construct and test the effect of an 

intercultural communicative language teaching (ICLT) model in teaching ICC. 

While Hồ Sỹ Thắng Kiệt adopted IcLL approach (active construction - making 

connections - social interaction - reflection - responsibility), Trần Quốc Thao 

developed the ICLT model of input - notice - practice - output based on Liddicoat's 

(2002) model of IC acquisition with the explicit balance and interrelationship 

between language and culture. The researcher was also the teacher who 

implemented and evaluated the effects of the model in terms of students' 

perceptions, ICC, and language competence development. Using the mixed-method 

approach with a variety of instruments, the research confirmed the positive effects 

of the ICLT model and explored more supporting factors than constraints that 

contributed to students' ICC development process in his pedagogical context, EFL 

classes in a language center in Ho Chi Minh city. Trần Quốc Thao’s (2015) research 

was appreciated with the originality of the frameworks, well-prepared training 

package for EFL teachers, and investigations on the supporting factors and 

constraints of intercultural language learning.  

For the similarities that Hồ Sỹ Thắng Kiệt (2011), Trần Quốc Thao (2015), 

and this thesis, the frameworks of the three studies are summarized in Appendix B.  

2.4.6. Research gaps  

A good amount of previous studies in the integration of culture into teaching 

EFL in Vietnam enriches the literature in the field with a variety of theoretical 

backgrounds, methodology, and teaching approaches. Learning from others, but this 
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study is still distinctive in the following ways. First, the research context, research 

objectives, and participants of this study are different from those of the others. In 

fact, the educational reform with a focus on intercultural education in EFL 

curriculum necessitates a scrutinous investigation of teachers’ perceptions and 

practices in terms of intercultural teaching. Second, following the iCLT (Newton et 

al. 2010; Newton, 2016) and IcLL (Liddicoat et al., 2003; Liddicoat & Scarino, 

2013) for integrating culture in EFL teaching, this research constructs the open 

model of IcLLT with clear-cut steps of construction,  connection, extension, 

reflection, and extension as a skeleton for EFL teachers in upper secondary schools 

to adapt their CLT lessons for IcLLT without violating the principles of CLT and 

missing to cover all the prescribed language and culture input in the coursebooks.  

2.5. Summary  

This chapter has reviewed the relevant literature on the integration of culture 

into EFL teaching. It discusses different views of culture, IC, and intercultural 

integration. In the context of EFL teaching for global and regional integration, 

culture is viewed dynamically and in relation to language, an application of an 

intercultural (language) teaching approach to build students’ IC and CC is essential. 

On that basis, IcLLT model is constructed with the framework, principles, and 

strategies as guidelines of intercultural integration into EFL lessons with the aim to 

build learners’ ICC from personal engagement in social intercultural interactions 

and critical reflections. Finally, other related studies in intercultural language 

teaching in terms of teachers’ perceptions and practices and trial implementation in 

different contexts were presented.  
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CHAPTER 3: METHODOLOGY 

 

This chapter describes the research methodology applied in this study to 

answer the previously research questions. The chapter starts with an overview, 

followed by research designs, research context with information about educational 

systems, curriculum and participants, and research data collection and analysis. 

Finally, the chapter discusses research validity, research reliability, and ethical 

considerations of instruments used in this study.     

3.1. Research design  

This thesis mainly embraces action research design with the combination of 

qualitative and quantitative data collection and analysis in two research questions, 

which are answered in two phases of the research. Phase 1 is an initial reflection of 

the integration of culture into EFL teaching to specify problems and suggestions for 

more diverse practice from the framework of intercultural teaching and teachers’ 

perceptions. On this basis, Phase 2 relates the implementation of an intercultural 

approach, IcLLT model, to improving the practice of integrating culture into 

teaching EFL. Simply stated, this research is a cycle of identifying possible 

problems and suggesting pedagogical solutions for intercultural implication by a 

trial implementation of IcLLT model. Since this thesis was conducted in the 

transitional period of educational reform involving the change of coursebooks and 

curriculum, IcLLT model was implemented in two currently-applied coursebook 

versions in two stages of the research: Stage 1 involved the two lessons in grade 10 

English pilot coursebook; Stage 2 involved the two lessons in grade 10 English 

standard coursebook. The implementation of IcLLT model in two stages meant to 

prove the applicability of the model in different types of EFL lessons in current 

coursebooks and curricula.  

As an investigation of intercultural integration into teaching EFL in upper 

secondary schools, this research made use of both qualitative and quantitative data 

to combine the strengths and minimize drawbacks of each type (Trochim, 2005). On 

the one hand, quantitative methods allow researchers to access data from the greater 



42 

population and give inferential information for possible correlations among the 

factors or variables. On the other hand, qualitative methods offer researchers 

opportunities to explore the particularity of cases for insightful interpretation. 

Hence, the combination of questionnaires and classroom observations enables 

researchers to gain a more comprehensive understanding of different perspectives. 

In this study, the data from the questionnaires allowed the exploration of 

perceptions and practices of 101 participating teachers in integrating cultures into 

teaching English; additionally, observations from six participants gave more reliable 

reports on how cultural aspects were incorporated in their actual teaching practice. 

Since the EFL curriculum in terms of coursebooks, time distribution, testing, 

and teaching approach in upper secondary schools are rigid while the participant 

factors are difficult to be controlled, action research design for a short trial 

implementation of IcLLT model is a rational choice. Action research is 

appropriate for finding suitable practices or solutions to particular problems 

(Rose, Spinks & Canhoto, 2015). Also, according to McMillan and Schumacher 

(1993), unlike experimental research, action research is not strict in terms of 

controlling extraneous variables, which are more likely to violate the natural and 

educational environment of the participants. More importantly, as Burns (1999) and 

Cohen, Manion, and Morrison (2007) argue, action research design allows the 

researcher to involve teachers’ participatory engagement. The teachers’ active 

involvement increases objectiveness and reliability of justifications for the 

applicability of IcLLT model. Finally, action research has been encouraged among 

teachers in general education for improving teaching practices and sharing teaching 

experiences (Khương Bích Diệp, 2017). So, their participation in this research was 

beneficial for their teaching and researching experience.  

There has been a variety of action research models to improve teachers’ 

practice in the literature: PAOR model of Plan - Act - Observe - Reflect (Kemmis & 

McTaggart, 1988), PADR model of Planning - Acting - Developing - Reflecting 

(Zuber-Skerritt, 2001), Observe - Reflect - Act - Evaluate - Modify - Move 

(McNiff, Lomax & Whitehead, 2003), PDCA model of Plan - Do - Check - Act, 
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which was also known as the Deming Cycle (Kartikowati, 2013). Of them, four-step 

models, such as PAOR, PADR, and PDCA are more commonly applied for research 

to improve teachers’ professional development due to their applicability and 

simplicity. Since this research delves into the application of a new teaching model 

and teachers’ perceptions of its applicability, the model implementations require 

meticulous observation and reflection before moving to development. That was why 

the PADR model of Zuber-Skerritt (2001) was not chosen for the design of this 

research. According to the explanation of Kartikowati (2013), PAOR and PDCA 

models are similar for signifying the four steps of planning – implementing the plan 

– observing the implementation – reflecting on the implementation based on the 

observation. Also, the use of terminology in PAOR model (Kemmis & McTaggart, 

1988) is closer to the description of the research steps of Planning – Acting/ 

Teaching – Observing – Reflecting.  

This research involved two cycles of Planning - Acting / Teaching - Observing 

– Reflecting of trial implementation of the IcLLT on two different participating 

groups and materials. Cycle 1, from now on mentioned as Stage 1 related the 

application of IcLLT model in two EFL lessons (Communication and Culture), a 

newly-added section to focus on culture in the pilot coursebook. Cycle 2, hereinafter 

referred to as Stage 2, was the revised and extended version of IcLLT model to teach 

two EFL lessons in the standard coursebook. The adaptation of the IcLLT in Stage 2 

was made based on teachers and students’ evaluative feedback on Stage 1 of the 

implementation. In both stages, a qualitative approach was adopted for data collection 

and analysis. For the sake of reliability and validity, a combination of formative 

and summative evaluation with the triangulation of data from classroom observations, 

teachers’ interviews, and students’ responses was approved.  

3.2.  Research setting 

3.2.1.  Research context and curriculum  

This research was conducted in the school year 2017-2018, the high time of 

implementing Project 2020, which was believed to bring a renovation of language 

in education policy from macro to micro levels (Hoàng Văn Vân, 2016). As a part 
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of it, a new English curriculum, from Grade 3-12, was introduced into teaching EFL 

in general education. Preparing for the change in curriculum, two coursebook 

versions were used simultaneously: the standard and the pilot one.  

The presence of culture can be traced in both curricula. According to Hoàng 

Văn Vân (2011), one of the objectives of the standard curriculum is to build 

students' understanding of the peoples and cultures of English-speaking countries 

and to raise awareness and pride of Vietnamese language and culture. To him, three 

focal constituents the coursebooks are (1) themes, (2) CC, and (3) language focus 

and each unit was divided according to language skills and areas: Reading, 

Speaking, Listening, Writing, and Language focus. Common topics about daily, 

academic, and social communications in Vietnam and foreign countries are focused 

across the sections in each unit. The familiarity of the topics prepares students for 

relevant communicative situations, from which students could understand cultural 

differences and regulate their own communicative strategies.  

Compared to the standard curriculum, the flexibility of teaching programs and 

integration of cultural content are two main improvements of the new overall EFL 

curriculum (Nguyễn Lộc, as cited in Quang Anh, 2018). First, the updated 

curriculum is open to the use of different coursebooks. That means, at the time of 

this research implementation, the pilot coursebook in this research was neither the 

official nor the only coursebook used nationally as the standard one. Second, the 

new curriculum aims to bring cultural diversity with great focus on English 

speaking cultures to develop learners’ CC and approach to comprehensive IC 

(Hoàng Văn Vân, 2016). Exploring the intercultural content in Grade-10 pilot 

coursebook (volume 1), Lại Thị Thanh Vân (2016) proved that the proportion of 

home, target, and international culture was 51%, 31%, and 18% respectively and the 

representation of cultural content could be seen throughout each unit. 

In fact, the pilot coursebooks are incorporated with specific cultural input and 

explicit intercultural integrating activities, the presence of which is most obviously 

seen in the Communication and Culture section. As described in Teacher's book of 
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Grade 10, the Communication and Culture section is divided into two subsections: 

(1) Communication and (2) Culture. This former aims to give further practice and 

consolidate language and skills previously studied in the unit. The Communication 

is the integration of skills focusing on speaking, followed by either reading or 

listening. With the aim to bring cultural knowledge of diverse cultures, namely 

Vietnam, ASEAN, and English-speaking cultures, the latter involves reading as the 

main channel to bring cultural input to students. In this subsection, comparisons 

between Vietnamese and other cultures are encouraged to deepen their background 

knowledge about home culture and broaden their views to other cultures. 

As what has been discussed, the Communication and Culture sections in the 

pilot coursebook (Grade 10) invoke freer and more meaningful interactions among 

students about common issues and provide students with more intercultural 

knowledge of diverse cultures and through reading passages. Typical CLT 

integrated skill lessons with a focus on one main skill and followed by the others are 

the common framework of the Communication and Culture sections.  

3.2.2. Participants 

Teachers and students participated in this research at their own will and with 

permission of their institutions and the Provincial Department of Education and 

Training (PDOET). The final questionnaire was sent to 190 EFL teachers in upper 

secondary schools in Tra Vinh via email and attained 101 qualified returns. Their 

background information is presented in Table 3.1.  

Table 3.1. Teachers’ demographic information 

Categorization Number of participants 

Teaching experience 

28 (teaching both the pilot and standard 

coursebooks), 

73 (teaching the standard coursebooks only) 

International experience 
16 (been abroad at least 1 week), 

85 (never been abroad) 

Educational degree 
12 (Master degrees in TESOL), 

89 (Bachelor degrees in TESOL) 
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In addition, six teachers in different schools (given pseudonyms as T. Lo, T. 

Num, T. Co, T. Ha, T. Mi, and T. Tran) were asked for classroom observations, 

which helped to better explore the teachers’ actual and virtual practice of 

intercultural integration. Information about the six teachers and their classes are in 

Table 3.2.  

Table 3.2. Information of the teachers and six class observations 

Ob. Teacher Coursebook Lesson Class session 

1 T. Lo Pilot Unit 2, Grade 10 Communication and Culture 

2 T. Num Pilot Unit 5, Grade 10 Communication and Culture 

3 T. Co Pilot Unit 2, Grade 11 Communication and Culture 

4 T. Ha Pilot Unit 3, Grade 11 Communication and Culture 

5 T. Mi Standard Unit 8, Grade 10 Skill lesson - Reading 

6 T. Tran Standard Unit 8, Grade 11 Skill lesson - Reading 

 

Teacher participants in Phase 2 of the research were two EFL teachers in Tra 

Vinh Lab School (TVLS), in Tra Vinh University (TVU) (Teacher E, teaching the 

pilot coursebook, Teacher C, teaching the standard coursebook) and the researcher. 

They were well-trained and fluent in English with good international communication 

experience gained from traveling abroad and working with English speakers 

(American, Dutch, Filipino, French, Canadian, and Korean) coming to TVU as 

volunteers. Since the researcher is not an upper secondary school teacher, the two 

participating teachers were invited to actively engage in all steps of the action 

research as researchers to ensure the subjectiveness and the feasibility of the IcLLT 

implementation. They observed other teachers' lessons and evaluated their practice of 

intercultural integration in Phase 1; then, they planned, acted, observed, and gave 

their reflections on their IcLLT lessons in Phase 2. More details about their active 

participation in this research is presented in Table 3.3.   
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Table 3.3. Roles of each member in the research  

Activities Researcher Teacher E Teacher C 

Phase 1 - Pre-action 

Observations  Observing six classes  
Attending some 

observations  

Attending some 

observations 

Phase 2 – Action – Stage 1 

Sharing IcLLT 

model 
Sharing, discussing 

Raising questions/ Discussing/Reflecting 

on their intercultural teaching practice 

Planning IcLLT 

lessons for Class 

10E 

Drafting IcLLT lesson 

plans and suggesting 

intercultural language 

activities 

Giving comments 

and choosing the 

most appropriate 

intercultural 

language activities 

Writing up the 

lesson plans 

Acting: teaching 

IcLLT lessons  

 

 

 

Observing the 

lessons of the 

other in the 

research team. 

-Teaching 

Communication and 

Culture lessons in 

Unit 6 and 7, the 

pilot coursebook.  

- Filling the 

observation sheets 

after the class 

-Transcribing the 

observations and 

developing episodes 

of IcLLT lessons 

 

 

 

 

 

Observing the IcLLT lessons  

 

Organizing Extracurricular activity 1 for the extension  

Reflecting  Giving their perceptions of IcLLT lessons in class 10E 

Phase 2 – Action – Stage 2 

Planning IcLLT 

lessons for Class 

10C 

Drafting IcLLT 

lesson plans and 

suggesting 

intercultural language 

activities 

Collecting videos, 

pictures from the 

internet to add to 

the IcLLT lessons 

Giving comments 

and choosing 

intercultural 

language activities 

Acting: teaching 

IcLLT lessons  

 

Observing IcLLT 

lessons  

 

 

 

-Observing 

-Filling the 

observation sheets 

-Transcribing the 

observations and 

developing episodes 

of IcLLT lessons 

 

 

 

Observing the 

IcLLT lessons  

 

Teaching IcLLT 

lessons in Unit 10 

and 11, in the 

standard coursebook 

to class 10C 

Organizing Extracurricular activity 2 for the extension  

Reflecting Interviewing two 

teachers 

Answering the 

interview questions 

to give evaluative 

Answering the 

interview questions 

to give evaluative 
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Activities Researcher Teacher E Teacher C 

feedback on the 

IcLLT lessons in 

Class 10E and the 

whole 

implementation.  

feedback on the 

IcLLT lessons in 

Class 10C and the 

whole 

implementation. 

 

Student participants in the action research were two groups of Grade 10 

students of TVLS, TVU. All students of Class 10E (18 females and 4 males, 20 

Kinh and 2 Hoa) and Class 10C (20 males and 12 females; 29 Kinh, 2 Khmer, and 1 

Hoa) were invited and voluntarily participated in the implementation. Both groups 

got high scores of English in their school entrance exam, at the beginning of the 

school year (ME = 9.85, MC = 9.61) (See Table 3.4). 

Table 3.4. English scores of students in the school entrance exam  

Class N Minimum Maximum Mean 
Std. 

Deviation 

10C 32 7.75 10.00 9.61 .58150 

10E 22 9.50 10.00 9.85 .20412 

 

Grade 10 classes were invited to join this research because they were fresh and 

freer from exam pressure in comparison to those of grade 11 and 12. The students 

were told that they were participating in a trial of a new type of English lessons and 

invited to give their written feedback on the implementation in the form of 

evaluation sheets. 

3.3.  Data collection methods and analysis 

3.3.1. Data collection methods 

Validity and reliability are determining factors of research methods (Alshenqeeti, 

2014) but the accessibility of sources and manageability of data should 

be considered to ensure the feasibility and success of the research. To enrich data 

from teachers’ perceptions and practices, triangulation of data was conducted with 

the use of questionnaires with open-ended questions and class observations. 

However, a combination of qualitative and quantitative analysis of students’ 
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perceptions was not observed due to the insufficient number of student participants 

in each group. Basic information about data collection is summarised in Table 3.5. 

Table 3.5. Summary of instruments and data collection 
 

Research issues Instruments Aims 

Teachers’ perceptions 

and practices of 

intercultural 

integration 

Questionnaires with 

open-ended questions    

To explore teachers’ perceptions and 

practices of intercultural integration 

quantitatively and qualitatively 

Observations To witness how the teachers integrate 

culture in EFL teaching 

 

Application of IcLLT 

model to integrate 

culture into EFL 

teaching 

To students engage themselves each 

step of IcLLT lessons 

Interviews  To explore how the teachers responded 

to the implementation of the IcLLT 

Evaluation sheets  To explore how the students responded 

to the implementation of the IcLLT 

 

3.3.1.1. Questionnaires 

 

Rickards, Magee, and Artino (2012) consider using questionnaires as a good 

way of gathering information from different dimensions of teaching and learning, 

from beliefs, attitudes, and motivation to preferences. Besides, the ease and 

common use of the internet and computers make questionnaires an affordable and 

fast way to collect quantitative data (Stephen, Scott, Shawn, & Mattie, 2017). 

Therefore, questionnaires were chosen to investigate teachers' perceptions and 

practices. However, the validity and reliability of questionnaires are vulnerable to 

some degree since the answer is self-reported, or the participants could give answers 

which are affected by other sources (Wright, 2005). That was why open-ended 

questions were added as a part of the questionnaire to improve the validity. 

A Likert five-point-scale questionnaire with 51 items, divided into four 

sections focusing on teachers’ perceptions and practices of intercultural integration 

is applied in this thesis (see Appendix C). Teachers’ perceptions are opinion-based 

scale, ranked from strongly disagree to strongly agree, and their practices are 
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frequency-based scale, ranked from never to always. In general, teachers’ 

perceptions and practices are simply defined as what teachers think and do (Borg, 

2003). Teachers’ perceptions are referred to their thoughts and mental images of a 

particular pedagogical issue or pedagogical implementation. In this thesis, teachers’ 

perceptions of intercultural integration are specified as (1) teachers’ beliefs about 

the role of intercultural integration, (2) teachers’ beliefs about the practices of 

intercultural integration, or hereinafter referred as teachers’ perceived practices, (3) 

teachers’ concerns about, and (4) expectations for the implementation of 

intercultural integration. Of the four mentioned aspects, teachers’ beliefs and 

perceived practices are based on the dynamic view of culture teaching (Liddicoat et 

al. 2003, Liddicoat & Scarino, 2013; Newton et al. 2010; Newtown, 2016). 

Teachers’ concerns and expectations involve common contributing factors to 

teachers’ practices of intercultural integration, namely, curriculum, learning, 

teaching, and management (Lázár, 2007; Zhou Yi, 2011; Hồ Sỹ Thắng Kiệt, 2011; 

Nguyễn Thành Long, 2013; Nilmanee & Soontornwipast, 2014; and Karabinar & 

Guler, 2013) 

Teachers’ practices focus on the frequency of intercultural language activities 

to include a variety of cultures (ie., L1 culture, L2 culture, and international culture) 

and cultural aspects (eg., concepts, attitudes, values, beliefs, conventions, behaviors, 

practices, rituals, lifestyle, artefacts, and institutions) conducted by teachers. The 

descriptions of intercultural teaching practices are referred from Sercu et al. (2005a) 

with some adjustments based on intercultural language activities (suggested by 

Corbett, 2010).  The activities are categorized according to the degree of students’ 

autonomy and dimensions of intercultural objectives. The four clusters of 

intercultural language activities in teachers' practices are (1) teaching intercultural 

knowledge, (2) having students explore cultures, (3) fostering positive intercultural 

attitudes, and (4) building intercultural skills.  

Details about the classifications of teachers’ perceptions and practices are 

presented in Table 3.6.  
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Table 3.6. Questionnaire description  
 

Section Focus Clusters/ Factors Items 

 

1 

 

Teachers’ 

beliefs and 

perceived 

practices 

(12 items) 

- teachers’ awareness of the role of 

culture and intercultural integration 

 

- teachers’ perceived practices of 

intercultural integration 

- A1, A4, A2, A6, A8 

 

 

- A3, A7, A5, A9, A12, 

A11, A10 

2 

 

Teachers’ 

practices 

(16 items) 

- teaching intercultural knowledge  

- having students explore cultures  

- fostering positive intercultural 

attitudes  

- building intercultural skills 

- B1, B2, B3  

- B4, B6, B7  

- B12, B13, B14, B5, 

B15, B10, B11 

- B9, B16, B8 

3 

 

 

Teachers’ 

concerns 

(15 items) 

 

- about coursebooks and curriculum 

- about learners and their learning 

- about teachers’ IC and instructions 

- about management 

- about doubtful effects of IC teaching 

- C1, C2, C3 

- C7, C8 

- C4, C5, C6 

- C9, C10, C11, C15 

- C12, C13, C14 

4 

 

Teachers’ 

expectations 

(8 items) 

- for coursebooks and curriculum 

- for teachers’ self-development  

- from management 

- D1, D2, D6 

- D3, D4, D5 

- D7, D8 

 

The use of open-ended questions in supplement to questionnaire has been 

widely approved because they can offer many benefits. Eleanor and Mick (2017) 

and Gillham (2007) agree that open-ended questions enable researchers to obtain 

more insightful and detailed information. Besides, written open-ended questions 

could be more productive and objective in comparison to interview because 

participants have more time to find their answers, and they could avoid possible 

stress of face-to-face communication.   

In this thesis, four open-ended questions were inserted right after their related 

parts in the questionnaire to invoke more information shared by the participants (see 

Appendix C). Together with quantitative data collected from the questionnaires, the 

responses from the open-ended questions could verify and diversify the findings on 

what the participating teachers really think and do with regards to intercultural 
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integration. Besides, the responses from the teachers could be served as referential 

sources for revising the questionnaire in similar or related research.  

3.3.1.2. Classroom observations  

Almeida, Faria, and Queirós (2017) and Silverman (2011) confirm that 

observation was a good data collection method in qualitative research for both 

formative and summative evaluation due to its ease of access for accurate and 

intermediate checking. In this study, the observation was used to reflect on teachers' 

practices of intercultural integration in Phase 1 and the implementation of IcLLT 

lessons in Phase 2. In Phase 1, the observation enabled the researcher to have real 

experience of how culture was integrated into teaching ELF in upper secondary 

schools. In Phase 2, the observation was used as an instrument for data collection 

and a step in the action research. In both two phases, the observation scheme was 

used with the focus on the lesson objectives and how teacher conduct classroom 

activities to achieve the set objectives. Students' involvement is the main criterion 

for measuring activity accomplishment. For the activities that require students' 

critical responses, the observation includes the investigation into students' written 

exercises. Other supporting details, such as teachers' and students' activities and 

representation of cultural input were recorded to more comprehensively describe the 

progress of the observed lessons (see Appendix D).   

To ensure the research ethics in the observations, the researcher had received 

permissions from teachers and school administrations before the observations. Also, 

the observed teachers were explained about what instruments would be used for 

recording and who could watch the recordings. During the lessons, two teachers 

(Teacher E and Teacher C) and I sat in the back for audio recording without making 

any interference to the learning and teaching process.    

3.3.1.3. Interviews  

This method allows researchers to get in-depth information from the 

participants, such as perceptions, attitudes, and evaluations. Besides, semi-

structured interviews with open-ended questions enable researchers and participants 

more freedom to make natural conversation on a narrow topic (Alshenqeeti, 2014). 

As Hồ Sỹ Thắng Kiệt (2011) and Sercu et al. (2005a) recommend, teacher interview 

https://www.researchgate.net/profile/Fernando_Almeida21?_sg=d1nRxK2Ly8FGIcYHDU4m2BoGuxR70GvuiQi3nOEXGwq2kEK-6vi8QqCfCXwa9n2l3LmYI34.h29dTfasCGxKnEK7sfb7eq0aBe5JxVHv3yEOi7ueA59s8UCuhiq3PPL4C18_5i8kH58-PGa5zb3Kekmk6GsC5A
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is an effective way to explore teachers’ perceptions of IC and intercultural 

education.  

In this thesis, teacher interviews were used to investigate their perceptions of 

IcLLT implementation. The interview thread started with their general perceptions 

of intercultural integration, then focused on the applicability of intercultural language 

activities conducted in each step of IcLLT model, and finished with their suggestions 

for improvement and extension of the model (see Appendix E). The interviews were 

scheduled at the end of two research stages for their perceptions of IcLLT model. 

Language of the interviews was Vietnamese, but English was accepted for some 

methodological terms if necessary. The interview transcripts were sent back to the 

interviewees for checking misunderstanding or manipulating. Finally, the 

transcription was analysed following content approach for qualitative research. 

3.3.1.4. Evaluation sheets  

Since the students played active roles in IcLLT model, their evaluative 

responses to it should be considered. Evaluation sheets were sent to the students to 

investigate (1) how they perceived IcLLT lessons and (2) how they engaged in and 

evaluated the extracurricular activities that they had attended (see Appendix F). 

Especially, in the first part, the students were invited to give their general 

evaluations, preferences, and suggestions for the improvement to IcLLT lessons. In 

the second part, they were asked to report on how they engaged in and perceived of 

intercultural exchange activities, which happened twice: one happening after IcLLT 

lessons of Class 10E and the other after those of Class 10C. They could write their 

perceptions in their preferred language to encourage more in-depth responses.   

3.3.2. Data analysis 

Qualitative data collected from the teachers’ open-ended questions, 

observations, interviews and the students’ evaluation sheets were analyzed 

following content analysis approach which involves reading, understanding, 

comparing transcripts, and seeking for the interrelation among and across them. By 

this process, raw data are distilled and classified into fewer content-related 

categories (Cavanagh, 1997). According to Elo, Kääriäinen, Kanste, Pölkki, 

Utriainen, and Kyngäs (2014), the qualitative content analysis could be either 
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inductive or deductive. The deductive approach involves classifying related content 

corresponding to identified categories (Polit & Beck, 2012) while the inductive 

approach includes open coding, creating categories, and abstracting (Elo & Kyngäs, 

2008).  

Open-ended responses were analyzed deductively and inductively. Screened 

data were put into the predetermined categories. New categories were added to 

classify the out-of-category responses. Since the open-ended questions aimed to 

collect more information about the teachers’ perceptions and practices, all of the 

teachers' responses were coded. Any of teachers’ ideas which were conveyed in the 

questionnaire items were marked as redundant and reported optionally to clarify or 

back up quantitative data.  One time each response was coded, it made an "entry". 

Entries of the same category or sub-category were accumulated for frequency 

(Freq). For clarification, responses of one teacher could be categorized and coded 

for more than one entry. Examples of categorizing and coding of teachers’ concerns 

are presented in Table 3.7.  

Table 3.7. Examples of coding data from open-ended questions  

Evidence/responses Category Sub-category Coding Evaluated 

T46. The (intercultural) 

content in the coursebooks is 

not diversified. Students’ 

level of language proficiency 

is low. 

Curriculum  

 

 

Learners 

Lack of 

content 

 

Low language 

proficiency 

1 CiC  

 

 

1 LLP 

Redundant  

 

 

Redundant 

T50. The cultural content in 

the coursebook was rare. 

Curriculum Lack of 

content 

2nd CiC  Redundant 

T23. I don’t know to choose 

what cultures to teach. 

(Vietnamese or foreign cultures) 

Teachers’ 

instructions 

Teachers’ IC 

teaching 

pedagogy 

1 PiC Predetermined 

categorized 

T4. Conventional attitudes of 

parents in favor of language 

learning for testing will 

discourage the implementation 

of intercultural integration.  

Disregard 

from social 

members 

 1 SDs 

 

New category  

 

Total: 4 responses   5 entries  
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Similarly, the teachers’ observations focused on how they (1) addressed 

intercultural objectives and (2) conducted intercultural language activities to enable 

students to achieve the set objectives. In the same line with the analysis of the 

teachers’ responses from open-ended questions, the students’ responses from 

evaluation sheets were subjected to coding for inductive and deductive analysis. 

General evaluations were marked as positive or negative, and specific opinions or 

descriptions were classified according to the constituents of an IcLLT lesson, 

namely language input, intercultural input, intercultural activities. Finally, data from 

semi-structured interviews were analyzed and reported as themes in the interview 

schemes.  

Quantitative data from the teacher questionnaires were tabulated and screened 

for checking frequency, reliability, and internal consistency. Qualified data were 

subjected to descriptive analysis and simple inferential analysis by One way 

between-subject ANOVA, post hoc tests, Independent Sample Test for mean 

comparing across group and degree of effect, and possible correlation between the 

teachers’ perceptions and practices. Further details about data analysis were 

presented with statistic findings in Chapter 4.  

3.4.  Research procedure 

This research focuses on the integration of culture into teaching EFL in upper 

secondary schools in a problem and solving cycle. Problem identifications and 

suggestions were specified in two phases of the research. Phase 1 was the initial 

reflection or pre-action step to identify the possible problems of intercultural 

integration from teachers’ perceptions and practices.  Phase 2 was the 

implementation of IcLLT model, as a supplementary approach to exploit cultural 

input in EFL lessons targeting IC besides CC.  

Since this research was conducted in the transitional period of educational 

reform, which entailed the change of EFL curriculum and coursebooks. Two 

English coursebook versions were used spontaneously at the national scale to 
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prepare for the change.  Of the two versions, the pilot one was more inclined to 

explicit and specific culture teaching. Aiming to prove the applicability of the 

IcLLT in EFL lessons of different kinds of cultural input in different coursebooks, 

this research implemented IcLLT model in the two action research stages, which 

observed PAOR model of Plan - Act - Observe - Reflect (Kemmis & McTaggart, 

1988). Due to the diversity and explicity of cultural input in the pilot coursebooks 

especially for Communication and Culture lessons, they were less subjected to the 

change in adaption for IcLLT lessons. Therefore, Stage 1 involved the 

implementation of IcLLT model in teaching Communication and Culture lessons in 

this coursebook. Findings on strengths and weaknesses of the model in Stage 1 

helped to improve the application of the IcLLT in two skill lessons in Stage 2 of this 

research. As analyzed, the Communication and Culture section includes two 

subsections, of which the Communication focuses on speaking skill; and the Culture 

is inclined to teach cultural knowledge from reading texts. Hence, two relevant skill 

lessons, speaking and reading with specific culture input, were chosen for IcTTL 

implementation in Stage 2 of Phase 2.  

Discussions among the researcher and the two participating teachers happened 

in three group meetings. In the Pre-action group meeting, the two teachers gave 

their reflections on their intercultural teaching practices and proposed measures to 

facilitate the IcLLT implementation. Group meeting 1 focused on the intercultural 

language activities in the two IcLLT lessons for Class 10E and activities for the 

extension for the two classes. Group meeting 2 was about the two teachers’ 

reflections on the two mentioned lessons and how to prepare two IcLLT lessons for 

Class 10C. Details about research procedure are described in Table 3.8.  

Table 3.8. Research procedure 

 

Phases Stages Steps Research activities 

Phase 1: 

Pre-

action 

 Initial 

reflection 

Exploring possible problems of 

intercultural integration from teachers’ 

perceptions and practices  
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Pre-action group meeting for preliminary agreements 

 

 

 

 

 

 

Phase 2: 

Action  

 

Stage 1:  

- Applying IcLLT 

model to teach two 

Communication 

and Culture lessons 

in the pilot 

coursebook of 

Grade 10 (Class 

10E) 

- Conducting 

Cultural Exchange 

Activity 1 as a part 

of the extension 

 

Planning 

 

- Making two IcLLT lesson plans for 

Communication and Culture sections in 

Class 10E and planning activities for the 

extension (Group meeting 1) 

Acting  

and 

Observing 

- Teaching and observing the two IcLLT 

lessons in class 10E 

- Organizing and observing Cultural 

Exchange Activity 1 as a part of the 

extension 

Reflecting - Reflecting on the two lessons in Class 

10E from the two teachers’ responses 

(Group meeting 2) 

- Reflecting on the two lessons and 

Cultural Exchange activity 1 from the 

students’ responses (Evaluation sheets) 

Stage 2: 

- Applying IcLLT 

model to teaching 

two skill lessons in 

the standard 

coursebook of 

Grade 10 (Class 

10C) 

-Conducting 

Cultural Exchange 

Activity 2 as a part 

of the extension 

Planning - Making IcLLT lesson plans for the two 

skill lessons for Class 10C (Group 

meeting 2-continued) 

Acting  

and  

 

 

Observing 

- Teaching and observing the two IcLLT 

lessons in class 10C 

- Organizing and observing Cultural 

Exchange Activity 2 as a part of the 

extension 

Reflecting - Reflecting on the two lessons and the 

extension from the students’ responses 

(Evaluation sheets) 

- Reflecting on the IcLLT from the 

teachers’ responses (Teacher interview) 

 

3.5. Validity and reliability  

Validity and reliability of the instruments are believed to add trustworthiness 

to any research. The open-ended questions and observations were deployed to 

triangulate the data collected from the questionnaire to minimize the risk of lacking 

validity. Besides, the questionnaire was proofread, checked, and rechecked many 

times by 16 experts who were statisticians, researchers, and teachers of English to 

avoid ambiguity.  

The English version of the final questionnaire was delivered to another group 

of 52 teachers in another province of the Mekong delta in July 2017 to test 
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reliability. The pilot questionnaire demonstrated good reliability with positive 

values of coefficient alpha of Section 1, 2, 3, and 4 were .722, .845, .772, and .816 

respectively. From the feedback of the teachers in the piloting stage, the 

questionnaire should be translated into Vietnamese and not contain many reversed 

versions because of the complexity of the topic itself as well as the length of the 

questionnaire. However, one item with a reversed version, item A4, of which the 

reliability was .743, higher than other items in Section 1, was not deleted. As for the 

translated version, the questionnaire was subjected to linguistic modification for the 

equivalences of terms to ensure intelligibility and clarity.  

Finally, the questionnaires were delivered to all upper secondary school 

English teachers in Tra Vinh with 101 returns. Cronbach’s alpha of all four sections 

were .756, .886, .739, and .783. All were above .70, which was 

the acceptable coefficient alpha value as Nunnally (1978) asserted. Of the 51 items, 

A4 was excluded in data processing because it performed negative Correlated Item - 

Total Correlation (- .036) and in case this item was deleted, Cronbach's alpha of the 

first section achieved the highest (.775). Also, the Kaiser-Meyer-Olkin (KMO) 

measure of sampling adequacy of factors in the four sections were .773, .847, .692, 

and .666 (above .6), qualifying the commonly recommended value. Bartlett’s test of 

sphericity of all factors was significant (Sig = .000, < .05). The meaningful values 

of Cronbach’s alpha, KMO, and Bartlett’s test of sphericity proved the internal 

consistency, validity, and suitability of the responses collected to the issues 

addressed.  

3.6. Ethical considerations  

In every step, this research is ensured to be legal and ethic. Prior to the 

conduction of this study, the researcher got advice and permission from the English 

specialist and the director of the Office of General Education. From the 

beginning, all the research activities received the consents of PDOET (Appendix 

G), school managers, teachers, and students. Teacher questionnaires were delivered, 

and classroom observations were recommended by the Office of General Education. 
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However, teachers and students made their own decision to take part in the research 

or not. 

Moreover, time and duration of the observations and implementation 

of IcLLT model respected school academic and non-academic activities. For data 

collection and analysis, data were recorded, coded, and reported without any 

manipulation or bias. The teacher participants in the observations and the action 

research could have access to the records of their lessons, and they were invited to 

check the transcriptions and interpretations of data from their observations and 

interviews. 

3.7. Summary  

This chapter has presented the instruments and approaches for data collection 

and analysis used in the action research. With available resources, data collection 

and analysis methods selected in this research enabled the researcher to reach a 

balance of a variety of approaches, the versatility of data sources, reliability, and 

validity of instruments within researcher’s authority and resource accessibility.  
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CHAPTER 4: FINDINGS AND DISCUSSION 

 

This chapter presents the quantitative and qualitative results of the study 

connected to the two research issues regarding (1) the exploration of intercultural 

integration into EFL teaching in upper secondary schools and (2) the 

implementation of IcLLT model to diversify teachers’ practices of this issue. 

Specifically, it presents teachers' perceptions and practices through the data 

collected from the questionnaires and classroom observation. Then, the applicability 

of intercultural integration through IcLLT model is verified from the teachers' and 

students' engagement and perceptions. Finally, the main findings of the current 

research are presented and discussed in connection to the previous studies. 

4.1. Teachers’ perceptions and practices of intercultural integration  

Mean scores of teachers’ beliefs, perceived practices, and practices of 

intercultural integration are presented in Table 4.1.  

Table 4.1. Teachers’ beliefs, perceived practices, and practices 

Clusters N Mean 
Std. 

Deviation 

Std. 

Error 

Sig. between group  

by ANOVA (*) 

Teachers’ beliefs 101 4.27 .49 .05 

.000  Teachers’ perceived practices 101 3.82 .45 .04 

Teachers’ (reported) practices 101 2.76 .46 .05 

 

Note: * p <.05 

Table 4.1 demonstrates a discrepancy and downward trend from teachers’ 

beliefs (M = 4.27, SD = .48927), teachers’ perceived practices (M = 3.82, SD = 

.44703), and teachers’ practices (M = 2.76, SD = .46517). The p value of between 

subject ANOVA (p = .000), which is smaller than the significance level of .05, 

proves a meaningful difference among mean scores of teachers’ beliefs, perceived 

practices, and practices.  

Pair correlations between teachers’ beliefs, teachers’ perceived practices, and 

teachers’ practices are shown in Table 4.2. Referred to the guide for interpreting 
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correlation strength suggested by Evans (1996), the correlation between teachers’ 

beliefs and perceived practices is strong (r = .606); those between teachers’ 

perceptions and practices and between teachers’ perceived practices and practices 

are moderate (r = .426 and .407 respectively); and that of teachers’ beliefs and 

practices is weak (r = .346).  

Table 4.2. Correlations between teachers’ beliefs, perceived practices, and practices 

Correlations N 
Pearson 

Correlation (*) 
Sig. (2-tailed) 

Teachers’ beliefs and perceived practices  101 .606 .000 

Teachers’ perceptions and practices 101 .426 .000 

Teachers’ perceived practices and practices 101 .407 .000 

Teachers’ beliefs and practices 101 .346 .000 

 

 Note: (*) Correlation is significant at the level of 0.01 (2-tailed). 

4.1.1. Teachers’ beliefs and perceived practices of intercultural integration  

4.1.1.1. Teachers’ beliefs 

Teachers' beliefs about intercultural integration objectives are presented in 

Table 4.3. It is proven that teachers had a good awareness of the importance of 

intercultural integration. Noticeably, teachers highly approved the integration of 

culture into language lesson (M A1 = 4.53). Specifically, though teachers had 

consistent and deep appreciation of intercultural integration objectives, they were 

more inclined to linguistic (M A2 = 4.21) and intercultural knowledge objectives 

(M A6 = 4.18) than ICC objectives (M A8 = 4.15).   

Table 4.3.  Teachers' beliefs about intercultural integration objectives 

Items 
Strongly 

Disagree 
Disagree Neutral Agree 

Strongly 

Agree 
Mean 

Std. 

Dev. 

Average 4.27  

A1. Culture should be an 

integral part of English 

lessons. 

1 

1% 
  

43 

42.6% 

57 

56,4% 
4.53 .61 

A2. Integrating culture 

motivates students to study 

English better. 

1 

1% 

3 

3% 

2 

2% 

62 

61.4% 

33 

32.7% 
4.21 .72 
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A6. Integrating culture 

fosters students’ 

understanding of foreign 

cultures. 

4 

4% 
 

2 

2% 

62 

61.4% 

33 

32.7% 
4.18 .82 

A8. Integrating culture 

fosters students’ 

communicative competence 

with people coming from 

other cultures. 

2 

2% 

1 

1% 

4 

4% 

66 

65.3% 

28 

27.7% 
4.15 .72 

 

In a similar vein, quantitative reports from six teachers’ responses to the open-

ended question reconfirmed that they were biased in favor of linguistic and 

intercultural knowledge teaching objectives (see Appendix H). In fact, two teachers 

(T5 and T23) further explained the intricate relationship between language and 

culture to conclude that integrating culture into teaching EFL helped to facilitate 

language learning (Excerpt 1).  

Excerpt 1: Language and culture relationship  

T5: “Knowing culture, students will study a language better. So, adding culture into language teaching 

fosters the students’ interests and motivation to study a language better.” 

T23: “Language is an important part of culture; culture is the most important part in language learning 

and teaching. Therefore, culture should be counted in language teaching because it makes language 

learning and teaching interesting and effective.” 
 

To the teachers, intercultural integration should focus on building IC in terms of 

intercultural knowledge and attitudes. For example, three teachers (T49, T56, and T71) 

agreed that “teaching intercultural knowledge” about their own and other cultures would 

help students to “avoid culture shocks” in intercultural communication. At a higher 

level, one teacher (T75) stated that a wide range of intercultural knowledge fostered 

students’ positive attitudes towards foreign cultures (see Appendix H). In alignment 

with the findings of quantitative reports, teachers were keen on integrating culture 

into their teaching mainly to build students’ linguistic competence and intercultural 

knowledge.  

4.1.1.2. Teachers’ perceived practices 

Mean scores of teachers’ perceived practices of intercultural integration are 

shown in Table 4.4.  
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Table 4.4. Teachers’ perceived practices of intercultural integration  

 

Items 
Strongly 

Disagree 
Disagree Neutral Agree 

Strongly 

Agree 
Mean 

Std. 

Dev. 

Average 3.82  

A3. Culture should be 

integrated into foreign language 

lessons as early as possible. 

1 

1% 

5 

5% 

7 

6.9% 

68 

67.3% 

20 

19.8% 
4.00 .75 

A5. Culture can be integrated 

into language lessons in the 

form of language skill 

activities. 

2 

2% 

3 

3% 

6 

5.9% 

74 

73.3% 

16 

15.8% 
3.98 .72 

A7. Integrating culture can be 

done in the form of intra and 

extra-curriculum activities. 

3 

3% 

4 

4% 

15 

14.9% 

61 

60.4% 

18 

17.8% 
3.86 .86 

A9. Integrating culture can be 

organized by using internet 

applications (e.g., YouTube, 

Zalo, Facebook) 

1 

1% 

8 

7% 

17 

16.8% 

69 

68.3% 

6 

5.9% 
3.70 .74 

A10. Integrating culture should 

involve activities to consider 

students’ home culture. 

1 

1% 

11 

10.9% 

17 

16.8% 

62 

61.4% 

10 

9.9% 
3.68 .84 

A11. Integrating culture should 

include students’ home culture.  

1 

1% 

4 

4% 

9 

8.9% 

73 

72.3% 

14 

13.9% 
3.94 .69 

A12. Integrating culture should 

involve intercultural objectives 

which are stated in the lesson 

plans.  

 
11 

10.9% 

29 

28.7% 

55 

54.5% 

6 

5.9% 
3.55 .77 

 

 The teachers had good understanding of basic principles for intercultural 

integration (M = 3.82). Interestingly, they had the highest approval for item A3,  

[c]ulture should be integrated into foreign language lessons as early as possible, 

(M A3 = 4.0). This infers that the teachers and students were ready for intercultural 

integration. Concerning how culture should be handled in language teaching, the 

teachers agreed that [c]ulture should be integrated into foreign language lessons in 

the form of language skill activities (M A5 = 3.98). The role of home culture was 

emphasized (M A11 = 3.94) but the activities to involve home cultures was less 
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highlighted (M A10 = 3.68). The participating teachers were willing to use social 

media to teach culture in an interactive way (M A9 = 3.70) but still favored face-to-

face activities (M A7 = 3.86). They were acknowledged of different ways to 

integrate culture, but rather reluctant to recognize intercultural objectives (M A12 = 

3.55).  

As quantitatively and qualitatively proven, the teachers had (1) good 

intentions to incorporate intercultural objectives in their teaching and (2) proper 

understanding of intercultural integration in practice. In fact, they valued the 

objectives of intercultural integration to build students' CC and IC but focused on 

building students' intercultural knowledge. The teachers could define when, how, 

and what to do with intercultural integration. Nevertheless, the teachers still 

considered the recognition of intercultural objectives not as much convincing as 

other objectives. 

4.1.2. Teachers’ practices of intercultural integration 

 Teachers' practices of intercultural integration are reported from the 

triangulation of teacher questionnaires with open-ended questions and classroom 

observation. 

4.1.2.1. Teachers’ self-reported practices  

 Descriptive statistics of teachers’ intercultural integrating practices are 

reported in Table 4.5. Mean comparing of the four clusters displays a downward 

trend from teaching intercultural knowledge (M1 = 3.60 and M2 = 2.84) to building 

intercultural attitudes (M3 = 2.75) and building intercultural skills (M4 = 1.87), 

from conducting teacher-centered (M1 = 3.60) to student-centered (M2 = 2.84) 

activities.  

Table 4.5. Mean scores of teachers’ intercultural integrating practices 

Items Never Rarely 
Some- 

times 
Often Always Mean 

Std.  

Dev. 

Average   2.76  

1. Teaching intercultural knowledge 3.60  

B1. I relate the cultural content to 

what I have learned and 

experienced (about foreign culture 

  
58 

57.4% 

38 

37.6% 

5 

5% 
3.48 .59 
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Items Never Rarely 
Some- 

times 
Often Always Mean 

Std.  

Dev. 

or countries). 

B2. I provide my students with 

appropriate language (e.g., terms, 

expressions, structures, stress, 

intonations, etc.) used in different 

communicative situations. 

 
1 

1% 

41 

40.6% 

57 

56.4% 

2 

2% 

     

3.59 
.55 

B3. I help my students to learn 

about how to do things and behave 

in different social interactions.  

  
32 

31.7% 

65 

64.4% 

4 

4% 
3.72 .53 

2. Having students explore cultures 2.84  

B4. I ask my students to share 

aspects of their own culture in 

English. 

1 

1% 

7 

6.9% 

57 

56.4% 

36 

35.6% 
 3.27 .63 

B6. I ask my students to do some 

projects to introduce their own (or 

local) culture to foreigners. 

8 

8.9% 

36 

35.6% 

48 

45.5% 

8 

7.9% 

1 

1% 
2.58 .79 

B7. I ask my students to explore an 

aspect of foreign cultures and 

present it to their friends. 

6 

5.9% 

29 

28.7% 

57 

56.4% 

9 

8.9% 
 2.68 .72 

3. Fostering positive intercultural attitudes 2.75  

B5. I mention the relativity of 

prejudices (e.g., not all the British 

people are reserved; not all French 

are romantic, etc.) in my lessons.  

8 

7.9% 

9 

8.9% 

56 

55.4% 

23 

22.8% 

5 

5% 
3.08 .91 

B10. I decorate my classroom with 

posters, pictures, or ornaments 

illustrating particular aspects of 

foreign cultures. 

42 

41.6% 

33 

32.7% 

22 

21.8% 

4 

4% 
 1.88 .89 

B11. I use videos, CD-ROMs, or 

the Internet to illustrate aspects of 

foreign culture like songs, films, 

fashions, festivals, etc.  

2 

2% 

16 

15.8% 

50 

49.5% 

29 

28.7% 

4 

4% 
3.17 .81 

B12. I also teach the similarities 

between the home and foreign 

cultures. 

1 

1% 

9 

8.9% 

48 

47.5% 

39 

38.6% 

4 

4% 
3.36 

.74 

B13. I encourage my students to 

explore the causes of differences 

between home and foreign cultures. 

8 

7.9% 

20 

19.8% 

54 

53.5% 

19 

18.8% 
 2.83 

.83 

B14. I have my students approach 

diverse cultural facts and notions to 

create positive perspectives towards 

15 

14.9% 

26 

 25.7% 

53 

52.5% 

7 

6.9% 
 2.52 .83 
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Items Never Rarely 
Some- 

times 
Often Always Mean 

Std.  

Dev. 

the differences. 

B15. I get my students to evaluate 

their home and foreign cultures 

from different views. 

17 

16.8% 

31 

30.7% 

48 

 47.5% 

4 

4% 

1 

1% 
2.42 .85 

4. Building intercultural skills 1.87  

B8. I organize simulated 

intercultural communicative 

activities like celebrating cultural 

events, role-plays, solving 

intercultural conflicts, etc. for my 

students to practice linguistic and 

intercultural skills. 

15 

  14.9% 

36 

35.6% 

43 

42.6% 

7 

6% 
 2.42 .83 

B9. I invite people from other 

cultures to my class to exchange 

intercultural knowledge and 

experience.  

59 

   8.4% 

30 

29.7% 

8 

7.9% 

4 

4% 
 1.57 .80 

B16. I engage my students in a chat 

group with foreigners to exchange 

intercultural knowledge and 

experience.  

56 

   5.4% 

29 

28.7% 

14 

13.9% 

2 

2% 
 1.62 .80 

It is shown in Table 4.5 that activities to address intercultural knowledge were 

more teacher-centered than student-centered (M1 = 3.60 versus M2 = 2.84). 

Notably, activities that dealt with culture in communication and culture in language 

(M B3 = 3.72 and M B2 = 3.59 respectively) were more frequent than adding 

related cultural content to language lessons (M B1 = 3.48). Of student-centered 

activities, presenting and sharing cultural knowledge and experiences (M B4 = 

3.27) was more dominant than participating in intercultural projects (M B6 = 2.58) 

or exploring cultures (M B7 = 2.68).   

Among the activities to build students’ attitudes, three frequent activities were 

comparing cultures (M B12 = 3.36), using audio-visual aids to bring a greater 

variety of cultural input to the students (M B11 = 3.17), and mentioning relativity of 

prejudices (M B5 = 3.08). More advanced activities, namely exploring the causes of 

differences, evaluating the differences, and forming positive perspectives towards 

the differences and diversity rarely happened in classes (M B13 = 2.83, M B8 = 
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2.42, and M B14 = 2.52 respectively). Least and last, displaying artefacts to 

diversify intercultural input visually to students was almost ignored (M B10 = 1.88). 

The three last activities to engage students in real or simulated intercultural 

communication to build intercultural skills were never or rarely conducted. In fact, 

simulated intercultural activities (i.e., celebrating cultural events, role-playing, and 

solving cultural conflicts) were seldom conducted (M B8 = 2.42). Similarly, 

activities engaging students in real life interactions by inviting guest speakers and 

joining chat groups to exchange intercultural knowledge and experience were often 

ignored (M B9 = 1.57, M B16 = 1.62). 

In responses to teachers' open-ended questions about their practices of 

intercultural integration (see Appendix I), the teachers integrated culture implicitly 

and explicitly. In the first trend, ten teachers reported that they related intercultural 

content in the coursebooks to their own intercultural knowledge and experience to 

enrich their language lessons, or they further explored and presented it to their 

students. In the second trend, nine teachers organized some fun activities like 

cultural quizzes, guessing the pictures, and drama. Appreciably, one teacher (T56) 

conducted roleplay activities to settle an intercultural conflict. To conclude, from 

teachers' reports, it can be inferred that they integrated cultures into their teaching 

by different ways, which depended on the coursebook content, students' interests, 

and teachers' intercultural knowledge. More intercultural activities which were 

knowledge-based and big-C-culture focused were found than those to enable the 

students to exploit intercultural input at deeper layers.    

4.1.2.2. Teachers’ observed practices  

Teachers’ observed practices were reported from six classroom observations: 

two classes of grade 10, two classes of grade 11 on the Communication and Culture 

sections in the pilot coursebooks, and two classes of grade 10 and 11 on reading 

lessons. Details about the classes and lessons observed are presented in Appendix J. 

Unlike Communication and Culture sections, which were specially designed for 

specific culture integration, skill lessons in the standard coursebook included both 



68 

general and specific cultures, so only specific culture was treated as intercultural 

input and subjected to the observation.  

From the six observations, it was concluded that though the teachers dealt with 

cultures at different scales, they shared common ways of integrating culture into 

their EFL lessons. The four main strategies were: (1) teaching intercultural themes 

in the coursebooks, (2) adding intercultural knowledge, (3) personalizing and 

localizing, and (4) comparing cultures.  

The most common way to include culture in the two curricula was teaching 

(inter)cultural content in the coursebooks. In this way, (inter)cultural themes were 

exploited to teach language knowledge and skills in Pre-While-Post lessons 

(teaching vocabulary and reading in Observations 5 and 6, teaching listening in 

Observation 3). Common language activities conducted to check students’ reading 

comprehension were matching vocabulary (Observations 5 and 6), answering 

comprehension questions (Observations 2, 4, 5, and 6), and T/F statements 

(Observations 3 and 5). Since teaching EFL in general education was topic-

dependent and coursebook-tied, from teachers’ perspectives, teaching intercultural 

knowledge was most common and equated with intercultural integration. 

The second most frequent activity was an add-on of intercultural knowledge. 

The teachers often added intercultural facts, which were beyond and close to the 

language and culture input to facilitate students' learning. For example, in 

Observation 1, the teacher gave more examples about the balance of yin and yang in 

Vietnamese eating habits. This additional detail addressed students' attention 

effectively because it was close to their everyday experiences. Similarly, in 

Observation 2, the teacher added some facts about the King of Thailand, such as 

how he helped his people, how Thai people expressed love and respect to him to 

draw students’ interest to the text. More constructively, the teacher in Observation 6 

elicited cultural facts about celebrations and Tet holidays in pre-reading activities to 

help students to expand vocabulary. As what was observed, teachers added their 

own knowledge and experience related to cultural topics to foster the students’ 
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interest and facilitate their language learning.  

Personalizing and localizing, common Post-activities in CLT skill lessons, 

were conducted successfully in four of the six observations. The activities were 

productive because the students were able to share their own experiences about 

traditional health practices and Tet holidays (Observations 1 and 6), express their 

own opinions about online dating, dating in Vietnam (Observation 3) or make their 

own comparison between ways of raising children in Vietnam and the USA 

(Observation 4). Personalizing and localizing were common and constructive 

because those activities gave the students opportunities to show and share their 

personal views, cultural backgrounds, and intercultural attitudes with their peers. 

Despite language productivity and ease of application, personalizing and localizing 

in the four observations were dependent on the coursebooks. This confirmation was 

proven by the fact that those activities were not adequately conducted in 

Observation 5 or completely absent in Observation 2.   

The most noticeable intercultural activity was comparing cultural practices in 

the Communication and Culture lessons. In fact, the English pilot coursebook 

integrated cultural facts from a diversity of specific cultures, which were exploited 

by comparing activities (comparing health beliefs and practices in Vietnam and 

Indonesia, in Observation 1, comparing ways of raising children in Vietnam and the 

USA in Observation 4). In both observations, the students were engaged in 

authentic interactions to present their own reflections and comparisons based on 

their prior knowledge and cultural diversities presented in the coursebooks. 

Furthermore, it was observed that language instruction in the Culture and 

Communication lessons was not as much focused as that in skill lessons of the 

standard coursebooks (reading lessons in Observations 5 and 6). However, when it 

was necessary, forms and structures were introduced to support students’ 

discussion. For example, structures using whereas, while and different from were 

introduced in Observation 4. This finding is supported by teachers’ responses to 

item B2, I provide my students with appropriate language (e.g., terms, expressions, 
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structures, stress, intonations, etc.) used in different communicative situations, with 

a high mean score (M B2 = 3.59). It can be concluded that Communication and 

Culture sections achieved a balance of culture and language instructions.   

However, besides adding intercultural knowledge, no other intercultural 

language activities were observed. In fact, activities building students’ intercultural 

attitudes and practicing intercultural skills were not seen. Compared with the self-

reported practices, no activities with the mean scores below average value (M = 3.0) 

happened in the observations; even activities with positive mean score, [t]eaching 

students how to do things and behave in different social interactions (M B3 = 3.72) 

and mentioning the relativity of prejudices (M B5 = 3.08) were not seen.  To 

conclude, teachers’ intercultural integration practices in the observations were 

parallel with but not as positive as what they had self-reported.  

Generally, reports from teacher questionnaires and class observations showed 

that integrating culture into teaching EFL was common but not yet sufficient in 

observed practice.  In fact, their teaching practices were coursebook-driven, and the 

balance of language and culture in their instruction was mostly dependent on the 

coursebooks. Teachers, using different coursebooks, intentionally added cultural 

and linguistic knowledge to support language and culture learning. While the 

teachers using the standard coursebook struggled to "interculturalize" the 

coursebooks by adding intercultural facts, the teachers using the pilot coursebooks 

had fewer problems because a great deal of intercultural content was already 

presented. Therefore, in Observations 1, 2, 3, and 4 (the pilot coursebooks), the 

lessons were more "interculturalized" than in Observations 5 and 6 (the standard 

coursebooks) but there was no evidence proving that the teachers using the pilot 

coursebooks were more skillful in dealing with intercultural integration in 

comparison to those of the other group. That is why the impacts of teachers' 

professional backgrounds and experiences on their teaching practices should be 

further explored quantitatively by ANOVA.   

Three supposed contributing factors to teachers’ practices of intercultural 

integration were teaching experience, international experience, and graduate 
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education. The mean difference between the groups and factor analysis was 

measured by One way between-subject ANOVA and post hoc tests. The results are 

presented in Table 4.6. 

Table 4.6. Factors contributing to the practices of integrating culture into EFL 

teaching  

Note: * p <.05 

Table 4.6 confirmed that the impact of teachers’ teaching experience and 

international experience on their intercultural integration practices is not meaningful 

(F = .351, p = .555; F = 1.501, p = .223) while the impact of their graduate 

education was confirmed (F = 4.514, p = .036). The only significant factor was 

graduate education, so it was not necessary to compute a post hoc test to analyze the 

degree of effects. To the size of this research population, the inferential result 

confirmed the non-effect of coursebook teaching on teachers' intercultural 

integration practices. An explanation for this unexpected result was that the teachers 

using different coursebooks shared the same way of dealing with culture: following 

the coursebooks and adding their intercultural knowledge. Noticeably, the 

significant impact of teachers' graduate education on their intercultural integration 

practices entailed some practical pedagogical implications. 

In summary, from the teachers’ questionnaires and classroom observations, it 

was proven that the teachers had good perceptions of intercultural integration, but 

they rarely conducted intercultural activities in their teaching practice. Much of 

teachers’ intercultural integration was treated as an add-on to their EFL lessons. The 

activities were teacher-centered, knowledge-based, coursebook-driven, and topic-

dependent. Therefore, in spite of different coursebook application, the teachers' 

Contributing Factors 
Mean 

Square 
F df Sig. 

Teaching experience 

(coursebook teaching) 
.076 .351 1 .555 

International experience 

(at least 1-week foreign visit) 
.323 1.501 1 .223 

Educational degree 

(with master degrees in TESOL) 
.944 4.514 1 .036* 
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guided instruction for intercultural integration was either obviously seen in the 

observations or statistically proven in the questionnaires. 

4.1.3. Teachers’ concerns and expectations of intercultural integration 

4.1.3.1. Teachers’ concerns  

Means of the five aspects supposed to be teachers’ concerns are presented in 

Table 4.7. Learners, coursebooks, management aspects, teachers’ instructions were 

the four aspects of the teachers’ concerns (M1 = 3.67, M2 = 3.63, M3 = 3.43, and 

M4 = 3.09 respectively) but possible negative influence of intercultural integration 

was not (M5 = 2.35). The teachers were not concerned about the negative effects of 

intercultural integration, so it was no more regarded as teachers’ intercultural 

integration hindrance.  

Table 4.7. Means of teachers’ concerns about intercultural integration 

Teachers’ concerns 
Strongly 

Disagree 
Disagree Neutral Agree 

Strongly 

Agree 
Mean 

Std. 

Dev. 

1. Learners and their learning  3.67  

C7. Students’ language 

proficiency is not good enough 

to participate in intercultural 

language activities. 

1 

1.0% 

8 

7.9% 

11 

10.9% 

64 

63.4% 

17 

16.8

% 

3.87 .82 

C8. Students lack the 

motivation to participate in 

intercultural language 

activities because they focus 

on their language learning.   

5 

5.0% 

19 

18.8% 

10 

9.9% 

58 

57.4% 

9 

8.9% 
3.46 1.05 

2. Curriculum and coursebooks 3.63  

C1. Cultural contents in 

English coursebooks are not 

rich enough. 

2 

2.0% 

13 

12.9% 

14 

13.9% 

61 

60.4% 

11 

10.9% 
3.66 .91 

C2. Coursebook activities are 

designed for practicing 

language skills.  

1 

1.0% 

8 

7.9% 

10 

9.9% 

78 

77.2% 

4 

4.0% 
3.76 .69 

C3. Coursebook activities do 

not focus on building students’ 

ICC. 

3 

3.0% 

13 

12.9% 

23 

22.8% 

57 

56.4% 

5 

5.0% 
3.48 .89 
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Teachers’ concerns 
Strongly 

Disagree 
Disagree Neutral Agree 

Strongly 

Agree 
Mean 

Std. 

Dev. 

3. Management aspects 3.43  

C9. Students lack intercultural 

resources and environment to 

practice intercultural skills. 

1 

1.0% 

3 

3.0% 

2 

2.0% 

60 

59.4% 

35 

34.7

% 

4.24 .72 

C10. Integrating culture into 

teaching English requires more 

teaching time. 

2 

2.0% 

20 

19.8% 

7 

6.9% 

64 

63.4% 

8 

7.9% 
3.55 .96 

C11. Integrating culture into 

teaching English doesn’t 

contribute to students’ test 

scores.   

6 

5.9% 

52 

51.5% 

16 

15.8% 

23 

22.8% 

4 

4.0% 
2.67 1.0 

C15. ICC testing can hardly be 

done.    

4 

4.0% 

17 

16.8% 

31 

30.7% 

48 

47.5% 

1 

1.0% 
3.24 .88 

4. Teachers’ IC and instructions 3.09  

C4. Teachers are not confident 

with their intercultural 

knowledge and experience. 

3 

3.0% 

25 

24.8% 

24 

23.8% 

44 

43.6% 

5 

5.0% 
3.23 .98 

C5. Teachers are not confident 

with their teaching method in 

integrating culture into 

teaching English. 

3 

3.0% 

26 

25.7% 

27 

26.7% 

41 

40.6% 

4 

4.0% 
3.17 .96 

C6. Teachers do not accept the 

new workload of intercultural 

integration in their teaching. 

7 

6.9% 

41 

40.6% 

12 

11.9% 

39 

38.6% 

2 

2.0% 
2.88 1.1 

5. Negative effects of intercultural education 2.35  

C12. Intercultural teaching 

hinders students’ linguistic 

accuracy like grammar and 

pronunciation. 

6 

5.9% 

55 

54.5% 

20 

19.8% 

19 

18.8% 

1 

1.0% 
2.54 .90 

C13. Intercultural teaching 

causes bias, stereotypes, 

ethnocentrism, or 

xenocentrism. 

 

7 

6.9% 

59 

58.4% 

21 

20.8% 

14 

13.9% 
 2.42 .82 

C14.Intercultural teaching 

contributes to the student’s 

loss of cultural identity. 

14 

13.9% 

73 

72.3% 

5 

5.0% 

8 

7.9% 

1 

1.0% 
2.10 

 

.77 
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Among the four aspects, the learner factor was the teachers’ greatest concern. 

In terms of learner constraints, the teachers thought that students’ low motivation 

(M C8 = 3.46) and low level of language proficiency (M C7 = 3.87) would hinder 

intercultural integration. Teachers’ concern about students’ low language level 

seemed contradictory to their responses to item A3, [c]ulture should be integrated 

into foreign language lessons as early as possible. which obtained the highest score 

of approval (M A3 = 4.0). However, the inconsistency was explicable. First, item 

A4 was more general, which could be understood as the readiness for intercultural 

integration of the teachers and students due to the needs of intercultural education. 

On the other hand, item C7 clearly focused on the students' low language 

proficiency, which was a common problem of pedagogical reforms involving 

students' CC. Second, the fact that the teachers both believed in the possibility of 

intercultural integration and worried about their students' language proficiency was 

understandable. Teachers' complicacy might originate from the lack of experience 

and pedagogical training on integrating cultures to teach EFL to students of lower 

levels.    

As presented in Appendix K, two teachers (T9 and T48) added other problems 

that they could face in intercultural integration were unfamiliarity of intercultural 

topics to students' prior knowledge and mixed-ability classes. Also, it was worth 

considering that teacher T63 was worried about the fact that students lacked the 

autonomy to actively engage in intercultural language activities such as exploring 

cultures and self-studying (Excerpt 2). 

Excerpt 2: Some of the teachers' concerns about intercultural integration 

T9. "I had a big problem with mixed-ability classes. It caused difficulties in language teaching 

already, and I think that the problem is bigger when I have to deal with language and culture at the 

same time." 

T48. "Many of intercultural topics in Communication and Culture sections are unfamiliar to my 

students' knowledge and experience like innovations, voluntary work, the international day for people 

of disability, and so on, so they were not motivated to learn these parts sometimes.” 

T63. “My students are not used to self-studying and exploring cultures.”  
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Though 28 out of 101 participants used the pilot coursebooks, they still took 

significant consideration for curriculum (M2 = 3.63). Indeed, the teachers were 

concerned about the lack of intercultural activities (M C2 = 3.76) and intercultural 

content (M C1 = 3.66) in the coursebooks. While the pilot coursebooks were 

integrated with rich intercultural knowledge and explicit intercultural activity, the 

teachers were still concerned about the curriculum. This contradiction could be 

mathematically defined by comparing means of curriculum factor by cluster and by 

items between the two groups of teachers (Table 4.8). 

Table 4.8. Level of teachers’ concerns in terms of curriculum in two groups  

 

Item/cluster Coursebook applied N Mean Std. Deviation Std. Error Mean 

C1 
Pilot and Standard 28 3.43 .92009 .17388 

Standard 73 3.74 .89795 .10510 

C2 
Pilot and Standard 28 3.61 .83174 .15718 

Standard 73 3.81 .63809 .07468 

C3 
Pilot and Standard 28 3.36 .78004 .14741 

Standard 73 3.52 .92960 .10880 

Cluster 

Curriculum 

Pilot and Standard 28 3.46 .51514 .09735 

Standard 73 3.69 .63881 .07477 

 

Table 4.8 proves that the teachers using both coursebook versions (the pilot 

and standard) had somewhat lower levels of concern than the ones using the 

standard coursebook only (mean of item C1: 3.43 and 3.74, mean of item C2: 3.61 

and 3.81, mean of item C3: 3.36 and 3.52, and the mean of whole cluster: 3.46 and 

3.39). This result was reconfirmed by the fact that six teachers (Teacher T8, T14, 

T18, T46, T50, and T71), who used the standard coursebooks stated that the 

curriculum was short of intercultural content aiming to build students’ ICC (see 
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Appendix K). For example, Teacher T8 complained that he hardly found 

intercultural content provided in the coursebook. Therefore, to a certain degree, the 

teachers using the standard coursebooks were more worried about the curriculum 

than the other group. But the significance of the differences was not proven by 

applying Independent Sample Test (see Table 4.9). 

Table 4.9. Differences in curriculum concerns by the teachers in two groups 

 

 

Item/ 

Cluster 

 

Levene's Test for 

Equality of 

Variances 

t-test for Equality of Means 

F Sig. t Df 
Sig. (2-

tailed)* 

Mean 

Difference 

Item C1 
1.378 .243 1.548 99 .125 .31115 

  1.531 47.932 .132 .31115 

Item C2 
5.573 .020 1.299 99 .197 .20108 

  1.155 39.805 .255 .20108 

Item C3 
.362 .549 .825 99 .411 .16341 

  .892 57.977 .376 .16341 

 Curriculum 
.004 .948 1.672 99 .098 .22580 

  1.839 60.369 .071 .22580 

Note: * p > .05 

Statistically, the differences between mean scores of curriculum constraints to 

the perceptions of the two groups of teachers were not proven (item C1: t (99) = 

1.548, p = .125; item C2: t (99) = 1.299, p = .197; item C3: t (99) = .825, p = .411; 

cluster curriculum: t (99) = 1.672, p = .098).  

The third consideration, addressing the issue of management, involved socio-

political and managerial factors: English speaking environment, testing, and time 

distribution. Of them, what concerned the teachers most was the lack of interactive 

intercultural environment (M C9 = 4.24). To a lower degree, the teachers were 
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concerned about the limitation of time (M C10 = 3.55). In addition, the teachers had 

uncertain attitudes towards the contribution of intercultural integration to testing as 

well as the feasibility of ICC testing. They were partly against the adverse effects of 

intercultural integration on students' test scores (M C11 = 2.67) and not very 

positive for the possibility of ICC testing (M C 15 = 3.24). 

The teachers' lowest level of concerns about their own intercultural instruction 

implied that they had uncertain attitudes in evaluating their IC (M C4 = 3.23), 

intercultural integration pedagogy (M C5 = 3.17), and their teaching burden (M C6 

= 2.88). This neutral perspective partially explained the gap between teachers' 

perceptions and practices. Since the curriculum did not particularize intercultural 

content and objectives, the teachers were satisfied with their ways to integrate 

cultures, not being aware of their problems. Therefore, it was interesting that one 

teacher, T23, pointed out that (s)he did not "know for sure what culture should be 

added into English lessons" (see Appendix K). To conclude, the teachers were the 

least concerned about their intercultural instruction in comparison to other aspects, 

namely learners, curriculum, and management. Out of the expected categories, one 

teacher (T4) took parents’ opposition into account and thought that parents would 

not approve intercultural integration because they were more interested in their 

children’ testing scores than skill development (see Appendix K).  

In conclusion, in comparison to other constraints, teachers had a low level of 

concern about their instructions. However, it could not be inferred that they had 

fewer problems with their intercultural integrating pedagogy or that it was due to a 

lack of problem and responsibility awareness. Further exploration into their 

perceptions of intercultural integration will be done in the following section. 

4.1.3.2. Teachers’ expectations  

This part studies what the teachers expected for intercultural integration 

focusing on three clusters: (1) coursebook and curriculum, (2) teachers’ self-

development in terms of IC and intercultural integrating pedagogies, and (3) 
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management issues, of which quantitative and qualitative data are presented in 

Table 4.10 and Appendix L respectively. 

Table 4.10. Mean scores of teachers’ expectations 

Teachers’ expectations 
Strongly 

Disagree 
Disagree Neutral Agree 

Strongly 

Agree 
Mean 

Std. 

Dev. 

1. Professional development 4.08  

D3. Teachers should be trained to 

enhance their IC. 

2 

2% 
 

8 

7.9% 

65 

64.4% 

26 

25.7% 
4.12 .72 

D4. Teachers should be trained to 

enhance their intercultural 

teaching.  

3 

3% 

5 

3% 

5 

3% 

61 

60.4% 

27 

26.7% 
4.03 .88 

D5. Teachers should be helped to 

explore intercultural teaching 

materials. 

3 

3% 

4 

4% 

3 

3% 

62 

61.4% 

29 

28.7% 
4.09 .86 

2. Coursebooks and curriculum 3.90  

D1. More intercultural activities 

should be introduced in the 

coursebooks.  

2 

2% 

3 

3% 

7 

6.9% 

71 

70.3% 

18 

17.8% 
3.99 .71 

D2. Intercultural activities should 

be integrated with linguistic 

activities. 

 
1 

1% 

11 

10.9% 

77 

76.2% 

12 

11.9% 
3.99 .89 

D6. Intercultural objectives 

should be officially recognized. 
 

6 

5.9% 

24 

23.8% 

62 

61.4% 

9 

8.9% 
3.73 .86 

3. Management aspects 3.88  

D7. Class sized should be 

reduced to involve the students 

more.   

2 

2% 

7 

6.9% 

7 

6.9% 

50 

49.5% 

35 

34.7% 
4.08 .93 

D8. ICC should be a part of 

language testing. 
 

10 

9.9% 

20 

19.8% 

63 

62.4% 

8 

7.9% 
3.68 .76 

 

Table 4.10 shows that the teachers had a high expectation of improving the 

status of intercultural integration in terms of professional development, coursebook 

and curriculum, and management (M1 = 4.08, M2 = 3.90, and M3 = 3.88 

respectively). Though teachers were least concerned about their intercultural 

instruction, they had the highest expectation for their professional development, 
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such as enhancing their IC (M D3 = 4.12), developing intercultural integration 

pedagogy (M D4 = 4.03), and exploring intercultural materials (M D5 = 4.09). In 

terms of coursebook and curriculum, the teachers expected the presence of 

intercultural activities (M D1 = 3.99), well-integrated with language activities (M 

D2 = 3.99) and the formal inclusion of intercultural objectives (M D6 = 3.73). 

Though accepting intercultural objectives, the teachers were not confident about the 

suggestion for ICC testing (M D8 = 3.68). Finally, reducing class size was what the 

teachers longed for (M D7 = 4.08). 

As for expectations, 24 out of 51 responses that were not redundant with the 

questionnaire were chosen for analysis. Of those, 15 of the teachers' suggestions 

focused on "a place" for intercultural communication practices and intercultural 

instruction. Six teachers (T45, T58, T60, T62, T74, and T99) wished for engaging 

students into genuine intercultural practices like extracurricular activities: 

intercultural exchange programs, English speaking clubs, and English-speaking 

camps. Also, three other teachers (T4, T10, and T26) expected to have more time to 

organize some intercultural events like drama, fashions, and singing contests in 

English. Noticeably, teachers (T4, T8, T31, T36, T39, and T40) were keen on 

inviting foreign or English native speakers. Moreover, the teachers proposed some 

ideas for intercultural integration. For example, three teachers (T3, T7, and T23) 

asserted that intercultural integration should be urgently introduced to early 

education as in primary schools, and Teacher T57 further added issues of cultural 

sensitivity, which were more likely to cause communication breakdown, should 

take priority in intercultural education to minimize the risks of culture shock in 

intercultural communication. Discussing how cultures should be integrated, teachers 

(T66, T69, T70, T71, T81) expected intercultural integration should be brief, 

natural, consistent, and synchronous with testing (Excerpt 3). 

 Excerpt 3: Some of the teachers' expectations for intercultural integration   

T71: “Intercultural integration should be incorporated with intercultural practices.” 

T81: “Intercultural teaching must include intercultural practices and objectives. Since teachers had to 

deal with many obligations, they had not much time and energy for anything optional. In the future, I 
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think ICC testing should be added because without testing, the students are not motivated to study.” 

Teachers’ concerns and expectations were quantitatively summarized in 

Figure 4.1. 

 

 Figure 4.1. Average mean scores of teachers’ concerns and expectations 

First, the teachers' level of expectations was higher than that of their concerns. 

Second, teachers' concerns about curriculum and management aspects went parallel 

with those of expectations. Third, the teachers did not find many problems with 

their intercultural teaching, but they had the highest expectation for their self-

development in terms of IC and pedagogy for intercultural integration. 

As analyzed, it was most noticeable that the teachers approved of integrating 

cultures into their EFL teaching. They were keen on conducting intercultural 

language activities for the students to practice and build their ICC in genuine or 

simulated intercultural interactions in and out of the classrooms. 

4.2.  The trial implementation of IcLLT model  

This part presents the application of IcLLT model to exploit English lessons in 

two coursebook versions of grade 10 in two stages. Stage 1 involved 

Communication and Culture lessons in Unit 6 and 7 (in the pilot coursebook, to 

Class 10E), which were taught by the researcher for modeling. Stage 2 was 

associated with the speaking and reading lessons in Unit 10 and 11 (in the standard 

coursebook, to Class 10C), taught by a participating teacher (Teacher C). The 

IcLLT implementation and its reports in the two research stages embraced the 

PAOR model, suggested by Kemmis and McTaggart (1988). However, the report of 
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the last step of the IcLLT, extension, was split and inserted in the two stages as it 

was planned as early as at the beginning of the implementation and conducted 

during Stage 1 and Stage 2 with the involvement of teachers and students in Class 

10E and 10C. The applicability of the proposed model was judged from the 

engagement and perceptions of the students and the teachers in the two research 

stages.   

4.2.1. IcLLT orientation and problem analysis (Pre-action group meeting) 

Since the two teachers were engaged in this research as active members, they 

had been oriented with intercultural teaching principles and learned how IcLLT 

model worked before they joined the observations. After the observations, they 

were informed of the primary investigation of perspectives and practices of the 

upper secondary school teachers. They agreed that what they learned from the 

reports and observations were similar to what they were actually doing. Reflecting 

on their own intercultural teaching practices, the teachers assumed that it was 

feasible to apply IcLLT model in their teaching, but they were concerned about 

students' learning and curriculum.   

In terms of the students, Teacher E was not confident about their ability to 

perform the tasks in the reflection due to their limited linguistic and cognitive levels 

as well as the students’ unfamiliarity with this type of task, but she was keen on 

challenging some of her students and trying to conduct this activity in the IcLLT 

lesson. She had some suggestions to overcome the dilemma by providing graded 

activities for the reflection. The simple reflection activity involved a discussion on 

personal views of an intercultural issue, and the more complicated one was a kind of 

written assignment to invoke students' insightful and critical reflections on the 

discussed issue. Of those, the more demanding task activity was optional to the 

students. In the opposite way, Teacher C thought that responsive writing could 

hardly be productive because the students were neither prepared for writing at 

above-sentence level nor willing to do it due to the overwhelming learning 

schedules. The two teachers preferred face-to-face activities in the extension 
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because hosting foreign teachers was common in TVLS, and it was also a growing 

trend in other local schools. Nevertheless, both teachers agreed that not all the 

students felt comfortable with the presence of foreigners in extracurricular 

activities, and it was not easy to create genuine intercultural interactions between 

students and foreign teachers in a big crowd.  

In regard to EFL lessons presented in the coursebook, the two teachers had 

different considerations. According to Teacher E, the Communication and Culture 

was in a 45-minute lesson, the topics of the two subsections sometimes but not 

always connected. For example, in Unit 6, the Communication is about gender 

equality in Vietnam, and the Culture discusses gender equality in the United 

Kingdom (UK). However, the Communication and Culture in Unit 7 brings out two 

unrelated issues: gift-giving in the UK and Vietnam and values for success in 

Vietnam and the United States of America (USA). Also, teacher E was doubtful if 

the two topics about gender inequality and value for success could attract the 

students’ interests or not. While Teacher E was worried about the unfamiliarity of 

the topics to the students’ prior knowledge and unrelatedness of topics within a 

lesson, Teacher C got stuck with choosing the lessons which could be adaptable to 

IcLLT model due to out-of-date information and scarcity of specific culture input 

available in the standard coursebook.  

Besides this, the teachers raised other issues related to students' learning and 

curriculum.  The teachers were under pressure from the rigidity of the curriculum, 

students' lack of motivation, the students' busy schedules, and the participation of 

outsiders. Therefore, some mutual agreements were reached to relieve teachers' 

pressures. First, in alignment with Lo Bianco (1999) and Liu and Zhang (2014), the 

implementation of IcLLT lessons should remain the balance of language and culture 

and respect language input and objectives in the coursebooks to meet the curriculum 

requirement. Second, the voluntary will of the students should be respected. It 

means that any activities which were added as parts of IcLLT application were not 

obligatory to the students. Third, IcLLT activities in this research were 

collaboratively conducted by at least two members of the team (the researcher and 
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the two teachers). Group meetings could be online or offline as long as it was most 

convenient. Fourth, IcLLT activities, especially the extracurricular ones which 

involve the participation of many students, should be conducted when they were 

free from periodical tests, exams, and other school events. Additionally, the 

partaking of other teachers and students in the schools as active members or 

observers was welcome.  

4.2.2. Stage 1 - IcLLT model implementation with the pilot coursebook 

4.2.2.1. Planning for IcLLT lessons of class 10E and the extension (Group meeting 1) 

The purpose of Group meeting 1 was to make IcLLT lesson plans for the 

Communication and Culture sections in Unit 6 and 7 and prepared for activities in 

the extension step.  

Before planning, Teacher E described her usual lesson plan for Unit 6. She 

confirmed that she followed all activities prescribed in Tieng Anh 10 (MOET, 

2014a, p. 13); besides, to encourage the students’ involvement, she asked them to 

prepare some ideas and vocabulary about the lesson topics in advance. In terms of 

lesson objectives, the teacher selected a related objective, suggested in the 

Teacher’s book “understand and talk about the present situation of gender equality 

in the UK” (MOET, 2014b, p. 6T) as the language and culture objective of this 

lesson.  

Following Teacher E’s suggestions, the students should be encouraged to 

explore the issue of gender equality in Vietnam prior to the lesson. Structures and 

vocabulary were introduced implicitly to facilitate students’ reading and speaking if 

necessary. However, the IcLLT made following modifications (Appendix M1). 

First, instead of expressing language and culture objectives in an integrated way as 

prescribed in the Teacher’s book (MOET, 2014b, p. 6T), the IcLLT lessons entailed 

the separation of intercultural objective which was graded according to IC levels “to 

build the students’ knowledge and attitudes towards femininity issue/ gender 

(in)equality in the UK and Vietnam”. The students were supposed to engage in 

exploring, comparing, and reflecting activities to achieve this objective. Second, 
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IcLLT lesson plans improved the connection between the Communication and the 

Culture, which were sometimes loosely connected as presented in the coursebook. 

As prescribed in the lesson plans, the students constructed their own knowledge 

about gender equality in Vietnam (the Communication subsection), then they 

compared it with that of the UK (the Culture subsection). Third, more intercultural 

language activities were designed to foster students’ interactive and reflective 

engagement. For example, task 2, the Communication allowed the students to give 

their own preferences and evaluations of their friends’ opinions. Task 2, the Culture, 

encouraged the students to give their own evaluation of gender issue in Vietnam in 

comparison to that of other cultures. Fourth, the IcLLT lessons offered more 

activities to challenge the students of different levels. Challenging tasks were 

optional or assigned as homework to give the students more time for preparation 

(ie., question 3 and 4 in Task 4 and reflective writing, see Appendix M1). 

Like Unit 6, Unit 7 was more communication and meaning-focused. Thus, the 

teacher E asked students to prepare structures, expressions, and vocabulary in 

advance. Before the class, the students had been asked to prepare jumbled word 

exercise in the coursebook (MOET, 2014a, p. 23,) and make a list of occasions of 

receiving presents. 

Moreover, based on the objective guidelines proposed from the Teachers' book 

(MOET, 2014b, p. T16), Teacher E was willing to address language and culture 

objectives separately. As far as all of the teacher 's suggestions and principles of 

IcLLT were considered, the IcLLT lesson for the Communication and Culture 

section in Unit 7 was made with some minor adjustments (see Appendix M2). First, 

the IcLLT lesson addressed language and intercultural objectives separately. The 

original objective and revised language and intercultural objectives are presented in 

Appendix M2. Second, more genuine interactions related to the reading passages 

were introduced. Third, the students were asked to reflect on their values for success 

from different views: the Vietnamese versus the American and the young versus the 

old generation.  

The adjustment for the two IcLLT lessons has been settled with planned 
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activities for the four IcLLT steps of the construction, the connection, the 

interaction, and the reflection. Activities for the last step in the model, the 

extension, are discussed in the coming section.   

The extension involved extracurricular activities engaging the students in 

actual or simulated intercultural interactions with a communicative purpose. A wide 

range of extracurricular activities was mentioned, but the cultural exchange with the 

participation of foreigners was chosen for the following reasons. As the two 

teachers explained, hosting foreigners to teach EFL in local upper secondary 

schools was a growing but controversial tendency because it met parents and 

students' interests but did not ensure students' engagement. From their own 

experience, the attendance of foreigners does not guarantee students' 

communication and frequent participation in extracurricular activities. Therefore, 

conducting cultural exchange activities to foster students' genuine social 

interactions in intercultural communication was a good choice for a sample activity 

in the extension step. The themes of cultural exchange activities were suggested in 

connection to the previous parts of the model. However, due to the variation of the 

topics of in the four IcLLT lessons and the unpredictability of intercultural 

communication in actual practices in terms of settings and purposes, it was agreed 

that other topics which were close to students' interests and experience were chosen. 

For those reasons, two season celebrations, Moon Festival and New Year, which 

were about to happen, were selected as topics of extracurricular activities in the 

extension. In these activities, the students were assigned to perform communicative 

tasks with foreigners, such as making seasonal decorations and exchanging cultural 

practices and traditional beliefs about these occasions. 

4.2.2.2. Acting and observing the two IcLLT lessons in class 10E 

In this stage, the researcher was assigned to teach two lessons in Stage 1 while 

Teacher C and Teacher E observed and video recorded. The episodes of the two 

IcLLT lessons for Unit 6 and Unit 7 are presented in Appendix N1 and Appendix 

N2 respectively. Through the observations of the two IcLLT lessons, some 
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preliminary judgments about the application of IcLLT for the Communication and 

Culture sections could be made.   

The intercultural language activities in the two IcLLT lessons made conditions 

for the students’ language and culture learning and acquiring process. First, not only 

were the coursebook activities “interculturalized", more language practice was 

focused. In both lessons, the teacher added a grid filling exercise to check the 

students' comprehension and provide guidelines for them to discuss the comparisons 

between cultures (in Unit 6, Culture, Task 2; and Unit 7, Communication, Task 1). 

Second, in compliance to the authoritative requirement of the coursebook and 

providing necessary linguistic supports to the students, extra help with language use 

such as vocabulary, expressions, and structures were briefly and directly introduced 

to the students before reading and speaking activities in the two lessons. Third, 

accuracy was not focused but still maintained in the two lessons. For example, the 

teacher gave corrections to students’ written assignments on the board (in Unit 6, 

Communication) and offered the correct forms of jumbled-word exercise before 

students’ oral discussion. From what was observed, students’ engagement and the 

balance of language and culture was found in all steps of the two IcLLT lessons. 

Intercultural language activities involved the engagement and language 

productivity of the students at different levels. Shown in the record of the 

observations, the students made a “noisy crowd” when they talked about 

themselves, such as how they would be successful in the future, and what presents 

they would like to receive on special occasions. Also, they used language 

productively to state their own opinions about a social issue, achievements in 

gender equality in Vietnam (Excerpt 4).  

Excerpt 4: Samples of students’ written reports (see Appendix N1) 
In the past, women had less education than men.  

In the past, women’s roles were care-givers and housewives.  

Nowadays, women can follow their dream and choose their favorite jobs. 

Women can join the army. 

There are more men doing housework nowadays. 

Both men and women can have babies. 

Women have been treated equally. 

Women make an important workforce. 

Women work more than men, but they earn less.  
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Students’ language productivity was not obviously seen in some part of the 

discussion of reflective questions. It was proven by the fact that students were less 

engaged in pair and group discussion when they talked about more critical and 

complicated issues. Till the teacher elicited, some students could give rather in-

depth answers the issues of the roots of gender inequality and the ways to empower 

women (see Excerpt 5, cf. Example 4, Task 3, Reflection, Culture, Appendix N1).  

Excerpt 5:  
Teacher: What are the roots of gender inequality? 

Student: Because of strength, men are stronger than women. 

Teacher: What’s else? 

Student: Power. 

Teacher: What do you mean by power? 

Student: Strength, muscular strength. 

Teacher: What's else? What makes women unequal to men? 

Student: The traditional thinking of people. 

Teacher: Yes, that is good. What’s else? 

Student: Traditional education 

Teacher: How to reduce gender inequality? 

Student: Women should go to school. 

Teacher: And? 

Student: Get a job.  

Regarding complicated issues, the teacher could invoke the students’ reflection 

through eliciting questions. However, the evidence of students’ engagement in the 

reflection was more visible in their writing assignments on gender equality and 

values of success (from Unit 6 and Unit 7 respectively). The most eligible papers 

were selected and presented in Appendix N1 and N2. 

In fact, students' written reflections (in Unit 6) were based on what they knew 

and experienced rather than what they learned from the culture input presented in 

the coursebook (See Task 4, Reflective writing, Culture, Unit 6). While the students 

learned from the coursebook about gender achievements in Vietnam, they reported 

many facts about gender bias (Excerpt 6) such as child gender preference (A6), 

social gender expectations (B6), schooling opportunities (C6), domestic violence 

(D6), and household workload (E6).  

Excerpt 6: Students’ reflections on gender issues in Vietnam  

Question: Do you think that in Vietnam, women are equal to men? Why (not)? 

A6. “No, I don’t think that men and women are equal. For example, baby boys are preferred to baby 

girls.” 
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B6. “No, people usually say you are a girl, and you can't do this or that even people who have the 

same gender with me.”  

C6. “No, because too many girls cannot go to schools.” 

D6. “No, because every day, domestic violence still happens…” 

E6. "No, I don't think so because, in my family, my dad has nothing to do while my mom is busy 

doing a lot of things.”  

Similarly, in the reflective writing of Unit 7, students could express meanings 

of success from the views of different generations. Each story shared was unique, 

and the language used was productive. From eight stories, which were selected for 

reports (Excerpt 7), it was shown that the success that students pursued was diverse 

and radical while their parents’ expectations were typical and conventional. For 

example, while E7 hoped to be a happy single mom but her parent(s) wished her to 

have a complete family; while F7’s parent(s) wished her to have an easy life, she 

was willing to challenge herself. Also, it was recognized that the students’ values of 

success were less practical and materialistic than their parents. To the parents, 

success meant stability, wealth, and social positions. The students conceptualized 

success as achievements from a challenging job (A7, F7); diligence and self-

reliance (E7), self-assurance, independence, confidence (E7, F7), kindness, 

happiness, and tactfulness (B7); family happiness (C7, D7), hobby pursuit (C7), 

friendship, and personal growth (D7).  

Excerpt 7: Students’ versus their parents’ perspectives on success 

A7: "She (my mom) wants me to become a good person in society, gets a job with a high salary. I 

agree with her. However, actually, I think that success is the results of hard work and self-reliance, so 

my success is what I work hard for what I like." 

B7: "Success is a sense that you achieve what you wish for, and you always feel eager to do it. My 

parents do not expect me to do much. They just expect me to be kind. They believe that successful 

people are able to enjoy their life and happy with their jobs. I do agree with them. Successful people 

can do the thing that they never think that they are able to do. Besides, I want to be nice and tactful." 

C7: “To my parents, I should study well in Math - Physics - Chemistry. In the future, I will make a lot 

of money, have a good job, a big house and have beautiful children. All I need is a job to make money 

from my passion, have true friends, have time to enjoy my life.”  

D7: "To my parents, success means professional development, gaining a higher position than when we 

start with it. This idea is the same as the American value of success. And for me, success means 

having good friends, having a happy family, and having a good life." 

E7: "My parents expect me to be a successful person with a stable income, happy family with good 

children and good husband". "I have a small conflict with my parents because they wish me to have a 

complete family, but I hope to become a single mom with a little daughter, without a husband". 

F7: "They also hope my career has not much hardship. But I am a person who likes something that is 

adventurous. My expectations are too many. I want to do my favorite job, experience new things and 

challenge in the society confidently." 
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As shown in students’ written assignments, they were able to express their 

own perspectives towards certain intercultural issues. This fact reassured students’ 

capacity to perform reflective tasks in terms of language productivity and critical 

thinking ability when they had enough time for preparation.  

In conclusion, from the two IcLLT lessons and students’ written reflections, it 

was confirmed that the students were engaged in IcLLT activities and the teachers 

could integrate culture into language lessons without hindering students’ language 

productivity. However, besides what was observed, it is necessary to further explore 

the participating teachers’ and students’ responses to IcLLT lessons.  

4.2.2.3. Reflecting on the IcLLT lessons in class 10E (Group meeting 2) 

Students’ and teachers’ responses to IcLLT lessons were reflected from the 

students’ evaluation sheets and discussion with the teachers’ in Group meeting 2. 

As shown in Appendix O, 22 students in Class 10E gave 36 positive responses 

to the IcLLT lessons in terms of structures, activities, and intercultural content 

(Excerpt 8). 

Excerpt 8: Students’ reflective feedback on the IcLLT lessons in class 10E 

I like the communication and culture lessons, too.  

I like the lesson structure and activities.  

I like the content and activities.  

It is very interesting, useful, practical, and informative. 

I think the lessons are very successful and suitable for me. 

As further explanation, the students appreciated language and culture 

integration. Interesting cultural topics helped them to extend vocabulary or 

encouraged them to practice language skills better. Besides, the students stated that 

culture learning built intercultural knowledge and practical skills which were 

believed to be necessary for their future (Excerpt 9).  

Excerpt 9: Students’ accounts of positive evaluations 

I learn culture and extend my vocabulary in an interesting way. 

I can study new cultures and develop speaking and listening skills.  

I like reading and listening lessons, from which, I learn more about my and other traditions. 

It helps me so much because I can improve my language skills and other skills that can help me in the 

future. 

Intercultural content and activities addressed students' special attention. They 
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appreciated the diversity, practicality, and modernity of intercultural facts and 

notions introduced in the texts as well as presented by the teacher (Excerpt 10). 

Excerpt 10: Students’ accounts of positive evaluations (continued) 

I like to study cultural variety/ differences among the countries.  

I like cultural diversity in the lessons: festivals, celebrations, and gender equality. The content is 

interesting to talk about.  

I extremely like the cultural content: interesting, practical, and informative. 

I learn a lot from up-to-date information from the lessons, which complement the coursebook 

information. 

 Additionally, it was noticeable that the students desired more diverse 

intercultural content about other aspects of culture (i.e. cultural conducts, values, 

and practices) and other cultures (i.e. Thai and Chinese cultures) (Excerpt 11).   

Excerpt 11: Students’ suggestions for intercultural content 

I want to know more about Thai and Chinese cultures. 

More cultural practices of other countries should be introduced in the lessons. 

I wish to have more true stories with interesting facts and practical lessons.  

I wish to have more topics about how to conduct well in other cultures. 

I want to learn how to choose a suitable career and how to be a better person in my life. 

More interestingly, the students were interested in intercultural activities to foster 

IC at higher levels: intercultural attitudes and intercultural skills. They liked activities 

that allowed them to state their opinions, talk to foreigners, and discuss intercultural 

issues. Interestingly, the students revealed that they loved "cultures and the thoughts of 

foreign people" and "the beauty of integrity" (Excerpt 12). 

Excerpt 12: Students’ evaluations for intercultural activities 

I like the topic in which I can relate to myself.  

I like the content and activities because I can apply it in the futures. 

I like cultures and thoughts of foreign people.  

I love to study cultural diversity, and I love the beauty of integrity. 

I like about gender equality; thanks to it, I know that we have a high level of gender equality. 

I like to compare cultures and express my ideas and attitudes freely and practice speaking at the same time. 

I like to see the same cultural issues from different aspects.  

It helps so much when we learn and improve all skills that can help us in the future. 

For that reason, they expected to have more advanced intercultural activities to 

maximise their language and culture learning. For example, they wished to maintain 

higher-level intercultural language activities: exploring cultures, expressing 

personal reflections and attitudes, and giving more critical judgments towards 

certain cultural practices (Excerpt 13). 

Excerpt 13: Students’ suggestions for intercultural activities 
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I have more opportunities to express my personal reflections and attitudes towards certain issues.  

I would learn more from critical judgments towards the same event. 

More detailed and deeper discussions on a cultural content or issue.  

The teacher should ask students to explore cultures first before teaching.  

We should have more opportunities exploring and sharing the cultures that we are going to study.  

There should be more interactive discussions on practical issues.  

Lessons should not focus on grammar and theory.  

As what has been presented, the students were especially interested and really 

engaged in intercultural language activities in the reflection. 

From the observations, it could be concluded that the IcLLT could be applied 

to teach Communication and Culture sections with the active engagement of the 

students. Due to a variety of available specific intercultural input about the 

products, practices, perspectives, and people of different cultures, intercultural 

language activities could be designed to get the students to explore, compare, talk 

about, and reflect on culture in English.  Regarding intercultural objectives, 

intercultural knowledge and intercultural attitudes were more often recognized and 

achieved than other competences. However, building intercultural attitude was 

rather challenging because the students’ participation in reflection was limited, 

especially in oral discussions. The situation was better in responsive writing, so it 

was necessary to give students more time to prepare the ideas and language for 

reflection besides immediate responses in class meeting.  

From the observation and responses from the participants, the implementation 

of Stage 1 proved that three factors contributing to success of the IcLLT lessons 

were (1) the recognition of intercultural objectives, (2) the conduction of activities 

intercultural language to exploit specific cultural input presented in the coursebook, 

and (3) the active engagement of the students in the intercultural language activities 

with the supports of the teacher.   

4.2.3. Stage 2 - IcLLT model implementation with the standard coursebook 

4.2.3.1. Planning for IcLLT lessons of class 10C (Group meeting 2) 

This part starts with the reports of Group meeting 2 (continued) focusing on 

how to choose and plan for IcLLT lessons in the standard coursebook. According to 

Teacher E and Teacher C, it was difficult to "interculturalize" the skill lessons in the 
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standard coursebook of Tieng Anh 10 because its input was more about general 

culture than specific culture. In fact, in the second semester, when the 

implementation took place, it was hard to find the Reading and Speaking lessons 

with specific cultural input. That was why Teacher C suggested to choose Speaking 

section in Unit 10 and Reading section in Unit 11. The former talked about the 

practices of a new type of Zoo in the UK, and the latter discussed different ways of 

conserving the environment through stories of keeping national parks in Vietnam, 

the USA, and Kenya. To diversify cultural input available for the connection step, 

the two teachers and researcher agreed to choose more stories about other types of 

zoos from different countries. To Teacher C, the second problem was that the 

students in his class were not willing to prepare for writing assignments because 

they focused on studying other subjects for the university entrance exams. Since the 

task unfamiliarity and students' low motivation could affect their writing 

performance, the reflective discussion was conducted orally in the class in replace 

of reflective writing assignments. All things considered, Speaking and Reading 

lessons (in Unit 10 and 11 respectively) were chosen to be adapted for IcLLT 

lessons for containing explicit cultural input; however, intercultural content was 

sometimes added to facilitate the first and second steps of the lessons.   

Basically, the IcLLT lessons were adapted from CLT skill lessons with Pre-

While-Post stages without skipping any activities in the coursebook. However, it 

was subjected to some adjustments: (1) addition of intercultural objectives, (2) 

supplementation of parallel intercultural input, and (3) modification of activities in 

Pre-While-Post stages to encourage the activation of prior knowledge, culture 

comparison, genuine interactions, and personal reflections from the students. 

Students' language output from reading comprehension and elicitation were 

tabulated or listed to facilitate their language production in IcLLT activities. 

Regardless of modifications, compared to the IcLLT lessons in the pilot 

coursebook, those of the standard coursebooks were more language and accuracy-

focused due to over-checking comprehension and explicit vocabulary teaching. 

In Unit 10, the intercultural objective was building students’ knowledge and 
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attitudes towards animal welfare, and the four IcLLT steps of the construction, the 

connection, the interaction, and the reflection were observed (Appendix M3). Since 

animal welfare and zoo keeping were not familiar to many students, the 

construction dealt with eliciting students’ prior knowledge about the zoo and the 

connection involved an introduction of a video about a zoo in Thailand besides the 

reading about Howlettes Zoo in the UK. Then, the students were asked to fill in the 

grids with details about the zoos that they had learned to enable themselves to 

follow the discussion in the following steps. From the notes, the students gave their 

own judgments of different ways of treating animals and discussed the possible 

benefits and dangers of each kind of zoo. 

Similarly, some modifications were made for the IcLLT lesson in Unit 11. 

First, the intercultural objective of building students' knowledge and attitudes 

towards environment protection was added (Appendix M4). More genuine 

interactions and critical reflections were expected. In fact, the students discussed 

environmental protection and evaluated information from the texts. Language 

productivity in these steps were supported by written notes in a grid filling exercise, 

which was used in place of comprehension questions (Task 2). Comprehension 

checking was grid filling, which could be used as guidelines for discussions. Similar 

to the speaking lesson (Unit 10), the IcLLT lesson for reading (Unit 11) remained 

the focus on forms, meanings, and use of all the new lexical items as provided in the 

original lesson. 

For the most part, skill lessons in the standard coursebook could be adapted to 

IcLLT lessons with the recognition of intercultural objectives, the addition of 

specific intercultural input, and the organization of intercultural language activities. 

To add more chance of success, the topic unfamiliarity and task difficulty should be 

considered because they could hinder the students' engagement and interests. 

4.2.3.2. Acting and observing the two IcLLT lessons in class 10C 

The observation focused on how the teacher implemented IcLLT activities and 

to what degree the students were engaged. The teachers’ instructions and students’ 
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engagements in each activity were recorded as lesson episodes (see Appendix N3 

and N4). In both lessons, the teacher followed all steps in the lesson plans but the 

students in Stage 2 were not as engaged in the activities as those in Stage 1.   

The IcLLT lesson in Unit 10 was rather productive. In the construction (Task 

1), the teacher elicited students' prior knowledge and got them prepared for the 

discussion in the latter parts. Then, the teacher introduced the video clip about a zoo 

and asked the students to compare it with the zoo in the given text for the 

connection (Task 2). Based on what was learned, the students presented their own 

judgments of the practice of each zoo with their partners. Thanks to linguistic 

guidance and instructions from the teacher, students' use of language was 

productive in the interaction and the reflection (Task 3). It was worth noticing that 

Teacher C was very particular with teaching structures and vocabulary to facilitate 

students’ interactions. However, in the last activity for the reflection (Task 4), 

students’ language productivity was not clearly observed because it happened in 

group discussion and the students’ oral presentations showed that their reflections 

were not insightful and productive.  

In the reading lesson, Unit 11, not as much of students' engagement could be 

seen as in the speaking lesson in Unit 10. Task 1 and 2 were conducted as described 

in the lesson plan and teacher's talk was dominating though students were elicited 

with vocabulary or grid filling exercise. The students could perform well in pre-

teaching vocabulary, guessing meanings from contexts, and doing comprehension 

tasks. However, Task 3 was not productive because students' engagement was 

unclear due to the choice of work arrangement and students' improper learning 

strategies. For example, after five minutes of preparation, the students were asked to 

answer comprehension questions in front of the class, so only a few of them 

obtained the opportunity to share their opinions. Besides, it was observed that when 

the students had difficulty with answers, they kept reading the text to search for 

relevant details though they had been oriented to find their own answers. Though 

not many students were engaged in interactions, the class atmosphere was exciting 

because they tried to look for correct answers to earn scores for their team. As 
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discussed, the language objectives of the reading lesson were achieved, but the 

intercultural objective was still questionable because the depth of students' 

discussion in the reflection was unproven.  

To conclude, to some degree, the IcLLT model could be applied for language 

skill lessons in the standard coursebooks with the following modifications (1) 

specific cultural input was added; (2) the activities were less accuracy-focused to 

make room for more social interactions and reflections; and (3) intercultural 

objective should be recognized. 

The above has just presented how the two IcLLT lessons were taught from the 

researcher’s observation, which focused on how the teacher conducted intercultural 

language activities to invoke the students’ self-construction, connections, 

interactions, and reflections on the intercultural issues. The next parts report the 

evaluations of 10C students about the IcLLT two lessons and those of 10E and 10C 

students about the extension.  

4.2.3.3. Reflecting on the IcLLT lessons in class 10C from the students’ responses  

The students in class 10C had different attitudes to the two IcLLT lessons 

(Appendix P). They could recognize the differences between the IcLLT lessons and 

their usual lessons in terms of language and culture input and activities. In fact, 29 

out of 32 students thought that the lessons were good, fun, and exciting thanks to 

the video clips, pictures, and games. By contrast, four students found nothing 

special and complained that the lessons were too fast and still tedious. Some 

students thought that the information from the reading passage was out-of-date and 

uninteresting. Besides, the students thought that much of the vocabulary relevant to 

the lesson topics was useful but overwhelming, and the reflective questions were 

too challenging for them. As the students reported, it was the topic boringness and 

task difficulty of Unit 10 and 11 in the standard coursebook that hindered students' 

active engagement in the lessons. 

To improve the lessons, the students suggested more visual presentation to 

help them learn vocabulary better. Also, they had many suggestions to 



96 

"interculturalize" the lessons (Excerpt 14). First, intercultural content added should 

cover a wide range of cultures: Vietnamese culture, English speaking cultures, and 

other cultures. The topics should be practical, interesting, and familiar to students' 

prior knowledge. Second, students proposed valuable ways to integrate culture, such 

as introducing the diversity of culture, conducting more games related to cultures, 

making opportunities for students to explore culture, and practicing culture in 

extracurricular activities. 

Excerpt 14: Students’ suggestions for intercultural integration   

I loved cultural content to be included.  

Give more information about Vietnamese culture and English-speaking country, and more about 

global cultures. 

Cultural content should be up-dated, practical; and the topics should be familiar to the students. 

I love to study something fun.  

I would like to explore more about cultures.  

I love to have more extracurricular activities. 

I think there should be more interactive activities.  

From the observations and students' responses, students' engagement varied in 

two classes and the adaptation for the IcLLT lessons in the standard coursebook 

could only bring the superficial change to the class atmosphere but not yet 

implemented the "true intercultural teaching" with the students' active engagement 

in social interaction and critical reflections. 

4.2.3.4. Reflecting on the extension from the responses of the students in the 

two classes  

The responses of 54 students in Class 10C and Class 10E to the extension were 

classified into two categories: students’ perceptions and evidence of intercultural 

communication engagement. The students agreed that they appreciated cultural 

exchange activities as opportunities to build language and culture competence, 

social relationship, and enjoyment. A summary of students' perceptions is 

categorized and presented in Appendix Q.  

Many of the students could identify the merits of joining extracurricular 

activities (see Appendix Q). Of them, IC building was dominant. For example, 28 

students reported that they could extend their knowledge about foreign and home 
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cultures. Besides, six students stated that they enjoyed sharing with the foreigners 

about their own cultural practices. Also, another group of five students confirmed 

that they explored culture and gained intercultural understanding. On top of that, 

two students reported that joining the activities gave them opportunities to practice 

necessary linguistic and intercultural skills that would be useful for their future. 

Besides fostering IC, the students could extend their social relationship or simply 

enjoy themselves. As reported, in comparison to other steps of the IcLLT model, the 

extension allowed the students to actively engage in multileveled intercultural 

activities, namely presenting their own cultural knowledge and experiences, 

exploring culture, and reflecting on intercultural issues.   

The responses of the students to cultural exchange activities proved that they 

had productive and meaningful interactions (see Appendix Q). Fifty-two out of 54 

students reported that they could communicate with the foreigners for sharing and 

learning cultural knowledge. From the reports of 32 students, their discussions were 

about traditions, customs, foods, and activities of the local people in Tet and Moon 

Festivals. Specifically, 17 students reported that they talked about typical cultural 

practices in Tet and Moon festivals: enjoying moon cake, joining in traditional 

games, making banh chung and banh tet, wearing ao dai, singing traditional songs, 

watching lion dancing, choosing flowers, gathering with family, and exchanging 

New Year greetings and wishes in Vietnamese. Remarkably, five students 

introduced the legends, cultural values, symbols, and communication styles during 

the holy season to the foreigners. In return, 17 students reported that they learned 

about other cultures from the guests. They were fascinated to learn about their 

favorite music bands in Korea, the Japanese tea ceremony, and New Year's prayers 

in France. They found it surprising that many of the cultural practices of Taiwanese 

and Vietnamese people were similar. Of them, two students reported that they 

learned from the foreign teachers for being so polite and friendly. 

In comparison to other steps of the IcLLT model, the extension stimulated the 

students to engage in genuine social interactions most. To a more significant extent, 
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it created opportunities for them to build their own personal growth from practicing 

intercultural communication within an educational circle.   

4.2.3.5. Reflecting on IcLLT model from the teachers’ perceptions  

Since the action research ended with Stage 2, evaluating the IcLLT lessons in 

Class 10C was included in global evaluation which was based on the teacher 

interviews (some excerpts of which are presented in Appendix R). More 

specifically, this part presents the teachers’ evaluations of intercultural integration 

and their perceptions of IcLLT implementation.  

Both teachers approved the integration of culture into teaching but the 

representations of culture in their practice were different.  To Teacher E, 

intercultural input and activities in the pilot coursebook was more abundant to than 

that of the standard coursebook (Excerpt 15). Conversely, Teacher C, who taught 

the standard coursebooks only, mostly focused on language teaching because 

specific culture was peripherally included in the books and he scarcely had time 

adding relevant cultural input to his lessons (Excerpt 16). Approving the diversity of 

cultures in the input, Teacher C assumed that the familiarity of the topics to 

students' interests and similarity between foreign and home cultures would enhance 

culture comparisons (Excerpt 17).  

Excerpts 15, 16, and 17: 

(15) “No, no session for culture is included. It has sessions such as listening, speaking, 

reading, writing, and language focus. The texts about Vietnam or other countries do not 

appeal the students because they lack comparison and personalization.” (Teacher. E) 

(16) “To the official curriculum and coursebooks, teaching focuses on language. In my 

teaching, I focus on teaching language because it is overwhelming, still related to culture but 

rarely introduced, so I mainly teach language.” (Teacher. C) 

(17) “It would be great if more cultural contents were included in my coursebooks. Vietnam 

and other ASEAN countries share many cultural practices, which are familiar to the 

students’ prior knowledge. It is easier and more interesting for the students to compare 

cultures. (Teacher. C) 

 

The teachers evaluated the applicability of each stage of the IcLLT lessons 

differently. The two steps, the construction and the connection did not bother or 

impress Teacher C though he had hard time choosing and searching for relevant 

input for his two IcLLT lessons. The teachers' judgment of the feasibility of the 
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interaction and the reflection were more personal than rational. For instance, 

Teacher E was doubtful about students’ ability to perform the reflection activities. 

Though students’ positive performance of the reflection was proven through the 

class observations and the students’ written assignments, Teacher E was not sure 

about the applicability of the reflection (Excerpt 18) and preferred the interaction 

(Excerpt 19) because this step involved active engagement of the students in 

communication. While Teacher E was still doubtful about the feasibility of the 

reflection, Teacher C considered this step deserved trying because this activity 

allowed the students to express their own opinions, attitudes, and evaluations 

towards specific intercultural issues (Excerpt 20) 

Excerpts 18, 19, and 20: 
(18) The most challenging step to apply is the reflection. If it is a kind of interactive 

activities in class, the students like it. But when it is in written assignments, the students feel 

under pressure.  (Teacher E) 

(19) The students like interaction because they can talk to their friends and teachers. They 

also prepare some questions about the topic. We should give them opportunities to share 

their own culture. (Teacher E) 

(20) In my lessons, I always try to ask my students to think critically, understand the 

discussion and give their own opinions. It does not follow what is fixedly presented in the 

coursebook; reading the text and answering the questions. By this way, the students learn 

new knowledge and how to show their own reflections on it. It is interesting, partly because 

it is new, and they learn in a different way. (Teacher C) 

Cultural exchange activities in the extension were valued by both teachers for 

providing opportunities to practice language and culture in actual intercultural 

contexts. For instance, Teacher E stated that extracurricular activities in the 

extension enhanced students’ interactions and activated their engagement (Excerpt 

21). Likewise, Teacher C confirmed that he would add extracurricular activities if 

he had enough time (Excerpt 22).  

Excerpts 21 and 22: 

(21) For the extension step, it is a great one. In this step, the students engaged in intercultural 

practices; they could present their own ideas, studied by themselves; as far as the students 

were concerned, they had positive attitudes towards this step. (Teacher E) 

(22) if I have enough time, I will apply the two last steps in the coming school year. If the 

lesson content is suitable for teaching cultures, I will apply all of the steps of IcLLT model to 

help the students get used to a new way of learning. (Teacher C) 

 

Besides the five steps, Teacher E considered one strength of this model was 
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the representation of intercultural objectives. To her, in usual lessons, teachers 

quickly mention educational objectives at the end of the lessons, but in IcLLT 

lessons, intercultural objectives are not treated as consequential outcomes of 

intercultural knowledge transmission, but it was self-constructed by the students 

through their active engagement in the steps of the IcLLT model.  (Excerpt 23). 

Excerpt 23:  
IcLLT includes cultural objectives; but in usual classes, this is an extension part presented by 

the teachers. However, there is a difference between being presented by the teachers and 

self- constructed by the students through critical questions. If the teacher presents an 

educational lesson, the students listen but we are not sure whether they understand or not. If 

the students can draw out their own lesson, they understand it. (Teacher E) 

As suggestions for the application of this model in other contexts, Teacher C 

suggested that the students should be trained with intercultural learning strategies, 

what to do in each step of IcLLT model and how to explore cultures prior the IcLLT 

lessons (Excerpt 24). Also relating to the learners, Teacher E believed that the 

relevancy of the students’ level of language proficiency and reasoning capacity to 

the task requirement was vital.   

Excerpt 24 and 25:  
I think the students should be introduced with this model earlier to get used to its activities. 

They need time to build up their learning habits. I think we need to instruct them on how to 

work in each step... how to search for related recourses. (Teacher C) 

As long as the activities were at the students’ reasoning ability and language level, it will be 

OK. (Teacher E) 

 

It is concluded that the two teachers approved the possible application of 

IcLLT model for intercultural integration. Specifically, they were positive with the 

inclusion of intercultural objectives and intercultural language activities to foster the 

students to build CC and IC at different levels. However, the feasibility to remain 

and extend IcLLT model was vulnerable to the standard coursebook due to the lack 

of provided specific cultural input.  

4.3. Discussion  

4.3.1. Discussion on teachers’ perceptions and practices of intercultural 

integration  

 This part focuses on the research issues in relation and comparison to other 
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research in the fields (Gönen & Sağlam, 2012; Hồ Sỹ Thắng Kiệt, 2011; Karabinar 

& Guler, 2013; Lázár, 2007; Nguyễn Thành Long, 2013; Nilmanee & 

Soontornwipast, 2014; Sercu et al., 2005a; and Zhou Yi, 2011). The discussion 

covers following areas: (1) the correlations between teachers’ perceptions and 

practices, (2) problems with intercultural integration, (3) factors contributing to 

intercultural integration, and (4) teachers’ concerns and expectations.  

4.3.1.1. The correlations between teachers’ perceptions and practices 

 As shown in Table 4.2, the correlations between teachers’ perceptions 

(teachers’ beliefs in the objectives of intercultural integration and their perceived 

practices of it) and teachers’ practices of intercultural integration were positive. 

That is to say, teachers who held stronger beliefs in the importance of intercultural 

integration were more likely to approve the perceived practices of intercultural 

teaching (r = .606; p <.05). Similarly, Zhou Yi (2011) found a strong correlation 

between teachers' beliefs and perceived practices of intercultural teaching (r = .756, 

p < .01). Knowing how crucial intercultural integration was and how it should be 

done were different but related aspects. However, it was explainable that two 

aspects belonged to teachers' perceptions, which signify the interrelatedness of what 

they know, believe, and perceive. Commonly, teachers who more appreciated the 

importance of intercultural objectives would better understand how it should be 

conducted. 

 While the correlation between two aspects of teachers’ perceptions was strong, 

those of (1) their perceptions and practices and (2) their perceived practices and 

practices were moderate (r = 426. and 407 respectively). Concurrently, Zhou Yi 

(2011) proved that the frequency of intercultural teaching activities was positively 

correlated with the importance that teachers gave to intercultural integration (r = 

.455; p < .05). The relativity of correlations was explainable because teachers’ 

perceptions were not the only contributing factors to teachers’ practices, but many 

others like professional training, learning experience, institutional factors, 

instructional materials, and professional community (Lê Văn Canh, 2011) could be 

considered also.  
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 The gaps between teachers' perceptions and practices might be mostly 

attributed to the authority of the curriculum and teachers' learning experiences. 

First, as far as general education was concerned, the rigidity of curriculum and 

coursebooks was taken into account. As in the observations, teachers who used the 

standard coursebooks were almost unable to include culture into their lessons due to 

the scarcity of specific cultural input and communication-oriented activities. In fact, 

even in the pilot coursebooks, activities to develop students' IC at higher levels, 

such as intercultural attitudes and skills were quite rare. Likewise, Sercu et al. 

(2005a), Sercu et al. (2005b), and Gönen and Sağlam (2012) pinpointed that even 

though the participating teachers supported the development of attitudes of 

openness and tolerance, they were in favour of teaching cultural information rather 

than developing students' positive attitudes because what they did was to adhere to 

the coursebooks and prescribed by the curriculum. Interestingly, Sercu et al. 

(2005a) raised the issue of internalization of "traditional" teaching method. Simply 

stated, teachers inclined to teach like the ways they were taught. This assumption 

had no evidence from the participating teachers of the current research, but it 

deserved noting especially at the threshold of intercultural integration as a part of 

the EFL educational reform. Noticeably, Nguyễn Thành Long (2013) and Sercu et 

al. (2005a) found teachers' lack of responsibility of awareness as an accusation for 

the low frequency of intercultural language activities regardless of their high level 

of intercultural integrating perceptions. 

 The discussion proved that teachers held positive perceptions toward 

intercultural teaching, but the rigidity of the curriculum was likely to hinder their 

practice. Besides the curriculum constraint, other problems of intercultural teaching 

practices should be further investigated to improve the practice of intercultural 

integration into EFL teaching.  

4.3.1.2. Problems with intercultural integration practices 

 In line with the studies of Gönen and Sağlam (2012), Hồ Sỹ Thắng Kiệt (2011), 

Lázár (2007), Nguyễn Thành Long (2013), Sercu et al. (2005a), and Zhou Yi, 

(2011), this research confirmed that intercultural integration was not properly 
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treated in terms of intercultural objectives and intercultural teaching strategies.  

First, intercultural objectives were not specified explicitly in EFL curriculum 

and lesson plans, which does not encourage teachers to conduct proper intercultural 

language activities.  Though the position of IC in EFL teaching programs has 

improved from the standard to pilot curriculum with the incorporation of specific 

intercultural content, intercultural objectives were not yet overt in teachers’ lesson 

plans and actual teaching practices. By observations, discussion with the two 

teachers in group meetings, and the interviews, intercultural objectives were 

implicitly understood as incidental outcomes of knowledge transmission. That was 

why even in Communication and Culture lessons, teachers ignored intercultural 

objectives; some others equated intercultural objectives to educational ones. As seen 

in Observation 5 (Teacher Mi, Unit 8, Grade 10) conducted in Phase 1 and 

explained by Teacher E, what was meant by “educational objectives” was a kind of 

optional moral lessons drawn from intercultural content and quickly mentioned by 

the teachers at the end of the lessons. In addition, the most common so-called 

intercultural language teaching activity was comparing cultures, which was found in 

most of the Communication and Culture lessons throughout the coursebook. In fact, 

providing specific cultural input in the reading texts and having students compare 

cultures as comprehension checking exercises are the two distinguishing features in 

terms of intercultural integration of the pilot coursebook compared to the standard 

one.  From the principles of iCLT (Newton et al., 2010; Newton, 2016) and 

intercultural language teaching approach (Crozet et al., 2009), the current practice 

of intercultural integration is still very basic with knowledge transmission and 

simple comparison. Those activities could help learners to build intercultural 

knowledge because building intercultural skills and attitudes requires the students’ 

active engagement in more in-depth intercultural language activities, namely 

exploring cultures, talking about and reflecting on cultures from their own 

perspectives.  

Second, intercultural integration practices were peripheral and coursebook-

dependent. The inferiority of intercultural education was confirmed by Nguyễn 
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Thành Long (2013) and Zhou Yi (2011). As observed in this research, what the 

teachers did to deal with culture was to provide intercultural facts from teachers' 

knowledge and experiences or teaching intercultural content integrated into 

language skill lessons in the coursebook. In alignment with Gönen and Sağlam 

(2012), Lázár (2007), Nguyễn Thành Long (2013), and Sercu et al. (2005a), the 

add-ons were treated as a bonus, a time filler or ease of language teaching. From the 

responses of participating teachers in this research, it was not the lack of 

responsibility awareness, but much focus on language teaching led to the 

insufficiency of intercultural integration. It is worth noticing that Sercu et al. 

(2005a) stated that teachers sometimes were not willing to go beyond language 

input and activities in the coursebook because it was easier and safer for them. 

Third, complied with Hồ Sỹ Thắng Kiệt (2011), Lázár (2007), Nguyễn Thành 

Long (2013), Sercu et al. (2005a), and Zhou Yi (2011), the overall trend of 

intercultural integration was considered “traditional”, not “true” intercultural 

language teaching. In fact, through the observations, teachers’ intercultural 

instructions were characterized by knowledge transferring and teacher-centeredness. 

From the static view on culture, culture integration was equated to passive 

transmission of knowledge about other cultures rather than giving students 

opportunities to explore and reflect on culture. Likewise, it was statistically verified 

that there were gaps between mean scores of teaching intercultural knowledge, 

having students explore intercultural knowledge, and building intercultural skill 

activities (M1= 3.60, M2 = 2.84, and M4 = 1.87 respectively, see Table 4.5). Also, 

in the observation reports, upper secondary school teachers inclined to teach 

intercultural themes in the coursebooks and add intercultural facts to enrich 

students’ knowledge about other cultures. In those activities, the students had no 

opportunities to construct their own cultural knowledge, raise their voice as local 

culture experts, or reflect their own cultural views to other cultures. All in all, 

though the intercultural integration activities were reported, they needed improving 

to generate more active participation from the students.  

Lastly, intercultural integration was divergent and inconsistent in terms of 
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content and activities from one educational context to another. For instance, while 

Hồ Sỹ Thắng Kiệt (2011) and Sercu et al. (2005a) discovered that the teachers 

preferred teaching "small c" cultures to "big C" cultures, Lázár (2007) found the 

opposite.  Lázár (2007) assumed the finding unsatisfactory because "small c" 

culture was believed to be more constructive to IC. In this research, the preferred 

trend was unidentified, but it was safe to say both "big C" and "small c" were 

focused in the pilot coursebooks and from the reported practices of the participating 

teachers. The differences between Hồ Sỹ Thắng Kiệt (2011) and Lázár (2007) could 

be explained by learner and context differences. In fact, university and secondary 

school students have different learning strategies, motivation, and aptitudes, so it 

was understandable that the teachers chose suitable ways of teaching to their 

students. Moreover, it was essential to discuss the teachers' acknowledgment of 

approaches to integrating culture into EFL education because it enabled the teachers 

to make the most sensible and suitable choices regarding intercultural objectives, 

content, and activities. Therefore, without comprehensive pedagogical 

apprehension, the teachers could make intercultural integration dissociating and 

superficial. For example, Sercu et al. (2005a) found out that the teachers brought a 

variety of intercultural knowledge to students to familiarize themselves with aspects 

of foreign cultures rather than to foster students' positive intercultural attitudes and 

build intercultural skills which were special features and essential objectives of 

intercultural integration. 

To conclude, the intercultural teaching practices of the teachers were not 

properly implemented from the view of dynamic culture integration. The situation is 

not meaningfully improved even when they taught the Communication and Culture 

lessons in the pilot coursebooks. Teachers' common practice of those sections was 

teaching intercultural content in receptive skill lessons which entailed the common 

activity of comparing cultures as checking comprehension. What the teachers did 

complied with the activities and objectives of building students' intercultural 

knowledge as stated in the pilot curriculum, so they had no responsibility to 

improve their practice of intercultural integration to accomplish higher objectives of 
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fostering students’ intercultural attitudes and skills. Therefore, the problems of 

intercultural integration are identified as the gaps between (1) the practices and 

principles of intercultural language teaching and (2) the stated intercultural 

objectives in the pilot coursebooks and the potential implementation of IcLLT 

targeting for students’ comprehensive IC as confirmed in the new overall EFL 

curriculum for upper secondary education.  

4.3.1.3. Contributing factors to intercultural integration 

As discussed, from intercultural teaching view, the current status of 

intercultural integration was described as a lack of intercultural objectives and 

improper intercultural integration strategies. This part discusses the results of 

contributing factors to the practice of intercultural integration. It was certified that 

neither the coursebooks that the teachers were teaching nor their international 

experience, but their graduate degrees in TESOL had a meaningful impact on their 

teaching practice. The findings were related to those of Karabinar and Guler (2013), 

Lázár (2007), Nilmanee and Soontornwipast (2014), Sercu et al. (2005a), and Zhou 

Yi (2011) in the following ways.  

Teacher training and teacher education hold different meanings in Lázár 

(2007), Zhou Yi (2011) and this research. As part of Lázár’s (2007) experimental 

study, teacher training was a short training session on IC, intercultural education 

awareness, and intercultural communication activities. Unlike Lázár (2007), Zhou 

Yi (2011) and this research identified teacher education as degree courses in 

TESOL. The visible impacts of teacher training on teachers' perceptions and 

frequency of culture-related activities conducted in classrooms were proven by 

Lázár (2007). The findings were predictable because knowing IC and intercultural 

teaching pedagogy empowered teachers with awareness, knowledge, and skills to 

exploit cultural input in EFL lessons. Similar to Zhou Yi (2011), this research 

proved a close connection between teachers' graduate education and the frequency 

of intercultural language activities conducted in classes by inferential statistics. It 

was assumed that intercultural education and intercultural teaching pedagogy were 

rarely found in undergraduate pre-service teacher training curriculum, so the 
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teachers without graduate education tended to conduct intercultural activities in 

classes less frequently.  

Second, while Lázár (2007), Sercu et al. (2005a), and Zhou Yi (2011) 

confirmed the positive influence of intercultural experience, this study found the 

non-impact value of intercultural experience. The difference in findings relied on 

the length of time being abroad. The minimum duration of a foreign visit measured 

in this study was one-week time, which was not long enough to form IC but only 

touristic views with facts and figures on the people and country (Sercu et al., 

2005a). Zhou Yi (2011) explored the impact of oversea experience on teachers' 

intercultural teaching through teachers' IC as an intermediary factor. Lázár (2007) 

recognized the benefits of teachers' intercultural experience to their intercultural 

instructions, but they were not as overtly seen as those of teacher training, even a 

short one. Again, to the size of this research population, this study asserted that 

short visits to foreign countries around one week did not have meaningful impacts 

on teachers' intercultural integrating practices.  

Finally, the teachers’ teaching experience did not have meaningful impacts on 

their intercultural teaching practices. For clarity, using both two coursebook 

versions, the teachers were assumed to enrich their own experience through a 

variety of teaching strategies and cultural input. Nevertheless, they demonstrated no 

difference in their practice of intercultural integration (Sig = .555). This 

confirmation was supported by quantitative and qualitative evidence. The teachers' 

evaluations concerning intercultural integration of two coursebooks were not 

meaningfully different; also, from six observations, the teachers using different 

coursebooks had similar strategies dealing with culture, such as following the 

coursebooks and adding intercultural knowledge. Following the coursebooks is the 

teachers' obligation; however, it does not mean they could not teach differently to 

integrate culture in teaching. For example, the teachers in Karabinar and Guler’s 

(2013) could modify the coursebooks which were described as accuracy-focused to 

remain the balance of language and culture. Therefore, intercultural integration 

could not be justified only from the intercultural content in the coursebooks but also 
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from the teachers’ guided instructions to exploit the provided content to target 

students’ IC or ICC.  

As discussed, at the size of the research population, teachers' graduate 

education in TESOL had a meaningful impact on their intercultural integrating 

practice. Intercultural experience within one week and teaching experience in using 

the standard and pilot coursebooks did not make a significant difference. This 

finding might involve some valuable pedagogical implications, especially in the 

high time of educational reforms and changing of curriculum.    

4.3.1.4. Teachers’ concerns and expectations 

This research confirmed four hindrances of intercultural integration were 

learners, curriculum and coursebooks, teachers’ instruction, and management factors.  

Learner aspect received the deepest concern from the teachers. First, the lack 

of efficient language proficiency was their most significant concern. While 

Karabinar and Guler (2013), Lázár (2007), Nilmanee and Soontornwipast (2014), 

Sercu et al. (2005a), and Zhou Yi (2011) did not recognize this constraint, this 

study, in concurrence with Hồ Sỹ Thắng Kiệt (2011) and Nguyễn Thành Long 

(2013), confirmed that learners' low language proficiency was the main constraint 

of intercultural integration. To verify this point, most of the teachers in this study 

agreed that their students' language proficiency was not good enough to participate 

in intercultural language activities (M C7 = 3.87). This belief goes against the 

principle that culture should be integrated into language lessons from the beginning, 

not lingering until the learners reach a certain level of language proficiency 

(Liddicoat et al. 2003; Newton et al., 2010). Second, similar to the teachers in other 

studies, the participating teachers assumed that their students had somewhat 

uncertain attitudes towards and motivations of intercultural learning (M C8 = 3.46). 

On the one hand, from observations, the teachers integrated culture into teaching 

EFL to motivate learners or facilitate language learning (also seen in Nguyễn Thành 

Long, 2013 and Sercu et al., 2005a). On the other hand, they thought that their 

students were not willing to study culture because they gave culture learning an 

inferior position to language learning (also seen in Nguyễn Thành Long, 2013; 
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Nilmanee & Soontornwipast, 2014; Sercu et al., 2005a; and Zhou Yi, 2011), and 

they focused on studying language for their exam (also seen in Lázár, 2007; and 

Nguyễn Thành Long, 2013). Third, another issue raised by the teachers was that 

students were not used to self-study activities. This report clarified why the teachers 

tended to conduct teacher-centered activities for intercultural integration. This 

statement was vulnerable, yet typical for the teachers' judgment of their students' 

ability because students' learning strategies were partially shaped by the teachers. In 

the empirical IcLLT implementation, the students could actively engage in 

intercultural activities as evidence shown in two stages of the action research. 

Ranked as the second of teachers’ concerns, curriculum was also a common 

issue in many other studies (Karabinar & Guler, 2013; Lázár, 2007; Nguyễn Thành 

Long, 2013; Sercu et al., 2005a; and Zhou Yi, 2011). In line with Karabinar and 

Guler (2013), Lázár (2007) and Nguyễn Thành Long (2013), this study identified 

the problem of lacking specific cultural input and activities in the coursebooks. In 

fact, the teachers reported that the coursebooks they used rarely include intercultural 

content and activities; and they were almost unable to do any modifications due to 

the rigid schedule with fixed content prescribed in the coursebooks. However, it 

was previously proven that the teachers who had or had not used the pilot 

coursebooks did not have meaningful differences in intercultural integrating 

practices and concerns. That is why only the presence of intercultural content in the 

pilot coursebooks could not ensure the accomplishment of comprehensive IC as 

stated in the overall curriculum. Therefore, it is crucial to further consider how to 

"interculturalize" the coursebooks and curriculum on the sides of the teachers and 

educational administrators. 

To "interculturalize" the curriculum requires intercultural instructions from the 

teachers. However, it was proven what the teachers did was not adequate for 

intercultural teaching though they managed to add culture into their language 

lessons. The teachers strictly followed the coursebook activities and sometimes 

included cultural content from their own knowledge and experience. Since IC was 

not an officially required objective, adding intercultural activities into their lessons 
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was optional. That was why in spite of many problems with intercultural teaching, it 

was unfair to assume that the teachers were not able to integrate culture properly. 

To which level the teachers were skillful at intercultural teaching was still 

unidentified. In fact, the teachers could not evaluate their own intercultural teaching 

ability because they were not fully acknowledged of "true standards" of intercultural 

teaching and they had not tried to do that with proper efforts yet. The teachers were 

in complicacy of being confident and concerned of their own intercultural 

instructions, but they had the highest expectation for professional development to 

improve IC and IC teaching, especially in response to the application of the pilot 

coursebooks and curriculum. 

Other issues relating management, namely time constraint, exam pressure, and 

large class size prevented the teachers from intercultural teaching (Karabinar & 

Guler, 2013; Lázár, 2007; Nguyễn Thành Long, 2013; Sercu et al., 2005a; and Zhou 

Yi, 2011). The results of this study could be compared in some ways. First, most of 

the teachers agreed that they did not have enough time for intercultural teaching. In 

limited time, the teachers and students had to struggle with linguistic objectives, so 

they tended to ignore intercultural objectives. Second, it was great that the teachers 

did not think intercultural teaching and language testing worked against each other 

(M C11 = 2.67). However, they were not confident with the practicality of IC or 

ICC testing. It was explicable because language testing itself was a real burden of 

the teachers and students, the addition of IC or ICC testing in this early time was 

ambitious, unbearable, and not applicable. Lastly, a lack of intercultural 

environment for the students to practice intercultural skills was an enormous 

obstacle (M C9 = 4.24). They wished for a milieu where the students could have 

face-to-face contact with the people coming from other cultures. 

In summary, integrating culture into teaching EFL in upper secondary schools 

is getting more attention from educational managers and curriculum developers by 

adding intercultural objectives in the overall curriculum and adding a great deal of 

specific intercultural content to the pilot coursebooks. The teachers kept the same 

strategies for integrating cultures, namely following the coursebooks and teaching 
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intercultural knowledge. Teaching intercultural knowledge passively or integrating 

intercultural content in skill lessons are not comprehensive ways to deal with 

culture for intercultural objectives. It is the students' engagement in genuine 

interactions and critical reflections that facilitate learners' ICC (Newton et al., 2010; 

Newton, 2016; and Vygotsky, 1978). Besides, overwhelming concerns about 

learners and their learning in comparison to their own instructions implied that the 

teachers were not fully aware of their problems with their intercultural teaching. 

Inadequate pedagogical guidance and supports in terms of lesson planning and 

acting resulted in teachers' ambivalent attitudes to their own instructions and 

incomplete intercultural teaching. However, they could finally recognize their own 

roles to make a change by showing their expectations for professional development 

on IC and intercultural teaching pedagogy to meet the needs of educational reform 

particularly to implement the expected curriculum successfully.     

4.3.2. Discussion on the implementation of IcLLT model 

As discussed, the teachers were aware of the importance of intercultural 

integration and their responsibility to integrate culture into their EFL lessons. 

However, their practices of intercultural integration were described as knowledge-

based, teacher-centered, and coursebook-dependent. Teaching intercultural 

knowledge in the coursebook was not enough for intercultural teaching, and they 

had many accusations for the improper status of intercultural teaching such as 

following the coursebooks, teaching language for testing, and dealing with low-

motivated students. Despite many problems, findings from the two stages of the 

action research on applying the IcLLT to include cultures to EFL teaching showed 

that the model was applicable from the teachers' and students' responses. From what 

has been found in this study, the research finding discussions focus on three issues: 

(1) the compatibility of IcLLT model to EFL lessons in two coursebook versions, 

(2) addressing intercultural integrating objectives, and (3) lessons learned: how to 

cultivate IC in EFL teaching.   

4.3.2.1. The compatibility of the IcLLT model to EFL lessons in two coursebook 

versions 
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As developed in Chapter 2, the IcLLT model was implemented to integrate 

culture into teaching EFL in upper secondary schools. Based on the teachers’ and 

students' responses, the feasibility of applying this model will be discussed in light 

of social constructivism (Vygotsky, 1978) and the mainstream of intercultural 

language teaching from dynamic views of culture (Crozet et al., 1999; Liddicoat et 

al., 2003; Liddicoat & Scarino, 2013; Newton et al., 2010; Newtown, 2016) 

The implementation proves that the IcLLT is an open and flexible model that 

could be varied to different EFL teaching contexts. In fact, one step could be 

skipped and included in another. For example, while the complete IcLLT model 

consists of five steps of the construction, the connection, the interaction, the 

reflection, and the extension, in teaching practice, the following pairs: the 

construction and the connection, the connection and the interaction, or the 

interaction and the reflection are often embedded in each other. Besides, the 

reflection and the extension were almost ignored due to the requirement of elaborate 

preparations. Of the five steps, the construction, the connection, and the interaction 

are common parts of language lessons which can be exploited in parallel with CLT 

three-staged skill lessons of Pre-While-Post. 

Construction, connection, and interaction 

According to the evaluations of the two teachers, the Communication and 

Culture lessons in the pilot coursebook are more compatible with the IcLLT model 

but it still needs some adaptations. For the compatibility, the coursebook included 

input of specific cultures, which is often presented in parallel and possible for 

comparison (eg. family life in Vietnam and Singapore, traditional health beliefs and 

practices in Vietnam and Indonesia, traditional music in Vietnam and Indonesia, 

gender equality in the UK and Vietnam, American and Vietnamese ideas of success, 

problems with ecotourism in Vietnam and Africa, and many others). For these 

lessons, the teachers could implement the construction and the connection without 

much effort. Nevertheless, the lesson structures and cultural input changed from one 

lesson to another. In some lessons, only foreign culture was introduced. In those 

cases, as Avruch and Black (1993) suggested, teachers could make the connection 
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feasible by building students’ own intercultural knowledge and understanding from 

their own home culture perspectives. The connection, therefore, is included and 

manifested in other steps, such as the interaction or the reflection. Besides, the 

interaction sometimes happened to be the most advanced IcLLT activity in some of 

the Communication and Culture lessons. Nevertheless, some lessons skipped this 

step, or the interaction questions are too big or too general for the students to start 

the discussion. Therefore, it is necessary to add or revise interactive questions 

which are at students’ comprehensible levels and close to their interests to engage 

them in meaningful discussions.  

Differently, the IcLLT model is less compatible with lessons in the standard 

coursebooks. First, each unit has no special section for culture and the input is 

mostly marked as culture-general, which is not identifiable by any culture, so the 

construction and connection could hardly be performed. Second, except for some 

speaking activities, most of the activities in this coursebook are language-based. 

Therefore, it is harder to add relevant intercultural input or adjust language activities 

to intercultural language activities. However, some of the lessons with topics about 

English speaking cultures are possible to be adapted for IcLLT model due to the 

implicit connection with home culture. Similar to some IcLLT lessons in the pilot 

coursebook, the connection step was skipped and included in the interaction. 

Obviously, in comparison to the pilot coursebooks, the lessons in the standard 

version are subjected to more change to conform to the IcLLT due to the lack of 

specific cultural input which was suitable for implicit and explicit connections 

between cultures.   

Reflection and extension  

The reflection, an advanced step of IcLLT model, aiming to foster learners’ 

intercultural attitudes, remains the most controversial step in the evaluations of the 

two teachers. First, the reflection is appreciated because it fosters students’ 

cognition and IC at higher levels. Active engagement in meaningful discussion 

invokes intrinsic motivation, fosters the intercultural attitudes, and builds up their 

cognitive ability. Second, reflection activities were the most challenging. It is 
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shown from the observations that not many students could actively engage in oral 

reflection.  Nonetheless, in written exercises, the students could express themselves 

better and more freely in a sharper and more in-depth discussion. The gap of 

language productivity between the speaking and writing activities assumingly leads 

to the conclusion that the students did not have problems with their cognitive 

ability, but they had difficulty with language use and needed more preparations. 

As far as supporting strategies in the reflection are concerned, the teachers and 

students of the two classes proposed many strategies. As reported, the students 

requested to know the topic of discussion in advance; they needed more time to 

enrich their vocabulary and prepare ideas for it. Similarly, Teacher C, the one using 

the standard coursebook, agreed that the students needed more time to explore the 

given topic and to familiarize themselves with self-studying and building learning 

autonomy. Moreover, he approved that the students should have orientation sessions 

on intercultural learning strategies. Different from Teacher C, Teacher E, who used 

the pilot version, proposed an ease of requirement and encouragement to engage the 

students. For example, the students could switch to Vietnamese in case they had 

problems with English, and they gained some bonus if they could perform the given 

tasks well in English. The suggestions from the teachers and students are valuable 

and applicable in conducting the reflection as well as the whole IcLLT lesson. 

The extension facilitates students’ culture and language acquisitions as proven 

in the social constructivist principles (Vygotsky, 1978) and the iCLT principles 

(Newton el al., 2010). In this step, the students were asked to participate in socially 

situated communication. In fact, taking part in intercultural exchange activities, the 

students interacted with foreigners to perform the authentic tasks (e.g. doing 

projects, making acquaintance to newcomers, sharing one’s cultural practices, 

discussing intercultural issues, and many others). According to the students’ 

responses, they were fully engaged and enjoyed the activities because they could 

communicate with people from other cultures, sharing and learning from each other 

about what they knew and wished to know using the target language. 
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Extension: its feasibility and flexibility  

The accomplishment of language teaching lessons is validated by students’ 

engagement; and so is that of IcLLT steps or IcLLT model in general. For that 

reason, investigating factors promoting the students' participation in the extension of 

IcLL model is essential. From the view of social constructivism (Vygotsky, 1978), 

intercultural language teaching (Crozet & Liddicoat, 2000; Liddicoat & Scarino, 

2013; Newton et al., 2010; Newton, 2016), and second language acquisition 

(Krashen, 1982), contributing factors to the active participation of the students in 

extension are explored.   

First, the students' active engagement results from the nature and quality of 

communicative tasks. It is the information and opinion gaps in authentic 

interactions that compelled the students to communicate with foreigners to bridge 

the gaps. There is no doubt that the topic familiarity added success to the 

extracurricular activities in the extension. On the basis of familiarity with their own 

culture, the students could expand their intercultural knowledge and build positive 

intercultural attitudes through intercultural exchange discussion among themselves 

and with the foreigners (Newton, 2016). However, it is necessary to notice that the 

discussion happening in big groups, teachers should diversify the topics of 

discussion and task types to engage the students of various competences, interests, 

and aptitudes. 

Second, the presence of the foreigners in the activities boosted genuine social 

interactions in the extension. The cultural informants are great sources of 

intercultural knowledge, experiences, and identities, which helped the students to 

build their own ICC (Crozet & Liddicoat, 2000). They are perfect peers who could 

help the students to practice for building IC and CC (Crozet & Liddicoat, 2000; 

Krashen, 1982; Vygotsky, 1978). For clarification, the linguistic and cultural 

meaning is negotiated and constructed through social and collaborative process of 

genuine interactions among students and students, between students and foreign 

teachers in the extension. Of the three steps of interaction, reflection, and extension, 

the extension facilitates and motivates in the students most because the tasks of this 
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step were reality-based and more applicable to the students’ real life. In fact, the 

tasks in the two extra-curricular activities of the extension gave the students 

opportunities to reflect and share their own real and out-of-school experiences with 

the foreigners, which is believed to positively construct their intercultural identity.  

Finally, from the students' responses, joining cultural exchange activities in the 

extension built the students’ confidence and freed themselves from anxiety. This 

confirmation was supported by second language acquisition theory of Krashen 

(1982) which is known as affective filter hypothesis. As evidence, the students 

reported that they felt as if they were "playing" or doing something in English, such 

as making friends with new people, decorating houses, and making greeting cards. 

Hence, it was concluded that the extension activities fostered the students’ 

motivation and self-confidence as well as reduced their anxiety, which added more 

success to their language and culture learning.  

Having foreigners to join in intercultural activities is not always feasible; 

however, some variations of intercultural language activities without the 

participation of foreigners are applicable and favorable by involving students in 

simulated intercultural communication. The most common intercultural activity is a 

problem-solving task, in which students roleplay to solve intercultural conflicts (Hồ 

Sỹ Thắng Kiệt, 2011; Trần Quốc Thao, 2015). Besides, it was noticeable that the 

pilot coursebooks contain Project section, which is successive to the 

Communication and Culture. This activity allows the students more freedom of 

language choice and activities, namely doing a survey, interviewing, singing a song, 

presenting a community-based project, solving a cultural conflict, and so forth. 

Hence, the Project section can be treated as the extension stage of the 

Communication and Culture lesson if the topics of the two sections were related or 

relevant. Both problem-solving and project-based learning enhanced students' 

autonomy, cognitive and communicative abilities, which are the new objectives in 

the new language teaching curriculum (MOET, 2018).  

In conclusion, IcLLT model could be applied to teaching EFL in general 

education, but the level of relevancy and efficacy of this model to different curricula 
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are varied. Since it is an open model with flexible steps, any of which can be 

conducted at relevant stages of language skill lesson as long as its topics are fit for 

intercultural activities and meet the curriculum objectives. 

4.3.2.2. Addressing intercultural objectives in EFL lessons 

Though IC was a part of overall curriculum objectives and intercultural 

knowledge was incorporated with language objective in the pilot coursebooks, its 

recognition was rather vague to the perceptions of participating teachers. To boost 

the achievement of IC addressed in the new curriculum, it is necessary to discuss 

how intercultural objectives should be addressed to facilitate teachers to design 

relevant intercultural language activities and approximate learners’ IC gains from 

IcLLT lessons.  

Since dimensions of IC can be measured analytically (Deardorff, 2006), 

intercultural objectives are specified according to the flexibility of IC frameworks 

and manageability of the research. For example, Hồ Sỹ Thắng Kiệt (2011) chose 

intercultural attitudes and intercultural awareness as intercultural goals of 

intercultural lesson plans because effective capacities needed more focus from 

students and it was difficult to obtain all components of IC in a short treatment. In 

another way, Trần Quốc Thao (2015) embraced the educational objectives of Byram 

(1997) with four elements of IC: attitudes, knowledge, skills, and awareness, which 

are equated to the openness to the otherness, knowing selfness and otherness, 

capability to meditating between the self and otherness and, building intercultural 

values and ideologies respectively.  

In alignment with Hồ Sỹ Thắng Kiệt's (2011) and Trần Quốc Thao's (2015) 

design of models, this thesis stated intercultural objectives separately with three 

components: intercultural knowledge, intercultural attitudes, and intercultural skills 

which were addressed as IC teaching goals in EFL lessons. One of the reasons for 

delaying intercultural awareness is that building intercultural awareness requires 

genuine engagement in intercultural interactions (Liddicoat et al., 2003), which is 

not accessible or common in the local teaching contexts. On the other hand, 

intercultural awareness is supposedly advanced and complicated for upper 
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secondary students. Finally, it is hard to recognize the representations or 

improvement of students’ intercultural awareness in two lessons.  

Besides, the depth of each intercultural dimension is not as sound as that is 

expressed in Hồ Sỹ Thắng Kiệt (2011) and Trần Quốc Thao (2015). For example, 

intercultural knowledge mentions the acknowledgment of the (inter)cultural input 

either from the coursebooks, teachers or their peers. Intercultural attitudes relate to 

deeper understanding, establishing critical judgments on intercultural issues. 

Intercultural skills refer to the capability to deal with intercultural communication; 

they are measured by students' ability to perform specific communicative tasks 

happening in different channels of interactions, specifically direct or indirect 

interactions, in real or simulated situations, and in or out of the classroom contexts.   

 Finally, it is not necessary to cover all three dimensions of IC in a single 

lesson. Nonetheless, building intercultural knowledge alone is not a perfect 

statement of intercultural objectives because intercultural knowledge itself is just a 

basic level of IC and cannot automatically lead to the formation of more 

comprehensive levels of IC, such as intercultural attitudes and intercultural skills. 

Possessing intercultural knowledge is a prerequisite for building those competences. 

Depending on the nature of intercultural input, teachers can design appropriate 

intercultural language activities to help students to achieve intercultural attitudes 

and skills besides intercultural knowledge. 

4.3.2.3. Lessons learned: how to cultivate IC in EFL teaching 

Thinking back to the perceptions and practices of the two teachers as well as 

the students' reflections and engagement in the second research phase, some 

pedagogical lessons about intercultural teaching could be drawn to engage students 

in a variety of intercultural language activities of different levels. 

To cultivate IC in EFL classrooms, starting with the simplicity, familiarity, and 

similarity could be considered. First, simplicity is the key to activate all students in 

mixed-ability classes. In fact, the proposed IcLLT activities in interaction, 

reflection, and extension were graded to enable the students of different levels to 

involve in. For examples, in the interaction of Unit 6 and 7, the students in Class 
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10E could talk about themselves and share their own experiences as cultural 

informants. Second, familiarity with intercultural knowledge and experience is a 

supportive factor to the students’ participation (Lázár, 2007; Hồ Sỹ Thắng Kiệt, 

2011; Zhou Yi, 2011). It was evidenced by the active participation of the students in 

Class 10E and 10C. The students in Class 10E was fully engaged in the discussion 

to reflect on their perspectives and experiences about gender (in)equality and value 

of success (in Unit 6 and 7 respectively) as cultural informants. Differently, the 

students in Class 10C were challenged and uninterested in talking about the culture-

general topics of animal welfare and environmental conservation (in Unit 10 and 11 

respectively),  which were not familiar to their prior knowledge and experience. 

Third, similarities should be as much focused as differences in comparing cultures. 

According to the interview with Teacher C, the students were in favor of studying 

ASEAN and Asian cultures because of the similar features that Vietnam and those 

cultures shared. Likewise, in the extension step, the students were fascinated to find 

many similar practices between Vietnamese and Taiwanese cultures in celebrating 

Moon festivals. Therefore, in line with Karabinar and Guler (2013), this research 

proposed that similarities should be mentioned to create students’ interests and 

support them in the discussion on the differences the because it is necessary to 

create the closeness and readiness before accepting new cultures. In sum, to foster 

engagement from the students of different language levels and backgrounds to build 

IC, the key is to start with what students understand, like, and feel belonging to.  

 Another way to cultivate IC was by creating genuine social interactions among 

different individuals and bringing cultural diversity to them. First, one of the easiest 

and most effective ways to practice intercultural teaching is to start with themselves 

and close to their own real-life experience (Hồ Sỹ Thắng Kiệt, 2011; Newton, 2016; 

Vygotsky, 1978). Though living in the same community, learners themselves have 

different backgrounds, personal experiences, attitudes, and perspectives. The gaps 

among learners can be considered as information and opinion gaps which create 

authentic needs for communication in the interaction, reflection, and extension. On 

top of that, individual differences become more significant between people coming 
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from different cultural backgrounds such as the Kinh students and the Khmer 

students, the students and foreign teachers, which were shown in students' responses 

to cultural exchange activities in the extension step. Second, to the students and 

teachers' suggestions in Phase 1 and Phase 2, a variety of specific cultural input 

should be included in EFL lessons. Further explaining this point, the two teachers in 

the action research argued that students studied English to communicate with people 

coming from different cultures due to the globalization. Their aspiration for the 

diversity of cultural input was in line with one of the intercultural language teaching 

principles proposed by Crozet and Liddicoat (2000) and Newton et al. (2010). As 

the teachers expected, to foster intercultural genuine discussion for building IC, 

diversity of individual and cultural input was a valuable resource. 

 The above has discussed some strategies to cultivate IC through engaging the 

students in the meaningful connection between cultures and social interactions 

about culture in the interaction and extension. It is incomplete to void the discussion 

on how to engage the students into the reflection, from which the students give their 

rationality and critical judgments towards intercultural issues. In terms of building 

critical thinking ability for the students, it is necessary to bring about the quality of 

intercultural content and intercultural language activities in the coursebooks into a 

discussion. 

 There is not enough evidence to conclude that the cultural input in the two 

coursebook versions was “pink”, safe, and national-culture bias. However, it is 

noted that in Unit 6 (the pilot version), the Communication and Culture section 

mentioned gender achievements in Vietnam and gender inequality in the UK; 

besides the Reading section in Unit 11 (the standard coursebook), the text referred 

three national parks around the world, of which the national park in the USA, 

Everglades National Park, was facing contamination of toxic chemicals in soil and 

water and no problems with Cuc Phuong, a national park in Vietnam, were detected. 

This finding embraced Lê Văn Canh's (2018) evaluations of the text content in 

Tieng Anh 10, 11, and 12 (the pilot version). To him, the coursebook content 

ignored the dark sides of contemporary society locally and globally, namely 
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academic misbehaviors, family violence, corruption, dishonesty, drug, terrorism, 

poverty, and many other issues. Without mentioning social reality in language and 

cultural input, the coursebooks miss opportunities to invoke students’ critical 

discussions (Rashidi and Sarifi, cited in Lê Văn Canh, 2018). To fill the void of 

such reality in the coursebook content, teachers can conduct intercultural language 

activities to encourage students to give their own critical reflections on social and 

cultural issues from their own viewpoints.   

 Though being criticised for being “pink” for ignoring the “dark” sides of reality, 

the (inter)cultural input from the pilot coursebook earned approval and 

complimentary remarks from teachers and students for including diversity of 

specific culture content and intercultural language activities to integrate culture 

explicitly, which could be considered as activities in the connection and the 

interaction of IcLLT lesson plans. Nonetheless, activities that invoke students’ 

critical thinking to build intercultural attitudes in the reflection are rarely provided 

in the coursebooks, so teachers should be the ones to design relevant activities for 

this step. For example, teachers might ask students to reflect on how and why they 

feel and think of certain intercultural issues (Newton, 2016). With some 

modifications of language and communication-based activities, teachers can help 

students get used to giving and being responsible for their own critical judgments, 

which positively contribute to form CC and "intercultural citizenship" (Byram, 

2008, pp. 11-12). 

4.4. Summary   

 This chapter has just presented and discussed the findings of the two research 

issues (1) teachers’ perceptions and practices of intercultural integration and (2) the 

applicability of the IcLLT model to teach Grade-10 EFL lessons from the teachers 

and students’ responses. It pinpoints that the teachers had good perceptions of the 

importance of IC and perceived practices of intercultural integration, but the way 

they integrated cultures in their lessons was not “true” intercultural language 

teaching. In fact, what the teachers did in practice was adding cultural knowledge 

and teaching intercultural content in the coursebooks. However, the teachers’ 

https://www.powerthesaurus.org/compliment
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insufficient intercultural teaching practice does not mean that they lacked 

implementing ability because they were not required or supported to integrate 

culture thoroughly to build learners’ comprehensive IC.  

 Even though educational managers, curriculum designers, and teachers had 

different measures of intercultural integration, there was still a gap between the 

overall curriculum objectives and classroom practice in terms of intercultural 

education. It is hoped that the IcLLT could foster the students’ ICC by invoking 

their  engagement in intercultural language activities. The results of the action 

research on implementing the IcLLT showed that it is an open model of 

construction, connection, interaction, reflection, and extension. Of these, some of 

the steps could be skipped or embedded in the others. Noticeably, the three or four 

former steps are relevant to Pre-While-Post stages of a CLT skill lesson. It was also 

found that the model is more compatible to the pilot coursebook than the standard 

one due to the inclusion of specific cultural input, which makes conditions for the 

intercultural language activities in the connection and the following steps happen. 

Finally, from the teachers’ and students’ responses, it was proven that the IcLLT 

could be conducted in local educational and sociocultural teaching contexts to teach 

language and culture integratedly.  
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CHAPTER 5. CONCLUSIONS AND IMPLICATIONS 

 

This chapter summarizes the findings and discussions of the study, then 

suggests practical implications for educational management, EFL teacher educators, 

and EFL teachers. After that, research limitations, recommendations, and 

contributions are discussed.  

5.1. Summary of research findings  

5.1.1. Research question 1: Teachers’ perceptions and practices of intercultural 

integration 

It is proven that there is a gap between the teachers’ perceptions and practices 

of intercultural integration. The participating teachers had positive beliefs in the 

roles of IC and IC integration as well as how culture should be integrated. However, 

in their practice, intercultural integration was generally described as coursebook-

dependent, teacher-centered, and knowledge-based. The teachers' insufficient 

practices of intercultural integration were intelligible and relevant to their 

ambivalent evaluations of their own problems. Of the four constraints of 

intercultural integration identified by the teachers, intercultural instruction 

concerned the teachers less than learner factor, curriculum, and managerial factors. 

High levels of concerns for other factors proved that teachers were not confident 

with their own ability to fix the problems. Therefore, to empower the teachers with 

intercultural integration practice, it was necessary to verify the applicability of an 

intercultural approach to integrate culture into teaching EFL lessons in their own 

curricula.  

5.1.2. Research question 2: The applicability of the IcLLT to integrate culture 

into teaching EFL 

To enhance teachers’ practice, it was necessary to introduce them with an 

appropriate and feasible intercultural language teaching approach to complement 

their current teaching practices. The 5-step IcLLT model of construction – 

connection – interaction – reflection - extension was introduced with hope to enable 

EFL teachers to build students’ IC at different levels: intercultural knowledge, 
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intercultural skills and intercultural attitudes through the deployment of intercultural 

language activities. The model was applied to teach two “Communication and 

Culture” lesson in the first trial and two skill lessons in the second trial.  

In the first trial, it was proven that IcLLT was applicable to exploit intercultural 

content in the Communication and Culture sections under the following conditions: 

(1) the recognition of intercultural objectives, (2) the conduction of intercultural 

language activities to exploit specific cultural input presented in the coursebook, 

and (3) the active engagement of the students in the intercultural language activities 

with teachers’ supports. From observations of the researcher and evaluations of the 

participating teachers and students, the application of IcLLT lesson of four steps of 

construction, connection, interaction, and reflection was well-matched to the 

Communication and Culture lessons and intercultural objectives were well-stated 

and achieved. Besides, the extension, conducted in the form of extracurricular 

activities, invoked the students’ participation in social interactions in either 

simulated or genuine intercultural communications.   

In the second trial, the model was applied to teach Reading and Speaking CLT 

lessons in the standard coursebooks. Based on the results of the first trial 

implementation and the nature of two skill lessons, some suggestions for adaptation 

were made to facilitate the IcLLT implementation. They were (1) addition of 

intercultural objectives, (2) supplementation of parallel intercultural input, and (3) 

modification of activities in Pre-While-Post stages to encourage the activation of 

prior knowledge, culture comparison, genuine interactions, and personal reflections 

from the students. Regardless of significant modifications, the IcLLT 

implementation to teach culture in skill lessons in the standard coursebook was not 

as feasible as the Communication and Culture sections in the pilot coursebook due 

to the domination of language teaching and lack of specific intercultural content 

provided in the coursebook. 

In conclusion, there is not a typical IcLLT lesson with fixed intercultural 

language teaching activities because IcLLT is suggested as a supplementary 

approach to exploit CLT lessons, so it must respect the framework of CLT lessons 

and activities which are suggested in the coursebooks. Besides, intercultural 
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teaching is context-tied; therefore, intercultural language teaching activities should 

consider learner and context differences which make a great source of cultural 

diversity to be explored and reflected.  

5.1.3. Relationship among findings 

Interrelations and consistencies among the research findings are noticed in this 

thesis.  

First, there is a proven connection between teachers’ graduate education and 

their intercultural integration practices. Different from teachers’ teaching experience 

and foreign experience, teachers’ graduate education in TESOL positively 

influenced the frequency of intercultural language activities conducted in class. 

Next, the research proved the non-impact of teachers’ foreign experience. In fact, a 

one-week visit to a foreign country was not enough to change teachers’ intercultural 

integration practice because it was not comprehensive enough to boost their IC 

(Sercu et at., 2005a). Last, as for teachers’ practices, it was evident that teachers’ 

strategies to deal with cultures were not much different regardless of the 

coursebooks they used. In comparison to teaching experience and international 

experience, teachers’ graduate education had more meaningful impacts on the 

frequency of intercultural language teaching activities conducted.  

Second, the consistency of teachers' attitudes to intercultural integration was 

found throughout the research. For example, the two clusters in the questionnaire 

namely, the recognition of intercultural objectives and the possibility of intercultural 

testing gained relatively low degrees of approval from the teachers. Similar results 

were found from classroom observations, that is, no intercultural objectives were 

recognized or deliberately supported with relevant intercultural language activities. 

In the same vein, intercultural language activities were more frequently observed in 

classes using the pilot coursebooks, but they happened without special 

acknowledgment from the teachers. Consequently, it is concluded that intercultural 

education has not yet been an official part with specified educational objectives in 

teachers' perceptions and practices. 

Third, the research proved the incompatibility of intercultural language 

teaching in theory and practices. As observed and reported, the major trend in 
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intercultural teaching is teaching intercultural content included in language skill 

lessons. A kind of intercultural integration which is implicit, knowledge-based, and 

teacher-centered, is likely to contribute to intercultural knowledge, not 

comprehensive enough to develop learners' ICC. To fill the gap, teachers should 

base on the provided intercultural content and exploit it through appropriate 

intercultural language activities to activate students' engagement in cultural 

exploration, genuine intercultural interaction and critical reflections which are vital 

to the acquiring and building ICC (Crozet et al., 1999; Liddicoat et al., 2003; 

Newton et al., 2010; Newton, 2016; Vygotsky, 1978). Similarly, there is a gap in 

the implementation of IC education between the overall curriculum and classroom 

practices. While intercultural objectives are well-described in the overall 

curriculum, intercultural objectives are not officially added in teachers’ lesson plans 

and not supported with intercultural language activities. The inclusion of specific 

intercultural content in the Communication and Culture sections and throughout the 

units could be seen in the pilot coursebook. Nevertheless, there was an insufficiency 

of comprehensive intercultural language activities to invoke the students’ 

construction of their own IC.  

The gap between “true” intercultural language teaching and the teachers’ 

current practices is attributed to the mismatch between the stated objectives of the 

overall curriculum and the current classroom practices to implement the curriculum. 

The feasibility of the trial implementation of the IcLLT proves that EFL teachers 

could apply this model as a subsidiary approach to exploiting intercultural content 

in the pilot coursebooks as a measure to bridge the gap. However, teachers 

themselves cannot make such a great change without supports from educational and 

professional management and educational institutions.  

5.2. Implications 

Based on the findings and discussions mentioned, this research has some 

implications for educational management, EFL teacher educators, and EFL 

teachers. Since general education is believed to be more centralized, some of the 

recommendations belonging to classroom practices are considered parts of 

management authority. 
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5.2.1. Implications for educational management 

To ensure the success of intercultural education, many measures should be 

implemented.  

First, educational management should provide teachers with more pedagogical 

guidance, which could be training sessions to develop their IC and improve 

intercultural teaching practices. The effects of teachers' IC on their intercultural 

teaching practice were proven by Lázár (2007) and Zhou Yi (2011). Lázár (2007) 

proved that the impact of IC from foreign visits was less obvious than teacher 

training. In the same line, this research confirmed that teacher training was an 

important measure. Intercultural education should be contextualized to foster 

personal engagement of different cultural identities to increase students' IC 

(Kramsch, 1993; Nguyễn Hòa, 2019). Also, teachers’ interculturality could be 

imparted in their teaching if they were mindful of the importance and strategies of 

intercultural integration. That is the reason why the role of teachers is more 

important than coursebooks. Therefore, it is essential that teachers acknowledge 

intercultural teaching principles and practices to define intercultural objectives and 

design suitable intercultural language activities to exploit language and culture input 

appropriately and comprehensively.  

Second, management should encourage teachers’ flexibility with their lessons 

and explore a variety of ways to integrate culture in EFL teaching. For example, 

they should be allowed to decide appropriate work arrangement and social 

intercultural interactions to exploit provided language and culture input in the 

coursebooks. Additionally, teachers should be trained on how to make use of online 

resources for intercultural teaching. More importantly, teachers should be 

encouraged to share their intercultural teaching experiences through action research. 

Other models, frameworks or strategies for intercultural teaching (proposed by Hồ 

Sỹ Thắng Kiệt, 2011; Nguyễn Thanh Tùng, 2010; Trần Quốc Thao, 2015; and 

Trương Bạch Lê, 2009) could be considered. Of them, using films as a cultural and 

educational resource (introduced by Trương Bạch Lê, 2009) and applying ICLT 

model with four steps: input - notice - practice - output (introduced by Trần Quốc 

Thao, 2015) are rather friendly to teaching EFL at the upper secondary level. On the 
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platform of research sharing, teachers can report and discuss how they apply 

different intercultural language teaching strategies and develop their own ways of 

intercultural integration. Briefly, teachers should be encouraged to go beyond the 

coursebooks and daily teaching practice to enhance their intercultural teaching 

practices.  

Third, intercultural education is implemented on the basis of personal 

engagement in social-cultural interactions, so a variety of contexts of intercultural 

communication should be created. In EFL teaching context like that of Vietnam, 

creating genuine intercultural interactions via social media or face-to-face meetings 

with foreigners in extra-curricular activities is beneficial for students. To ensure the 

feasibility and efficacy of those activities, the school administrators and teachers 

should acknowledge students and parents about the benefits of IC and IC education. 

Otherwise, they would only focus on learning English to gain good marks or build 

linguistic competence. In short, to foster students’ personal engagement in 

intercultural communication, educational managers should support teachers to 

conduct a variety of intercultural language activities in and out of classroom 

settings.  

Finally, choosing EFL teaching materials which are friendly to intercultural 

language teaching is vital. The participating teachers and students appreciated the 

integration of culture into EFL education with the inclusion of intercultural content 

and activities. In terms of intercultural input, specific cultures connected to 

particular groups of people, namely Vietnam, ASEAN, and other countries were 

more appreciated than general culture. Besides, the practicality and modernity of 

intercultural facts and notions from the language and culture input should be valued. 

In fact, the intercultural content which is properly exploited with intercultural 

language activities would not only stimulate students' interest in their learning but 

also enhance their intercultural knowledge and form positive attitudes towards the 

otherness. As far as class activities are concerned, teachers and students were 

positive with the application of intercultural language activities to build learners' 

ICC. From the students' evaluation, student-centered activities to invoke their active 

participation like sharing their knowledge, experience, and reflections on their own 
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and other cultures should be an indispensable part of intercultural materials for EFL 

teaching. To conclude, EFL coursebooks should cover a diversity of intercultural 

language content and activities to appeal to students’ interests to facilitate students’ 

ICC acquisition and development.  

Since general education is considered rather rigid, teachers could not have 

many choices of what and how to teach. Therefore, they would need more official 

guidance and professional support from the authority to implement more 

intercultural integration comprehensively.   

5.2.2. Implications for EFL teacher educators  

English speaking cultures are common parts of pre-service teacher education. 

Nonetheless, the courses which are specially designed to build teachers’ IC and 

intercultural instruction pedagogy are still rare. As a matter of fact, while culture, IC 

education and IC education pedagogy have been well-researched worldwide, 

teachers in upper secondary schools manage to integrate cultures by themselves, 

from their own knowledge and experiences. If IC education is added as a part of 

pre-service teacher curriculum, teachers would be more aware of intercultural 

education and intercultural language teaching approaches. Therefore, they could be 

more responsive to the intercultural integration and constructive to the recent 

educational reform.  

5.2.3. Implications for EFL teachers 

This research would carry some implications for EFL teachers in upper 

secondary schools.   

Teacher training is an active and proactive process, so it could hardly be 

successful without teachers' active involvement. Training could raise teachers' 

awareness and understanding of principles and strategies, but it is the teachers' 

application that builds their expertise. Besides, no provided intercultural teaching 

materials are sufficient and suitable to all teaching contexts, so teachers should 

enrich their intercultural teaching resources and create various intercultural 

communication contexts, which could be either verbal and virtual or non-verbal and 

non-virtual to bring cultural diversity and intercultural experience to students. For 

example, cultural artefacts or communication with cultural informants from other 

https://www.powerthesaurus.org/indispensable/synonyms
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cultures could even speak more than verbal lessons with the teachers in EFL 

classes. Also, intercultural teaching practice in general education has not been well-

researched; teachers' feedback on application and suggestions for improvement 

should be encouraged and appreciated. Given these points, teachers should be 

responsible for implementing and confident with sharing their classroom practices 

of intercultural integration. 

Teachers can elevate their intercultural language teaching by themselves if they 

have great expectation for their professional development. It was common in the 

findings that teachers wish to improve intercultural experiences by visiting other 

countries or inviting foreigners to co-hold the classes. These measures are believed 

to have some effects on the practice of intercultural teaching; however, its efficacy 

needs considering. It is worth confirming that traveling abroad is proven not as 

effective as teacher training and "foreignness" itself is the only factor to ensure the 

success of intercultural communication. Therefore, teachers could take a variety of 

other opportunities to build their IC by reading foreign materials, watching films, 

and making friends with people from different cultures. With the accessibility of 

technology and internet, creating cross-cultural communication is applicable. As 

discussed, teachers have many ways to build their IC to contribute to their 

intercultural instruction.  

Lastly, teachers should take more notice of the roles of learners and their 

learning. It was found in this research that teachers underestimated their students’ 

learning autonomy and motivation. More devotion, patience, and encouragement 

from teachers are desired because students need more guidance and support to 

facilitate their intercultural learning. Also, they need to be oriented with learning 

strategies on how to become active and responsive to intercultural language 

learning.  

5.3. Limitations and recommendations for further research 

First, this study has some limitations in terms of methodology. Further research 

could be done to improve these weaknesses. Though this research involved 101 

EFL teacher participants, the number of teachers specified by educational degrees in 

TESOL, intercultural experience and teaching experience was low, which could 
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affect the reliability of inferential statistic results. Though the questionnaire has 

been revised and piloted, its 51 items cannot be a thorough description of 

intercultural integration, especially in teaching EFL in general education. That is 

why the statistic results just reflect certain angles of intercultural integration and a 

limited number of participants. Therefore, more responses from a larger population 

and necessary adaption of the questionnaire could be better for generalization. In 

addition, the action research design with two stages experimenting IcLLT model in 

two different curricula and different participants is considered somewhat assailable. 

In fact, two trial lessons in one stage for one group were not long and 

comprehensive enough for the research to get insights into the drawbacks and 

benefits of the model. Moreover, students' evaluation sheets could explore responses 

from many participating students, but the data collected were not insightful and 

informative enough. No further investigations or detailed explanations were made to 

clarify and modify the students' judgments. To improve this, a focus group interview 

could be a better choice because direct discussion between the researcher and 

participants could enable the exploitation of more in-depth information. More 

importantly, in the action phase, data were collected from different sources but 

mainly via qualitative instruments. Hence, further research with a combination of 

quantitative and qualitative analysis could be better for its validity and reliability, 

which could be better to prove the applicability of the IcLLT.  

Second, the IcLLT may be an open and weak model. The model has been tested 

in limited lessons, curriculum, and participants. Only some activities were chosen 

based on the availability and accessibility of the resources, not on the sake of 

generalizability. Research with intercultural exchange activities based on simulated 

or indirect intercultural communication via social media or other internet 

applications could be a better example for the teachers to apply in other contexts. 

More importantly, the IcLLT is a progressive model which is well-matched to EFL 

lessons provided with specific cultural input. However, the continuity of the model 

for intercultural integration could be at risk due to the lack of representation of 

proper intercultural input. For that reason, the suggested model should be revised 

and tested in different contexts.  
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Third, intercultural language teaching activities as designed in the trial IcLLT 

lessons were not likely suitable to teach complete beginners or children. For other 

participants, more in-depth and extensive research should be done particularly on 

how to make intercultural language activities fitted to different learners in a variety 

of educational and cultural contexts.  

Fourth, in six observations and four trial IcLLT lessons, the teaching of 

language and culture link was equated with the introduction of language input, 

vocabulary and structures to help students to discuss certain intercultural issues. The 

depth of culture-in-language or linguistic aspects of "small c" culture, namely 

communication genres and purposes, the verbal and non-verbal language in 

communication, and the appropriacy of language use were not apparently tackled. It 

was proven that the IcLLT is assimilated to fit in with CLT for supporting students 

with language forms to perform relevant communicative functions in intercultural 

communication rather than teaching students about cultural meanings of language. 

Since the IcLLT means to build students' IC and CC through the acquisition and 

engagement in intercultural language activities, which were not specially designed 

to teach culture-in-language obviously and properly. Given these points, it is 

suggested that more research in culture-in-language teaching strategies should be 

done to teach ICC comprehensively, especially to adult and advanced learners. 

 Finally, this research just tackled a fundamental issue, the applicability of 

IcLLT model to integrate culture into teaching EFL in the upper secondary level. 

More extensive investigation in intercultural education could be made relating to the 

teaching and learning of IC. To confirm the impacts of intercultural education, the 

research could focus on how intercultural teaching would affect students' CC, 

behaviors, or levels of IC. Further studies to help teachers to define and address 

intercultural objectives in EFL classes could be considered. Also, the roles of 

learners in intercultural language learning should be better researched. For instance, 

the research areas could be students' preferences for intercultural themes and 

activities or supporting factors to their intercultural language learning.    
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5.4. Research contributions 

 Prior to the educational reform at a national scale, which entails the shift of 

focus in intercultural objectives in overall EFL curriculum (MOET, 2018), it is 

necessary to study how teachers perceive and practice integrating culture into their 

teaching as well as to facilitate them with appropriate intercultural teaching 

strategies. From the findings, this research offers some contributions to the 

intercultural integration into EFL teaching in local contexts.   

 First, it pinpointed the gaps between teachers’ practices and objectives set in the 

overall curriculum (MOET, 2018) as well as intercultural language teaching 

principles. As described in the curriculum, the intercultural objectives are (1) raising 

comprehensive intercultural awareness, (2) building positive intercultural attitudes 

towards the selfness and otherness, and (3) initially reflecting the values of the 

home culture in English (MOET, 2018). To reach such the required levels of IC, the 

students should be encouraged to actively engage in social interactions and critical 

reflections which are considered essential elements to build comprehensive IC 

(Byram, 2006; Liddicoat, 2002; Newton, 2016; and Newton et al., 2010). In 

addition, compared to the principles of intercultural language teaching, teachers’ 

practices were not comprehensive enough. Even in the Communication and Culture 

lessons, teachers focused on teaching intercultural knowledge through skill lessons 

and comparing cultures was mostly used as a kind of checking comprehension 

activities. To build comprehensive IC, knowledge transmission and comparisons 

should involve follow-up activities to create students' genuine interactions and 

critical reflections. However, those kinds of activities were not frequently 

introduced in the coursebooks and rarely conducted in teachers' practice. Therefore, 

teachers should be professionally assisted with a variety of appropriate intercultural 

teaching strategies to exploit the authorized teaching materials to foster students' 

ICC. 

 Second, to enhance the teachers’ practices of intercultural integration, this 

research implemented IcLLT model to teach EFL in upper secondary level with 

some practical contributions. The five-steps IcLLT model of construction - 

connection – interaction -  reflection – extension is more relevant to EFL lessons 
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with specific culture content than those of general culture content. The five steps 

can be simplified as follows: 

- Construction: asking students to explore cultures  

- Connection: allowing students to make comparisons between home culture 

and other cultures implicitly or explicitly  

- Interaction: encouraging students to share what they know and do in their 

own culture (and other cultures if possible) 

- Reflection: encouraging students to share how they feel and think about an 

intercultural issue from their own experience (and give reasons for their 

judgments if possible) 

- Extension: having students practice in simulated or genuine intercultural 

communication which can happen in or out of classroom settings.  

 Due to the rigidity of general education, the representation of specific culture 

input in the coursebooks is a prerequisite for IcLLT application. Nevertheless, the 

effective deployment of intercultural language activities to exploit intercultural 

input targeting for specific intercultural objectives is the core of IcLLT lessons. It is 

worth confirming that comparisons can be implicit or explicit and connections 

between home and foreign cultures should be encouraged to help students form IC. 

That is why cultural bias and overemphasis on the differences must be avoided. 

More importantly, active engagement and critical reflections of the students in the 

follow-up activities namely the interaction, reflection, and extension could be seen 

in classes using different coursebooks, but the depth of discussion relied on many 

factors, of which the practicality, modernity, and familiarity of cultural input to the 

students’ needs and prior knowledge were most striking.  Finally, it is not necessary 

to follow all IcLLT steps or keep them in the same order in every lesson. However, 

it is worth noticing that each step of IcLLT model could be matched with its 

relevant stage in CLT skill lessons. For example, the construction could be merged 

with the activities in Pre-stage; the connection can be included in While-stage; the 

interaction and the reflection can be conducted in as Post-stage in integrated skill 

lessons of CLT; common activities for extension is a kind of optional 

extracurricular activities happening after and out of class sessions. The 
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accomplishment of IcLLT is manifested through the level of students’ active 

engagement in intercultural language activities conducted in every step of the 

IcLLT to foster their intercultural knowledge, attitudes, and skills.  

5.5. Summary  

All in all, this research is an investigation into possible problems and 

suggestions to diversify the practices of integrating culture into teaching EFL. The 

findings showed that teachers in upper secondary schools were aware of the 

importance of culture and intercultural integration, but they could not integrate 

culture into teaching EFL properly mainly due to lack of intercultural teaching 

guidance and support. With the attempt to assist teachers to improve intercultural 

teaching practice, this research applied and proposed an intercultural language 

teaching approach, IcLLT model, to teach language and culture integratedly. 

Though teachers and students agreed that IcLLT model was applicable, its 

applicability varied according to the nature and diversity of intercultural content and 

intercultural language activities prescribed in the coursebooks. From the 

experimental implementation, the research proposed and recommended some 

applicable strategies to deal with cultures in teaching EFL accordingly to the local 

educational and sociocultural contexts. 
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APPENDICES 

Appendix A. Comparing CLT and IcLLT lessons 
 

 CLT Lesson IcLLT Lesson 

 

Approach 

- Communicative approach  

- Comparative approach to 

teach culture (seldom, not 

explicitly) 

- Communicative approach  

- Supplemented with IcLLT 

approach   

Language 

and 

Culture 

Shift 

- Learning language: explicit 

learning process  

- Learning culture: implicit 

process of acquiring through 

language learning  

- Learning language: implicit and 

explicit learning process 

- Learning culture: implicit and 

explicit process of learning, 

exploring, and acquiring  

 

Goals 

- Linguistic competence 

- intercultural objectives are 

integrated with CC objectives 

- Linguistic competence 

- Clear IC focusing on intercultural 

knowledge, attitudes, and skills 

Input  - Language input  

- From coursebook and 

teachers 

- Language and specific cultural 

input  

- From the coursebook and teachers 

- From the learners themselves and 

their community 

Tasks - Language activities  - Intercultural language activities  

Stages of 

the lesson 

and 

activities  

- Pre – While – Post  

 

Pre-stage 

- Using prior knowledge and 

experience to discuss the topic 

of the lesson.  

- Language instruction 

focusing on vocabulary and 

structure 

While – stage 

- Performing main language 

skill(s) 

- Comparing activities mainly 

focusing on checking 

comprehension 

Post-stage 

- Speaking activities or none 

- Personalization 

 

- Construction – Connection – 

Interaction – Reflection – Extension 

Construction 

- Building and exploring intercultural 

issues base on prior intercultural 

knowledge and experience. 

 

 

Connection  

- Making (implicit/explicit) 

comparison/ connection between 

home culture and other cultures  

Interaction 
- Engaging in genuine interactions 

about intercultural issues to practice 

language skills and construct cultural 

meaning.  

Reflection 

- Reflecting/giving their own 
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feedback on intercultural issues to 

build their intercultural attitudes 

Extension 

- Participating in real or simulated 

intercultural communication to build 

ICC focusing on intercultural skills.  

Setting - In classrooms 

 

- In and out of the classroom via intra 

and extracurricular activities with 

community engagement.  
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Appendix B.  Summary of related research on intercultural teaching 

Sources Focus  Main framework Contexts Approach/Instruments 

Hồ Sỹ Thắng 

Kiệt 

(2011) 

 

- IC teaching in curriculum 

frameworks 

- Teachers and learners’ 

perception of IC teaching 

- Effects of IcLL  

- Nature of IC development  

- Learners’ perceptions of IcLL  

IcLL model:   

- Active construction  

- Making connections  

- Social interaction   

- Reflection 

- Responsibility    

Liddicoat et al. (2003)  

Newton et al.  (2010) 

- 14 EFL teachers and 200 

students at two Vietnamese 

universities 

- Questionnaires 

- Focus groups interview 

- Observation  

- IC Inventory (pre-test and post-test)  

- Reflective journals  

- Case studies  

- Self-evaluation  

Trần Quốc 

Thao (2015) 

- Effect of an intercultural 

approach - ICLT model  

- Supporting factors and 

constraints to ICC learning  

- Learners’ perceptions of the 

ICLT model 

ICLT model:  

Input - Notice - 

Practice - Output 

 

47 EFL learners of General 

English at the elementary 

level at a language center in 

Ho Chi Minh City, Vietnam 

- Mixed methods approach with a quasi-

experimental design 

- Questionnaires, language test, IC test, 

diary, focus groups interviews 

This thesis - Teachers’ perceptions and 

practices of intercultural 

teaching. 

- Applicability of the IcLLT 

model to integrate culture in 

EFL teaching in upper-

secondary schools. 

 

- Crozet et al. (1999) 

- Vygotsky (1978)  

- IcLL model 

(Liddicoat & Scarino, 

2013) 

- iCLT principles 

(Newton et al., 2010, 

2016) 

- 101 EFL teachers in 

upper-secondary schools in 

Tra Vinh province, Vietnam 

- 2 EFL classes of Grade 10 

(using the pilot and standard 

Tieng Anh 10) 

Action research design 

Teacher questionnaires  

Class observations 

Teacher interviews 

Students’ evaluations sheets 
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Appendix C. Teacher questionnaire 

 

BẢNG CÂU HỎI DÀNH CHO GIÁO VIÊN 

về lồng ghép văn hoá trong giảng dạy Tiếng Anh  

 

Kính thưa quý thầy/cô, 

Tôi đang nghiên cứu về lồng ghép văn hoá trong giảng dạy tiếng Anh ở bậc học phổ 

thông. Rất mong quý thầy/cô dành chút thời gian để chia sẻ thông tin liên quan đến 

thực tế giảng dạy của mình. Câu trả lời phản ánh suy nghĩ và kinh nghiệm thực tiễn 

của quý thầy/cô, không có phương án nào Đúng hay Sai. Tôi xin hứa tất cả các 

thông tin được xử lý ẩn danh, bảo mật và chỉ phục vụ mục đích nghiên cứu. Xin 

chân thành cảm ơn quý thầy/cô đồng ý chia sẻ ý kiến của mình. 

Châu Thị Hoàng Hoa, NCS. Tiến sĩ trường Đại học Ngoại ngữ, Đại học Huế. 

 

Nhờ quý thầy/cô cho thông tin của mình vào câu trả lời bên dưới.     

 

- Sách giáo khoa thầy/cô đang dạy:  

A. Sách thường         B. Sách thí điểm   

- Thầy/cô từng đi nước ngoài chưa (ít nhất 1 tuần)?   

A. Chưa         B. Đã từng               

- Trình độ chuyên môn của quý thầy/cô:  

A. Cử nhân chuyên ngành giảng dạy Tiếng Anh (hoặc tương đương) 

B. Thạc sĩ chuyên ngành giảng dạy Tiếng Anh (hoặc tương đương) 

C. Khác      

 

Lời giới thiệu 

Từ năm 2014, Bộ GD-ĐT đưa bộ sách Tiếng Anh mới vào giảng dạy thí điểm ở lớp 

10, 11 và 12. Bộ sách này có thêm phần Communication and Culture. Điều này 

chứng tỏ văn hoá được đưa vào việc dạy ngoại ngữ kể cả ở bậc học phổ thông. 

Trong bảng câu hỏi bên dưới, tôi muốn tìm hiểu suy nghĩ của thầy/cô về vai trò của 

văn hoá trong giảng dạy Tiếng Anh, cách thầy/cô đang lồng ghép văn hoá vào dạy 

Tiếng Anh (kể cả chương trình cơ bản), cũng như những khó khăn, mong đợi, và đề 

xuất của thầy/cô về vấn đề này.  

1. Thầy/cô nghĩ như thế nào về vai trò của văn hoá và việc lồng ghép văn hoá 

trong dạy Tiếng Anh? 

Thầy/cô vui lòng cho biết ý kiến của mình bằng cách đánh dấu  vào bảng câu hỏi 

bên dưới.  
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1. Hoàn toàn không đồng ý 2. Không đồng ý 3. Phân vân   4. Đồng ý 5. Hoàn toàn đồng ý 

 

Ý kiến khác:  

___________________________________________________________________

___________________________________________________________________ 

___________________________________________________________________ 

2. Trong thực tế giảng dạy của mình, thầy/cô thực hiện các việc sau đây ở mức 

độ nào?  

 

1. Không bao giờ      2. Hiếm khi     3. Thỉnh thoảng     4. Thường xuyên     5. Luôn luôn 
 

Stt Nhận định  1 2 3 4 5 

1 Văn hoá là một phần không thể thiếu trong việc giảng dạy Tiếng 

Anh. 

     

2 Việc lồng ghép văn hoá thúc đẩy học sinh học Tiếng Anh tốt hơn.       

3 Việc lồng ghép văn hóa nên được thực hiện sớm đối với mọi đối 

tượng người học. (nghĩa là không phân biệt trình độ ngoại ngữ 

của người học).  

     

4 Văn hoá khó định hình nên không thể được lồng ghép vào giảng 

dạy trong trường học. 

     

5 Việc lồng ghép văn hoá được thực hiện thông qua các hoạt động 

rèn kỹ năng ngoại ngữ (vd: listening to an announcement, writing 

a letter/ an email, vv ). 

     

6 Việc lồng ghép văn hoá giúp phát triển hiểu biết về văn hoá nước 

ngoài cho học sinh. 

     

7 Việc lồng ghép văn hoá được thực hiện kể cả ngoài giờ học hay 

ngoài lớp học. 

     

8 Việc lồng ghép văn hoá giúp phát triển năng lực giao tiếp với 

người đến từ nền văn hóa khác cho học sinh. 

     

9 Việc lồng ghép văn hoá được tổ chức qua các ứng dụng internet  

(vd: youtube, zalo, facebook, instagram, vv) 

     

10 Việc lồng ghép văn hoá nên tạo điều kiện cho học sinh đề cập đến 

nền văn hóa của mình. 

     

11 Việc lồng ghép văn hoá phải đề cập đến văn hoá bản ngữ của học 

sinh (vd: Kinh, Hoa, Khmer, vv) 

     

12 Việc lồng ghép văn hoá hướng đến mục tiêu văn hoá được thể 

hiện rõ ràng trong các giáo án. 
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Stt Hoạt động  1 2 3 4 5 

1 Tôi liên hệ các khía cạnh văn hoá trong bài giảng với kiến 

thức/ kinh nghiệm của mình về văn hoá nước ngoài. 

     

2 Tôi cung cấp cho học sinh ngữ liệu thích hợp sử dụng trong 

các hoàn cảnh giao tiếp khác nhau (vd: thành ngữ, cụm từ, 

cấu trúc, âm điệu và ngữ điệu, vv) 

     

3 Tôi giúp học sinh biết cách cư xử trong những tình huống 

giao tiếp xã hội khác nhau. 

     

4 Tôi yêu cầu học sinh chia sẻ về nền văn hoá của mình.       

5 Tôi đề cập tính tương đối của nhận xét mang tính định kiến 

khi đánh giá nền văn hoá khác. (vd: Không phải tất cả người 

Anh đều lạnh lùng; Không phải tất cả người Pháp đều lãng 

mạn, vv ) 

     

6 Tôi yêu cầu học sinh làm các dự án nhỏ để giới thiệu nền văn 

hoá của mình với người nước ngoài. 

     

7 Tôi yêu cầu học sinh tìm hiểu một khía cạnh văn hoá nước 

ngoài để chia sẻ với bạn mình.  

     

8 Tôi tổ chức các hoạt động lớp có những tình huống giao tiếp 

liên văn hoá (intercultural communication) (vd: tổ chức lễ 

hội, sự kiện, hay giải quyết mâu thuẫn do hiểu nhầm văn hoá, 

vv) để học sinh tham gia.  

     

9 Tôi mời khách nước ngoài đến thăm lớp để trao đổi kiến thức, 

trải nghiệm văn hóa.  

     

10 Tôi trang trí lớp học bằng các vật phẩm (tranh, ảnh, vật lưu 

niệm...) có nguồn gốc từ văn hoá nước ngoài.  

     

11 Tôi sử dụng công nghệ (phim ảnh, băng đĩa hay internet) để 

minh hoạ các khía cạnh văn hoá nước ngoài (âm nhạc, thời 

trang, lễ hội, vv) 

     

12 Tôi đề cập đến những điểm giống nhau (similarities) giữa nền 

văn hóa bản ngữ và văn hóa nước ngoài khi đề cập khía cạnh 

văn hoá.   

     

13 Tôi khuyến khích học sinh tìm hiểu nguyên nhân của sự khác 

biệt (differences) giữa nền văn hóa bản ngữ và văn hóa nước 

ngoài.   

     

14 Tôi tổ chức các hoạt động để học sinh tiếp cận các nền văn 

hoá khác nhau nhằm xây dựng quan điểm tích cực về sự khác 

biệt văn hoá. 

     

15 Tôi tổ chức các hoạt động để học sinh nhận xét về nền văn 

hoá bản ngữ và văn hoá khác một cách khách quan. 

     

16 Tôi tổ chức “nhóm chat” với người nước ngoài để trao đổi 

hiểu biết và trải nghiệm về văn hoá. 
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Kinh nghiệm/ Hoạt động khác của thầy/cô trong việc dạy (liên) văn hoá:  

_________________________________________________________________________ 

_________________________________________________________________________ 

_________________________________________________________________________ 

_________________________________________________________________________ 

 

3. Trở ngại/ lo lắng của thầy/cô đối với việc lồng ghép văn hoá trong giảng dạy 

Tiếng Anh là gì? 

Từ viết tắt: ICC = Intercultural Communicative Competence (khả năng giao tiếp với 

người đến từ nền văn hoá khác một cách hiệu quả) 
 

1. Hoàn toàn không đồng ý 2. Không đồng ý   3. Phân vân 4. Đồng ý 5. Hoàn toàn đồng ý 

 

Stt Trở ngại 1 2 3 4 5 

1 Các khía cạnh văn hoá trong sách giáo khoa Tiếng Anh 

chưa phong phú.  

     

2 Các khía cạnh văn hoá được trình bày chủ yếu giúp rèn kỹ 

năng ngoại ngữ (Tiếng Anh). 

     

3 Các khía cạnh văn hoá được trình bày chưa chú trọng kỹ 

năng giao tiếp liên văn hoá (ICC).  

     

4 Giáo viên thiếu tự tin với hiểu biết và trải nghiệm về văn 

hoá của mình. 

     

5 Giáo viên thiếu tự tin với phương pháp lồng ghép văn hoá 

trong giảng dạy Tiếng Anh.   

     

6 Giáo viên ngại phải thêm gánh nặng chuyên môn.        

7 Tiếng Anh của học sinh chưa đủ tốt để tham gia các hoạt 

động phát triển ICC. 

     

8 Học sinh thiếu động lực vì chú tâm đến việc học ngoại ngữ hơn.      

9 Học sinh thiếu môi trường đa văn hóa để trau dồi ICC.        

10 Lồng ghép văn hoá trong giảng dạy Tiếng Anh tốn nhiều 

thời gian. 

     

11 Lồng ghép văn hoá trong giảng dạy Tiếng Anh không đóng 

góp tích cực đến kết quả học tập (điểm số) của học sinh.   

     

12 Lồng ghép liên văn hoá có thể làm giảm tính chính xác 

trong sử dụng ngoại ngữ của học sinh (ví dụ như văn phạm, 

phát âm, chính tả) 

     

13 Lồng ghép liên văn hoá có thể gây lệch lạc cách phán xét 

của học sinh (vd: lối phán xét thiên vị, định kiến văn hoá, tự 

tôn hay tự ti dân tộc, vv.). 

     

14 Lồng ghép liên văn hoá có thể làm giảm đi bản sắc văn hoá 

của học sinh. 

     

15 Đánh giá ICC rất khó thực hiện.      
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Ý kiến khác:  

_________________________________________________________________________

_________________________________________________________________________

_________________________________________________________________________

_________________________________________________________________________ 

 

4. Nếu văn hoá được đưa vào chương trình giảng dạy, thầy/cô mong đợi/đề 

xuất gì? 

1. Hoàn toàn không đồng ý 2. Không đồng ý    3. Phân vân 4. Đồng ý 5. Hoàn toàn đồng ý 

 

Stt Mong đợi 1 2 3 4 5 

1 Các hoạt động liên văn hoá cần được giới thiệu trong sách giáo 

khoa phong phú hơn. 

     

2 Các hoạt động cần chú trọng phát triển kỹ năng giao tiếp liên 

văn hoá (ICC) cho học sinh. 

     

3 Giáo viên phải được hỗ trợ phát triển IC.      

4 Giáo viên được tập huấn về phương pháp lồng ghép văn hoá 

trong dạy Tiếng Anh.    

     

5 Giáo viên được hướng dẫn tiếp cận nguồn tài liệu dạy liên văn 

hoá.  

     

6 IC/ ICC được công nhận là một trong những mục tiêu của việc 

dạy Tiếng Anh.  

     

7 Giảm sĩ số trên mỗi lớp học giúp thu hút học sinh tham gia các 

hoạt động liên văn hoá. 

     

8 ICC được đánh giá qua lồng ghép với việc đánh giá năng lực 

Tiếng Anh. 

     

 

Ý kiến khác của quý thầy/cô:  

_________________________________________________________________________

_________________________________________________________________________

_________________________________________________________________________

_________________________________________________________________________ 

 

Tôi có thể liên hệ với thầy/cô để xin thêm thông tin/ phỏng vấn không?  Có/Không 

Nếu được, vui lòng cung cấp họ tên thầy/cô______________________số điện thoại 

__________________  

Cảm ơn thầy/cô rất nhiều! 

Châu Thị Hoàng Hoa (Email: cthhoa@tvu.edu.vn, Đt: 0939.290.291) 

Section 2 of this questionnaire, from B1-B16, are referred from Sercu et al. (2005) 
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Appendix D. Observation scheme 

Class:                                Unit: 

Time:                                Venue:  

Teacher: 

 

Language objectives: 

- ______________________________________________________________

______________________________________________________________ 

 

Culture Objectives: 

- ______________________________________________________________

______________________________________________________________ 

 

Task 
Stage of IcLLT 

lessons 

Representation 

of cultural input 

Teacher’ 

activities  

Students’ 

activities  

1 

 

 

 

 

  

2 

 

 

 

   

3 

 

 

 

   

4 

 

 

 

   

5 
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Appendix E.  Interview guideline for teachers’ responses of IcLLT model  

 

What are the representations of culture in your teaching?  

What is your favorite step in the IcLLT. Why?    

What step(s) is/are more feasible/ less feasible to be conducted? Why (not)?  

What do you think of the intercultural language activities that you conducted as a 

part of IcLLT implementation?  

(Hints: interesting to the students or not, beneficial for the students or not, 

constructive to the students’ IC and CC, …) 

What are your suggestions for the improvement/ application of this model?  

What are the possibilities of maintaining this model in your own teaching or 

extending it to other teaching contexts? 
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Appendix F. Students’ evaluation sheet  

 

I. Referring to the English lessons you have joined as a part of the experimental 

program, please answer the following questions (either in Vietnamese or in 

English). 

 

1. How do you think about the cultural content in the lessons? 

Em nghĩ như thế nào về nội dung văn hóa trong những bài học này? 

……………………………………………………………………………………………… 

……………………………………………………………………………………………… 

2. What do(n’t) you like about the lessons? 

Em thích (hay không thích) điều gì ở những bài học này? 

……………………………………………………………………………………………… 

……………………………………………………………………………………………… 

……………………………………………………………………………………………… 

……………………………………………………………………………………………… 

3. What are your suggestions to make culture better integrated in EFL lessons? 

Em có đề xuất gì để việc đưa văn hóa vào bài học Tiếng Anh được tốt hơn? 

……………………………………………………………………………………………… 

……………………………………………………………………………………………… 

II. Referring to two extracurricular activities you have joined, please answer the 

following questions (either in Vietnamese or in English).  

 

1. Do you like to join in cultural exchange activities? Why (not)?  

Em có thích tham gia các hoạt động giao lưu văn hoá không? Tại sao (không)? 

……………………………………………………………………………………………… 

……………………………………………………………………………………………… 

 

2. Did you share cultural celebrations in Vietnam with foreigners?  

Em có chia sẻ hiểu biết về lễ hội ở Việt Nam với người nước ngoài không? 

……………………………………………………………………………………………… 

……………………………………………………………………………………………… 

 

3. Did you learn from foreigners about their cultural celebrations?  

Em có học tập điều gì từ nền văn hoá của họ không? 

……………………………………………………………………………………………… 

……………………………………………………………………………………………… 

Thank you so much! 
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Appendix G. Approval of the PDOET 
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Appendix H. Teachers’ perceptions of intercultural integration 

 

 

 

 

 

 

 

 

 

Category Sub-categories Freq Examples 

Building 

linguistic 

competence  

Motivative 

factor to study 

language 

2 

T5: “Knowing culture, students will study 

language better. So, adding culture into 

language teaching fosters the students’ 

interests and motivation to study language 

better.” 

T23: “Culture is an implacable part of 

language and language teaching. Language 

is an important part of culture; culture is 

the most important part of language 

learning and teaching. Therefore, culture 

should be counted in language teaching 

because it makes language learning and 

teaching interesting and effective."  

Building IC 

Building 

intercultural 

knowledge 

3 

“Students should know their own and other 

cultures to “avoid culture shocks” in 

intercultural communication.” (T49, T56, 

and T71) 

Building 

intercultural  

attitudes 

1 

“Knowing their own and new cultures, 

students have positive attitudes towards 

foreign cultures.” (T45) 

Total 6  
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Appendix I.  Teachers’ practices of intercultural integration 

Category Sub-categories Freq. 
Examples of other 

intercultural teaching activities 

Teaching 

culture 

explicitly 

Teaching intercultural 

knowledge 
  5 

“I sometimes organize cultural 

quizzes game.” 

Having students explore 

intercultural knowledge 
  2 

“I ask students to guess the 

pictures…” 

Building intercultural 

skills 
  3 

“I plan to organize a fashion 

show …” 

“My students love to act in a 

drama…” 

“I asked my students to solve a 

conflict in a role-play activity” 

Teaching 

culture 

implicitly 

Teaching culture 

implicitly 
  10 

“I teach festivals and 

celebrations…” 

“I teach culture in reading 

message…” 

“I teach culture in everyday 

class…” 

Total  20  
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Appendix J.  Summary of six observations 

Ob Topic*/unit Teachers’ instructions and class activities 

1 Traditional health 

beliefs and 

practices: 

Vietnam and 

Indonesia  

Unit 2, Grade 10 

 

 

 

Communication 

- Lead-in: Teacher asked students how to maintain 

health.  

- The teacher had students talk about "What parts of the 

body benefit from each exercise (in 3 pictures, p.23)?" 

- The teacher had students talk about "Why the activities 

(in 3 pictures, p.23) help people healthy?" 

- The teacher had students choose a system of the body 

and how to strengthen it. 

Culture  

- Introduce the text: teacher explained the yin and yang 

in Vietnam, gave examples of how to balance yin and 

yang in Vietnamese common beliefs. 

- The teacher had students read the text about health 

beliefs and practices in Vietnam and Indonesia and talk 

about the similarities and differences between the two 

cultures. 

- The teacher had students talk about their traditional 

health practices. 

2 Innovations in 

Asia 

Unit 5, Grade 10 

Communication 

- Lead-in: Teacher elicited from students about 

recent common inventions. 

- The teacher had students discuss to choose "What is 

the best invention?" (based on some criteria, p55) 

- The teacher had students report their group discussion 

in front of the class. 

Culture 

- Lead-in:  

+ Teacher introduced some new words from the text 

by gestures, pictures, and realia. Then, the students 

did matching exercise for the invention and its origin 

country.  

+ Teacher told students King Bhumibol Adulyadej of 

Thailand: how he helped his people and how his 

people loved and respected him.  

- Teacher had students read the text about innovations in 

Asia and answer comprehension questions orally. 

3 Dating around the Communication 
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world 

Unit 2, Grade 11 

- The teacher had students listen to someone's opinion 

about online friends and do T/F exercise for listening 

comprehension. 

- The teacher had students work in groups to discuss if 

they want to have online friends. 

Culture 

- The teacher had students read the text to define three 

kinds of dating around the world. 

- The teacher had students read the text again and do 

comprehension exercise (T/F/NG) 

- The teacher had students discuss with partners if every 

kind of dating is popular in Vietnam.  

4 Ways of raising 

children: Vietnam 

and the USA  

Unit 3, Grade 11 

Communication 

- Lead-in: Teacher asked students to define the 

qualities of an independent person. 

- Teachers asked students to work in a group to discuss 

fathers’ words to his son about independence (p.38) 

based on the guidelines: 

1. What kind of person does the father want his son to 

be? 

2. What does the father mean, "You got a dream, you 

gotta protect it? You want something, go get it”? 

3. Do you agree or disagree with him? 

4. What is your dream? How do you protect it and make 

sure it will come true one day?  

Culture 

- The teacher gave guidance and introduced the text by 

asking students to guess certain practices of raising 

children belong to what culture (Vietnam or the USA). 

- The teacher had students to answer the comprehension 

questions in the coursebook. 

- The teacher had students reread the passage and make 

their own comparison between ways of raising children 

in two cultures. (using while, whereas, and different 

from). 

- The teacher asked students to write down at least 

three sentences using: while, whereas, and different 

from. 

5 The story of my 

village 

Unit 8, Grade 10 

- Lead-in: teacher asked students to answer some 

questions to get started for the reading. 

- The teacher gave guiding questions, and students 
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answered in pairs. 

- The teacher had students guess the meanings of 

vocabulary and do matching exercise. 

- The teacher taught other new words and structures 

from the text.  

- The teacher had students read the text and fill in the 

table to define the changes (before and after). 

- The teacher had students answer comprehension 

questions. 

- The teacher raised the question of what people with 

education make the life of their community better and 

quickly answered eliciting successfully from the 

students. 

6 Celebrations: Tet 

in Vietnam 

Unit 8, Grade 11 

- Lead-in: teacher showed a clip of Teachers' Day, a 

celebration in Vietnam. 

- The teacher elicited ideas to answer guiding questions 

to the text. 

- The teacher asked the students what activities are 

pre/during/after Tet? The teacher added more details 

about common practices in Tet. 

- The teacher had students guess the meanings of lexical 

items. 

- The teacher had students read the text and do 

comprehension checking exercise (T/F). 

- The teacher had students answer comprehension 

questions. 

- The teacher had students tell about their last Tet 

holidays. 

 

(*) Some of the topics are given by the researcher  

Italic: for intercultural language activities provided in the coursebooks 

Boldface: for activities added by the teachers 

Italic and boldface: for intercultural language activities added as a part of IcLLT 

implementation  

 

 

 



169 

Appendix K.  Summary of teachers’ concerns 

 

Category Sub-categories Freq 
Examples 

of intercultural teaching concerns 

        

Curriculum 

Lack of 

Intercultural 

content and 

activities 

 

 

6  

 

“I hardly find intercultural content 

presented in my coursebooks, how can I 

add it in my teaching.”  

“Intercultural content and activities and 

objectives are not focused in English 

curriculum.” (T8, T14, T18, T46, T50, 

T71) 

Teachers 

Teachers’ IC 

teaching 

pedagogy  

1 T23 “I don’t know for sure what culture 

should be added into my English 

lessons.”  

Learners 

Students’ 

language  

 

 

1 

T9 "I had a big problem with the mixed-

ability class. It caused difficulties in 

language teaching already, and I think 

that the problem is bigger when I have to 

deal with language and culture at the 

same time.”  

Students’ IC   

 

 

 

1 

T48 “Many of intercultural topics in 

Communication and Cultures sections are 

unfamiliar to my students’ knowledge 

and experience like innovations, 

voluntary work, the international day for 

people of disability, and so on, so they 

are not motivated to learn these parts 

sometimes.”   

Students’ 

learning 

1 T63 “My students are not used to self-

studying and exploring cultures.”  

Parents 
Disregard from 

social members 

 

 

1 

T4 “I don’t think that the parents 

especially who live in the countryside 

approve culture teaching because they do 

not appreciate other skill teaching and 

learning, just want their children to study 

English for high scores.” 

Total 11  
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Appendix L.  Summary of teachers’ expectations 

 

Category 
Sub-

categories 
Freq.  

Examples 

of expectations for intercultural 

integration  

Intercultural 

environment 

(Inter)cultura

l activities  
9 

“Students should participate in cultural 

exchange programs: club, camping, etc.” 

(T45, T58, T60, T62, T74, T99) 

“Schools should organize some cultural/ 

intercultural activities: drama, fashions, 

music show, etc.” (T4, T10, 26) 

Foreign 

teachers 
6 

“We should invite native/foreign teachers to 

teach. (T4, T8, T31, T36, T39, T40) 

Intercultural 

teaching  

When 3 

T3. “Intercultural teaching is not new, and 

we must do it right from now on.”  

T7. “How much I wish my standard 

coursebooks had cultural content.”  

T23. “Intercultural teaching should be 

included since students are in primary 

schools.”  

What 1 
T57. “Issue of cultural sensitivity should be 

introduced first.”  

How 5 

“Intercultural teaching should be brief and 

natural.” (T66 and T70) 

T69. “Intercultural teaching should be 

adjusted to student levels.” 

T71. “Intercultural teaching must include IC 

practices. 

T81. “ICC testing is a must because without 

testing the students are not motivated to 

study.”,  

Total  24  
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Appendix M. Lesson plans for four IcLLT lessons 

 

Appendix M1. IcLLT lesson plan for the Communication and Culture 1 

Lesson 1 (Tieng Anh 10, Unit 6, p. 13, the pilot coursebook)  

Language Lesson  IcLLT Lesson 

By the end of this lesson, students 

will be able to: 

Language Objectives 

- to understand and talk about the 

present situation of gender equality 

in the UK (Teachers’ book, 6T) 

By the end of this lesson, students will be 

able to: 

Language Objectives 

- to build language skills (reading and 

speaking) about gender (in)equality  

Cultural Objectives 

- to build students’ knowledge and 

attitudes towards the issue of gender 

(in)equality (Vietnam, the UK, and other 

countries) 

COMMUNICATION  

Task 1: Read three statements about 

achievements in gender equality in 

Vietnam add more of your own 

opinions about this issue.  

 

 

 

Task 2:  

Share with friends 

 

 

Language use: I agree/ I disagree/ 

In my opinion/… 

 

CULTURE  

Task 1: Read the given text about 

Gender equality in the UK (p.13). 

Task 2: Answer comprehension 

questions 

 

 

1. How do girls and boys perform at 

COMMUNICATION  

Task 1: Construction 

Read three statements about achievements 

in woman equality to match with the 

pictures and then add other ideas from 

students’ knowledge and opinions.  

Task 2: Connection/Interaction  

Exchange ideas in pairs / (copying the most 

interesting ideas from your friends on the 

board) 

Language use: I agree/ I disagree/ In my 

opinion/… 

 

CULTURE 

Task 1: Construction  

Read the given text about Gender equality 

in the UK, and do comprehension 

questions. (p.13) 

1. How do girls and boys perform at 

schools in the United Kingdom? 
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schools in the United Kingdom? 

2. How many women participate in 

the British workforce? 

3. What challenges does the United 

Kingdom still face in achieving 

gender equality? 

 

2. How many women participate in the 

British workforce? 

3. What challenges does the United 

Kingdom still face in achieving gender 

equality? 

Task 2: Connection – Interaction  

Compare facts of gender inequality in the 

UK (in the text) and those in Vietnam 

(from students’ knowledge and 

experience)  

Task 3: Reflection  

Discuss the following questions  

1. Do you still remember stories about 

gender gaps in Canada (by Dr. Liza, the 

Canadian guest speaker from the previous 

section)? 

2. Compare to the UK and Canada, how do 

you think of gender equality in Vietnam? 

3. What are the roots of gender inequality? 

4. What can we do to reduce gender 

inequality? 

Language use: I think/I guess/ I suppose 

that…. 

Homework: 

(*) In about 30 words, state that in 

Vietnam, are women equal to men? Why 

(not)? 
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HAND OUT UNIT 6  

Pre - activity 1 

Expressing agreement 

 You're right. 

 That's exactly how I feel. 

 Exactly. 

 ........................................... 

 ........................................... 

 ........................................... 

Expressing disagreement 

That's not always true. 

 That's not always the case. 

 No, I'm not so sure about that. 

 ........................................... 

 ........................................... 

........................................... 

Expressing your feelings 

 Really? How can I believe it? 

 Great/ Nice/ So cute. 

 So sad, but it is true. 

 ........................................... 

 ........................................... 

 

Pre-activity 2: Expressing achievements in gender equality  

Suggested structures: (you can use your own structures) 

-  More and more men/women + V.......... than (they did) in the past. 

-  There are more men/women// boys/girls + Ving .............. 

-  Nowadays, (more) women can + V ....... but they could not in the past. 

-  There is no gap/ distinction on ........ 

-  Women are more (and more) + adj  

-  Women have more/less + noun.  

Write at least 5 sentences on gender (in)equality.  

1. ................................................................................................................................ 

2. ................................................................................................................................ 

3. ................................................................................................................................ 

4. ................................................................................................................................ 

5. ............................................................................................................................… 

HOMEWORK 

(*) In about 30 words, state that in Vietnam, are women equal to men in all 

aspects of life? Why (not)? 
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Appendix M2.  IcLLT lesson plan for the Communication and Culture 2 

Lesson 2 (Tieng Anh 10, Unit 7, p. 23, the pilot coursebook)  

Language Lesson IcLLT Lesson  

By the end of this lesson, students 

will be able to: 

- understand and communicate 

about gift-giving in the UK and the 

idea of success in the USA and 

Vietnam (Teachers’ book, 16T) 

By the end of this lesson, students will be 

able to: 

Language Objectives:  

- to read and talk about common cultural 

issues of gift-giving and value of success 

Cultural Objectives:  

- to share knowledge and experience about 

the practices of gift-giving in Vietnam and 

UK 

- to build students’ perspectives of their 

own success from the views of American, 

Vietnamese cultures 

COMMUNICATION  

Task 1: Read the given passage 

about gift-giving in the UK (p. 23) 

Task 2: Compare with practices in 

Vietnam 

 

 

Language Focus: 

- Do you get presents on______? 

- No, I don’t. 

______(explanations)_________ 

- Really? / Exclamations 

 

Task 3: Jumbled words/then, ask 

and answer.  

1. Who do you often buy presents 

for? 

2. On what occasions do you buy 

presents? 

3. Which shop do you usually go to 

when you are shopping for 

COMMUNICATION 

Task 1: Construction and connection  

Read the given passage about gift-giving in 

UK (p. 23) 

Fill in the table (handout, unit 7)  

Task 2: Interaction 1 

Share information from the table  

Language Focus: 

Do you get presents on_________? 

No, I don’t. 

______(explanations)_________ 

Really? / Exclamations 

 

Task 3: Interaction 2 

Ask and answer in pairs: 

1. Who do you often buy presents for? 

2. On what occasions do you buy presents? 

3. Which shop do you usually go to when 

you are shopping for presents? 

4. What is the most expensive present you 

have given? 
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presents? 

4. What is the most expensive 

present you have given? 

5. On what occasions do you 

receive presents? 

6. What presents do you normally 

get? 

7. What is the best present you 

have ever received? 

 

CULTURE  

Task 1: Read the given passages 

about the value of success in 

American and Vietnamese culture. 

 

 

Task 2: Answer comprehension 

questions (p.24) 

5. On what occasions do you receive 

presents? 

6. What presents do you normally get? 

7. What is the best present you have ever 

received? 

 

 

 

 

CULTURE 

Task 1: Construction  

Describe a successful person/ how you want 

to lead your life as a successful person. 

Draw a picture of Mr./Ms. Success that the 

students could figure out, then pair 

compare. 

Task 2: Connection and interaction    

Read the given passages about the value of 

success in American and Vietnamese 

culture (p.24); then answer the provided 

comprehension questions. 

Task 3: Reflection 

Check your Mr. /Ms. Success. (if it is more 

American or more Vietnamese?) 

Homework: Write a paragraph to answer 

the following questions.  

- How to be a successful person as your 

parents expect? 

- How to be a successful person as you 

expect? 

- Are there any conflicts between the two 

generations’ expectations? 

- What do you do to achieve such success? 
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Handout Unit 7 

Occasions What are common 

presents in UK? 

What are common 

presents in Vietnam? 

The presents 

you give/get? 

Christmas    

Birthday    

Easter day    

Mother’s Day    

Other occasions that you know 

-    

-    

-    

-    

-    

 

HOMEWORK 

Write a paragraph to answer the following questions: 

How to be a successful person as your parents expect? 

How to be a successful person as you expect? 

Are there any conflicts between the two generations’ expectations? 

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

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

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

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

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

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

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

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

…………………………………………………………………………………………………… 
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Appendix M3. IcLLT lesson plans for speaking lesson  

Lesson 3 (Unit 10, Tieng Anh 10, pp. 106-107, the standard coursebook) 

Language Lesson  IcLLT Lesson  

By the end of this lesson, 

students will be able to: 

- to build language skills 

(reading and speaking)  

- to read and talk about a new 

kind of zoo.  

(copied from teachers’ lesson 

plan) 

By the end of this lesson, students will be able to: 

Language Objectives 

- to discuss different ways of keeping zoos 

Cultural Objectives 

- to build their own knowledge and attitudes 

towards animal protection (through ways of 

treating animals in different zoos: Howletts Zoo 

in the UK, Phuket zoo in Thailand, …)  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pre: Read the texts about a 

new kind of zoo and the story 

of Howletts Zoo in the UK 

 

 

While:  

Respond to the ideas 

presented in the given 

Task 1: Construction 

Define ZOO from students’ understanding  

(Individually, teacher and the whole class - 

TWC, spoken and written form focus). 

Suggested structure:  

ZOO is a place where/which ……………………… 

Suggested keywords: 

1. Imprison (v): /imˈpriz(ə)n/ put in (a place like) 

a prison 

2. Endanger (v): /inˈdānjərd/ đe doạ (tuyệt chủng) 

Endangered spices (n): loài bị đe doạ tuyệt chủng 

3. Reconstruct (v): /rēkənˈstrəkt/ tái thiết 

4. Reintroduce (v): /rēintrəˈd(y)o͞os/: put (a 

species of animal or plant): back into a region 

where it formerly lived 

5. Breed (v): /brēd/ raise 

6. Zookeeper (v): /ˈzo͞oˌkēpər/: an animal 

attendant employed in a zoo. 

Task 2: Connection 

Read the two given passages: A and B/ and 

watch a video clip 

https://www.youtube.com/watch?v=OwuPiDL1N

https://www.youtube.com/watch?v=OwuPiDL1NC4


178 

passages in groups.  

 

Language focus:  

Expressing agree/ disagreeing 

Pro/Cons of the new kind of 

zoo  

 

 

 

 

 

 

Post: Share/ report  

 

C4 (from 2:43’-6:00’), then fill in the grid (in 

part 2, Handout Unit 10) 

Task 3: Interaction and reflection 

Exchange ideas from the grid with partners. 

Language focus:  

- I think/ I guess/ I assume that/……. 

- You are right/ I agree with you. /  

- I am afraid I don’t agree with you.  

- I went to ………. zoo in…………. It is (not) a 

good zoo. It treated animals like Howletts/ 

Phuket zoo.  

Task 4: Reflection 

Discuss the advantages and disadvantages of 

each kind of zoo. (Group discussion and report) 

- The conditions the animals are in, 

- How to reintroduce animals to the wildlife,  

- How to reconstruct the wildlife, 

- How to protect the people (zookeepers and 

visitors) from wild animals 

Note: a short video from the link below can give 

students some ideas.  

https://www.youtube.com/watch?v=OPV9RocX3

Lw 

 

 

 

 

 

 

 

 

 

Handout Unit 10 

https://www.youtube.com/watch?v=OwuPiDL1NC4
https://www.youtube.com/watch?v=OPV9RocX3Lw
https://www.youtube.com/watch?v=OPV9RocX3Lw
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1. Brainstorming: 

Think of any zoo and animals there, then describe them using your own words 

(write on the table):  

A Zoo… Animals in the zoo... 

- is a place for animals. 

- should be big and have many trees. 

- ........................................................... 

- ........................................................... 

- ........................................................... 

- ........................................................... 

- are not hungry.  

-  get bored. 

- .................................................... 

- .................................................... 

- .................................................... 

- .................................................... 

2. Getting ideas (from the text and clip) 

If you agree, make a stick ; if you disagree, make a cross X. 

In a zoo, ......................... Howletts zoo Phuket zoo 

Animals may have better food.   

Animals may suffer from dangerous diseases.   

Animals may do what they want.   

Animals may develop.    

Animals may feel better.    

3. Sharing with your friend (pairwork) 

Exchange ideas from the table with your friend. Here are some examples for you.  

Example 1 

- A: I think that animals in Howletts/ Phuket zoo may have better food. 

- B: I agree with you.  

Example 2*  

- A: I think that Howletts/ Phuket is (not) a good zoo. 

- B: No, I don’t agree with you. ...................... 

4. Discussion 

Choose any kind of zoos and discuss its advantages and disadvantages, then report 

to your class.  

- The conditions the animals are in; (eg. natural/ not natural/ artificial...) 

- Reintroducing animals to the wildlife; (eg. free, happy, love, danger, difficult...) 

- Reconstructing the wildlife; (eg. develop, healthy, happy, good, ...) 
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- Protecting the people (eg. zookeepers and visitors) from wild animals; 

(dangerous, attack, virus, infection, ...) 

- Money; (eg. expensive, waste money, ...) 

(Write the notes of your group discussion on the table) 

 

Name of the zoo: .................................... 

Advantages Disadvantages 
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Appendix M4.  IcLLT lesson plans for reading lesson  

Lesson 4 (Unit 11, Tieng Anh 10, pp.112-113, the standard coursebook)  

 

Language Lesson Intercultural Language Lesson/ IcLLT Lesson  

By the end of this lesson, 

Ss will be able to: 

- to build language skills 

(reading and speaking)  

(from teachers’ lesson 

plan) 

By the end of this lesson, Ss will be able to: 

Note: ask students to search for information 

about Cuc Phuong national park, Vietnam 

Language Objectives:  

- to learn and discuss different ways of keeping 

zoos 

Cultural Objectives:  

- to build their knowledge about biodiversity and 

raise awareness on forest protection (from the 

lessons of how people in Vietnam, the US, and 

Kenya conserve national parks) 

Pre:  

Task 1: Answer the 

questions 

 

Introducing the text and the 

task and teaching 

vocabulary 

While: 

Read the given passages 

about national parks in 

Vietnam, Kenya, and the 

USA (p. 113). 

 

Task 2: Guess the 

meanings of new lexical 

items 

Task 3: Answer 

comprehension questions 

 

Post:  

Task 1: Construction 

- Look at the pictures and elicit more information 

about Cuc Phuong National Park and many others 

in Vietnam and around the world. 

Introducing the text and the task and teaching 

vocabulary  

 

 

 

Task 2: Connection 

Read the given passages (p. 113) and fill in the 

grid (See Handout Unit 11) 

 

Task 3: Interaction and reflection 

Ask and answer with partners (pair-works) 

1. Of the three parks, which would you like to 
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Task 4: Answer the 

question: 

Of the three parks, which 

would you like to visit 

most? Why? 

 

visit most? Why? 

2. What will happen to Everglade National Park 

if chemicals are released into the water? 

3. Do we have any problems with Cuc Phuong 

National Park? What are they? 

4. What can we do to protect Cuc Phuong 

National Park? 

5. What information that you wish to add to the 

provided text about Cuc Phuong National Park? 

Why? 
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Handout Unit 11 - Reading  

1. Look at the pictures on the screen and guess where they are? 

 

2. Read the give texts on page 113 and fill in the table. 

 

 Location General 

descriptions 

Activities Best time 

 to visit 

Cuc 

Phuong 

National 

Park  

 

 

 

National park 

  

Nairobi 

National 

Park 

 

 

  
 

Everglades 

National 

Park 

 

 

 

 Seeing plants 

and animals 

from the 

tropical and 

temperate 

zone. 

 

 

Reread the text and match the word to its definition (Task 1, page 113).  

1_____, 2______, 3_____, 4_____, 5_____, 6______ 

 

Ask and answer  

(Notes: some answers cannot be found from the coursebook) 

1. How does Nairobi National Park treat the orphaned or abandoned animals? 

2. Why is Everglades National Park endangered? 

3. Of the three parks, which would you like to visit most? Why? 

1. Establish: (v) a. to have something inside 

2. Contain: (v) b. to start an organization... 

3. Sub-tropical: (adj) c. a group/ groups of animals or plans 

4. Contamination: (n) d. state of continuing to exist/ live 

5. Survival: (n) e. a state of being polluted 

6. Species: (n) f. related to an area near the tropical area 
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4. Do we have any problems with Cuc Phuong National Park? What are they? (i.e., 

deforestation, littering) 

5. What can we do to protect Cuc Phuong National Park? 

6. What information that you wish to add to the passage about Cuc Phuong 

National Park in your textbook? Why? 
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Appendix N.  Episode of the four IcLLT lessons 

Appendix N1. The episode of IcLLT lesson – Unit 6, the pilot coursebook 

COMMUNICATION  

Lead-in: Teacher asked the students to guess the word (IN)EQUALITY from the 

picture, then asked the students to think of their own situation if gender inequality 

exists at their home. Many of the students said "Yes" and raised their hands. 

Task 1: Construction 

Teachers showed three pictures connected to the ideas in three statements on page 

13, then asked them to match the pictures with the relevant statements.  

1. The gender gap in primary education has been eliminated. 

2. More women than men earn college degrees, although there are slightly more 

boys than girls at primary and secondary levels.  

3. Seventy-three percent of Vietnamese women participate in the labor force, 

which is one of the highest rate in the world. 

The teacher showed a vocabulary list to support students' understanding of the 

statements. 

Task 2: Connection/Interaction  

Exchanging ideas in pairs /copying the most interesting ideas from your friends on 

the board 

Language use: I agree/ I disagree/ In my opinion 

 

Then, the teacher asked the students to add more achievements in addressing gender 

equality in Viet Nam.  In pair, the students shared and reacted to each other's 

opinions. They could apply some expressions and structures to state their opinion, 

agreement, or disagreement. After sharing ideas with their peers, ten students were 

invited to copy their/ their friend's statements on the board. 

In the past, women had less education than men.  

In the past, women's roles were caregivers and housewives. 

Nowadays, women can follow their dream and choose their favorite jobs. 

Women can join the army. 

There are more men doing housework nowadays. 

Both men and women can have babies. 

Women have been treated equally. 

Women make an important workforce. 

Women work more than men, but they earn less.  
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CULTURE 

Task 1: Construction  

The teacher introduced the task and three comprehension questions to the students. 

Then, she asked the students to read the passage about Gender equality in the UK 

and answer three questions as follows: 

Questions: 

1. How do girls and boys perform at schools in the United Kingdom? 

2. How many women participate in the British workforce? 

3. What challenges does the United Kingdom still face in achieving gender 

equality? 

Before and while the students were reading, the teacher showed a vocabulary list on 

the screen for students to refer if necessary. 

Task 2: Connection – Interaction  

The teacher invited the students to answer the questions. Sometimes, she helped the 

students by eliciting the answer or giving some prompts. After the students 

answered the three questions, the teachers showed answers on the screen. 

Answers:  

1. Girls performed better than boys of all levels of education. 

2. Women make up 47% of the British workforce. 

3. Million of women and girls suffer from domestic violence every year. 

Women are paid lower than men 10%.  

Based on the facts about gender inequality in the UK, the teacher asked the students 

to compare with the present situation in Vietnam, from students’ knowledge and 

experience.  

Example 1: 

Teacher: Do you think that in Vietnam, “Girls performed better than boys of all 

levels of education”? Yes or No? 

Class: Yes (chorally) 

Teacher: Why do you say “Yes”? Why do you agree? 

Student: Because in Vietnam, more girls have college degrees than men.  

Example 2: 

Teacher: Do you think that is this the same in Vietnam: “Million of women and 

girls suffer from domestic violence every year. 

Students: Yes (chorally) 

Teacher: How about “Women are paid lower than men 10%” 

Students: No (chorally) 

Task 3: Reflection  
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The teacher asked the students to discuss the following questions in groups (of 

four). After group discussion, the teacher elicited the answer to the discussion 

questions: 

Examples 3: 

Teacher: Do you still remember the gender gap in Canada as presented by Dr. Liza? 

Students: No … 

Teacher: How much do women get for the same job in comparison to men? 

Students: 64% 

Teacher: How about in the UK? 

Students: 90% 

Teacher: How about in Viet Nam? 

Students: 100% 

Teacher: In term of payment, is there a gender gap in Vietnam? 

Students: No, … 

Examples 4: 

Teacher: What are the roots of gender inequality? 

Student: Because of strength, men are stronger than women. 

Teacher: What’s else? 

Student: Power. 

Teacher: What do you mean by power? 

Student: Strength, muscular strength. 

Teacher: What's else? What makes women unequal to men? 

Student: The traditional thinking of people. 

Teacher: Yes, that is good. What’s else? 

Student: Traditional education 

Teacher: How to reduce gender inequality? 

Student: Women should go to school. 

Teacher: And? 

Student: Get a job.  

Language use: I think/I guess/ I suppose that/, …. 

Task 4: Reflective writing (Homework) 

In about 30 words, state that in Vietnam, are women equal to men? Why (not)? 

Samples of the students’ writing  

A6: “No, I don’t think that men and women are equal. For example, baby boys are 

preferred to baby girls.” 

B6: “No, people usually say you are a girl, and you can't do this or that even people 

who have the same gender with me.”  

C6: “No, because too many girls cannot go to schools.” 

D6: “No, because everyday, domestic violence still happens…” 

E6: "No, I don't think so because, in my family, my dad has nothing to do while my 

mom is busy doing many things." 
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Appendix N2. The episode of IcLLT lesson – Unit 7, the pilot coursebook 

COMMUNICATION  

Lead-in: Teacher told the students about herself, her perceptions of happiness and 

success. Then, she asked the students if they are happy and successful. 

Teacher: Are you happy and successful? Why (not)? 

Student 1: I am not happy because my mom and my dad do not understand me. I do 

not think I am successful because I cannot speak English well. 

Student 2: I am happy because I can go to school. I can study with lovely teachers. I 

am not successful because I need to study more. 

Student 3: I am happy because I live with my mom. She loves me so much. I don’t 

think I am successful because I am not a good student. 

Teacher: I am happy because I got an invitation to a restaurant for my family as my 

birthday present. 

Task 1: Construction – Connection  

Teacher: Do you often get presents? When? What are they? 

Student 1: I get some toys at Christmas. 

Student 2: I get money on Tet holiday. 

The teacher asked students to read the text and fill in the grid (in students' handout) 

with special occasions and common presents in the UK. 

Before and while the students were reading, the teacher showed a Vocabulary list 

on the screen. 

Task 2: Interaction 1 

Teachers asked the students to use the prompts from the handout to talk to their 

friend about change getting presents.  

The teacher showed the students the model conversation and made a model with 

students. Students participated in the conversation with their peer productively. 

At the and of the discussion,  

Teacher: What are the most common present and the most common occasion to get 

presents for you? 

Students: It is money and birthday.  

Task 3: Interaction 2 

Students discussed in pair based on the following questions 

1. Who do you often buy presents for? 

2. On what occasions do you buy presents? 

3. Which shop do you usually go to when you are shopping for presents? 

4. What is the most expensive present you have given? 

5. On what occasions do you receive presents? 

6. What presents do you normally get? 

7. What is the best present you have ever received? 
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CULTURE 

Task 1: Construction  

The teacher asked the students to think back her story and how she was successful? 

Because I can do the job I like, I have many good friends, good colleagues and good 

students like you. So, my success is simple. 

The teacher asked the students to think of his/her own success in the future in one 

minute. 

Student 1: I want to have a good husband and a good family with many children. 

Student 2: I will have a shop to sell accessories. 

Student 3: I will have a good job. I can earn a lot of money for my parents and my 

family, and I am a good wife for my husband. 

Task 2: Connection and Interaction    

Read the text about the value of success in American and Vietnamese culture; then 

answer the questions. 

Before and while the students were reading, the teacher shows the Vocabulary list 

of the text on the board. 

Teacher: What is the American’s ideas of success? 

Student: For the American, success means providing their family with a decent 

standard of living, and ending their career in a higher or prosperous position than 

when they began it. Success is a result of hard work and self-reliance. 

Teacher: Who can be considered a successful person in Vietnam? 

In Vietnam, success goes along with a high-status job with good income and respect 

at work.  

Teacher:  

Student: The similarity is that in two cultures, success involves good income and a 

good job. The difference is that in America, people think that they should have their 

achievement at work. In Vietnam, people think they should be respected by people 

around. 

Teacher: That is good. Correct. In America, success is built and felt by ourselves, 

but in Vietnam, success means earning supports and respects from others.  

Task 3: Reflection 

Think back your own success, is it more Vietnamese or America? 

Some students said their success was more Vietnamese, and the other said their 

success was more America. 

Reflective Writing  

Write a paragraph about your and your parents’ perspectives of success 

Hints: 

- How to be a successful person as your parents expect? 

- How to be a successful person as you expect? 

- Are there any conflicts between two generations’ expectations? 

- What do you do to achieve such success? 
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Samples of students’ reflections on their success.  

A7: "…She (my mom) wants me to become a good person in society, gets a job 

with a high salary. I agree with her. However, I think that success is the results of 

hard work and self-reliance, so my success is what I work hard for what I like.” 

B7: “Success is a sense that you achieve what you wish for and you always feel 

eager to do it. My parents do not expect me to do much. They just expect me to be 

kind. They believe that successful people are able to enjoy their life and happy with 

their jobs. I do agree with them. Successful people can do the thing that they never 

think that they are able to do. Besides, I want to be nice and tactful…” 

C7: "…To my parents, I should study well in Math - Physics - Chemistry. In the 

future, I will make a lot of money, have a good job, a big house and have beautiful 

children… All I need is a job to make money from my passion, have true friends, 

have time to enjoy my life…”  

D7: “…to my parents, success means professional development, gaining a higher 

position than when we start with it. This idea is the same as the American value of 

success…. And for me, success means having good friends, having a happy family 

and having a good life…”   

E7: "…my parents expect me to be a successful person with a stable income, happy 

family with good children and a good husband. … I have a small conflict with my 

parents because they wish me to have a complete family, but I hope to become a 

single mom with a little daughter, without a husband…”  

F7: “…they also hope my career has not much hardship. However, I am a person 

who likes something that is adventurous. My expectations are too many. I want to 

do my favorite job, experience new things and challenge in the society 

confidently…”  
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Appendix N3. The episode of IcLLT lesson – Unit 10, the standard coursebook 

Lead-in 

The teacher showed some pictures of the animal and asked the students to guess 

where they were: 

Students: They are in a zoo.  

Task 1: Construction 

The teacher asked the students to think of a zoo and animals in that zoo, then share 

with their peers orally and copy on the board. The teacher provided the necessary 

structure and vocabulary to support students in the hand-outs. 

About a zoo: 

1. A zoo is a place for animals. 

2. A zoo is an interesting place with many animals. 

3. A zoo is large. 

4. A zoo has a lot of animals in it.  

About animals: 

1. Animals in the zoos are friendly. 

2. Animals in the zoos are well-protected. 

Task 2: Connection 

The teacher introduced the reading task and text, then pre-teach Vocabulary 

explicitly: 

List of vocabulary in pre-teach:  

1. Imprison (v): /imˈpriz(ə)n/ put in (a place like) a prison 

2. Endanger (v): /inˈdānjərd/ đe doạ (tuyệt chủng) 

3. Endangered spices (n): loài bị đe doạ tuyệt chủng 

4. Reconstruct (v): /rēkənˈstrəkt/ tái thiết 

5. Reintroduce (v): /rēintrəˈd(y)o͞os/: put (a species of animal or plant): back 

into a region where it formerly lived 

6. Breed (v): /brēd/ raise 

7. Zookeeper (v): /ˈzo͞oˌkēpər/: an animal attendant employed in a zoo. 

Notes: Form, meaning, and use of vocabulary are clearly focused in two steps of 

presenting and checking vocabulary.  

Students read the text and watch a video clip, then make a comparison between 

Howlettes Zoo in Kent and Phuket Zoo in Thailand (focusing on how the animals 

there are treated). Comparisons between the two zoos were recorded in a table 

provided in students' handouts. 

Task 3: Interaction and reflection 

Based on the prompts from the table, the students were asked to make a guided 

conversation discussing two kinds of zoos. Suggested conversation structure was 

shown on the screen.  

Language focus:  
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- I think/ I guess/ I assume that……. 

- You are right/ I agree with you. / No, I don’t agree with you 

- I went to ………. zoo in…………. It is (not) a good zoo. It treats animals like 

Howletts/ Phuket zoo.  

The teacher made a modeled conversation with two students, the students 

worked in pairs 

Task 4: Reflection 

The teacher introduced the discussion task the students: discuss the advantages and 

disadvantages of each kind of zoo. 

The teacher provided suggested structure, ideas, and vocabulary to the students. 

Students worked in groups for the advantages and disadvantages of different kinds 

of zoos. 

Homework: 

The teacher asked students to watch another clip about a zoo in Australia and 

choose one of the following characters in any zoon and write his/her diary 

- A zookeeper 

- A visitor 

- An animal  
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Appendix N4. The episode of IcLLT lesson – Unit 11, the standard coursebook 

Task 1: Construction 

The teacher showed many pictures of animals, insects, and trees, then asked the 

students to guess where they were: 

Students: It is in a forest/ a park/ a national park. 

Teacher: It is in Cuc Phuong National Park. 

The teacher used pictures to introduce the other national parks in Vietnam (Tam 

Dao, Cat Ba, Bach Ma, Nam Cat Tien, Phu Quoc) and in the world, Nairobi 

National park in Kenya, Everglades in the US. 

The teacher introduced the reading task and text, then pre-teach Vocabulary 

explicitly: 

List of vocabulary in pre-teach:  

1. Survive – Survival: / sə'vaiv / sống sót, sự sống sót, tồn tại 

2. Orphan: /ˈɔr.fən/ mồ côi, lạc cha (mẹ) 

3. Contaminate -  Contamination:/ kən¸tæmi´neiʃən/ sự làm bẩn, sự làm ô uế; 

4. Pollution: /pəˈluʃən/ sự ô nhiễm 

Notes: Form, meaning, and use of vocabulary are clearly focused in two steps of 

presenting and checking vocabulary.  

Then the teacher to scan through the reading text and do the matching exercise for 

vocabulary meaning. 

 

 

Students scanned through the text and match vocabulary with its meaning.  

Vocabulary checking: teacher check the meaning of vocabulary with students, one 

word to another, with one student to another. 

Task 2: Connection 

The teacher asked the students to read the texts and fill in the grid with a relevant 

comparison of three National Parks: Cuc Phuong National park in Vietnam, Nairobi 

National park in Kenya, Everglades in the US. 

Students read and fill in the grids with information from the coursebooks. Then 

some of the students were invited to copy their answer on the board. The teacher 

checked the students' responses on the board. 

 

 

1. Establish: (v) a. to have something inside 

2. Contain: (v) b. to start an organization... 

3. Sub-tropical: (adj) c. a group/ groups of animals or plants 

4. Contamination: (n) d. state of continuing to exist/ live 

5. Survival: (n) e. a state of being polluted 

6. Species: (n) g. related to an area near the tropical area 
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Task 3: Interaction and reflection 

The teacher asked students to discuss follow-up questions about the three National 

Parks with their friends in groups. 

1. Of the three parks, which would you like to visit most? Why? 

2. Do we have any problems with Cuc Phuong National Park? What are they? 

3. What information that you wish to add to the Passage about Cuc Phuong 

National Park? Why? 

4. Why is Everglade National Park endangered? 

5. How does Nairobi National park treat orphaned and abandoned animals? 

6. What should we do to protect Cuc Phuong National Park? 

Students worked in groups and discussed the questions. 

The teacher checked the students' answer by Lucky Picture Game 

Samples of students' responses: 

1. What information that you wish to add to the Passage about Cuc Phuong 

National Park? Why? 

- Students: (searching information from the reading text) I would add more 

information about animals and plants in Cuc Phuong because I want people to 

know more about it. 

2. Why is Everglade National Park endangered? 

- Students: There are toxic levels of chemicals in the water.  

3. How does Nairobi National park treat orphaned and abandoned animals? 

- Students: They are well taken care of.  

4. Of the three national parks, which would you like to visit most? Why? 

- Student: I would like to visit Nairobi National park because the animals 

there are various. 

- Teacher: Of the various animals in Nairobi National park, can you guess 

what they are? 

- Student:  elephant, tiger, lion,… 

5. Do we have any problems with Cuc Phuong National Park? What are 

they? 

- Student: I think it is littering. People who camp there leave a lot of 

garbage that contaminates the environment. 

6. What should we do to protect Cuc Phuong National Park? (Written 

homework) 
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Appendix O. Students’ responses to IcLLT lessons (using the pilot coursebook) 

1. How do you think of the cultural content in the lessons? 

 

Positive Negative 

I like the communication and culture lessons, too. (1) 

I like the lesson structure and activities. (1) 

I like the content and activities. (1) 

It is very interesting (11), useful (11), practical (3), informative (4). 

I think the lessons are very successful (4) and suitable (2) to me. 

None   

 

Total: 36 0 

2. What do you (do not) like about the lessons? Do you have any suggestions? 
 

Category Sub-category  Like Don’t like Suggestions 

Language area Vocabulary I learn culture and extend my 

vocabulary in an interesting way (2). 

Total: 2  

The reading texts 

contain many new and 

difficult words. (1) 

Total: 1  

 

Skills I like reading and listening lessons, 

from which I learn more about my 

and other traditions. (1) 

I can study new cultures and develop 

speaking and listening skills. (1) 

It helps me so much because I can 

improve my language skills (1)/ all 

skills that can help me in the future 
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(1).  

Cultural 

content  

Topic I like to study cultural variety/ 

differences among the countries. (12) 

I like cultural diversity in the lessons: 

festivals, celebrations, and gender 

equality. (1) The content is 

interesting to talk about. (1) 

I extremely like the cultural content: 

interesting (4), practical (3) and 

informative. (2) 

I learn a lot from up-to-date 

information from the lessons (2), 

which complement the coursebook 

information. 

Total: 29  

I am not yet satisfied 

with cultural content, 

I wish to study more 

and exploit more at a 

deeper level. (1) 

 

 

 

 

 

Total: 1 

I want to know more about 

Thai (1) and Chinese 

cultures (1). 

I wish to have more topics 

about how to conduct well 

in other cultures (1), how to 

choose a suitable career (1), 

how to be a better person in 

my life (3).  

More true stories with 

interesting facts and 

practical lessons (1) and 

cultural practices of other 

countries (1) should be 

introduced in the lessons. 

Total: 9  

Activities  Videos 

Pictures 

 

 

 I love to have more videos, 

films, music, etc. in my 

lessons. (2) 

Total: 2  

IcLLT 

activities 

I like to talk to Ms. Liza, the guest 

speaker. (1) 

I like project-based and 

extracurricular activities (2) because 

I can explore and learn many 

practical things.(1) 

 I have more chance 

expressing my personal 

reflections and attitudes 

towards certain issues.(1) 

I would learn more from 

critical judgments towards 
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I like the topic in which I can relate 

to myself. (1) 

I like the content and activities because 

I can apply it in the futures. (1) 

I like cultures and thoughts of 

foreign people. (1) 

I love to study cultural diversity and I 

love the "beauty of integrity" (1). 

I like about gender equality; thanks 

to it I know that we have a high level 

of gender equality. (1) 

I like to compare cultures, and 

express my ideas and attitudes freely 

and practice speaking at the same 

time. (1) 

I like to see the same cultural issues 

from different aspects. (1) 

It helps so much when we learn and 

improve all skills that can help us in 

the future. (1) 

Total: 12  

the same event.(1) 

More detailed and deeper 

discussions on a cultural 

content or issue.(1) 

Teachers should ask 

students to explore cultures 

first before teaching.(1) 

More interactive 

discussions on practical 

issues.(1) 

We should have more 

chance of exploring and 

sharing the cultures that we 

are going to study. (1) 

Lessons should not focus on 

grammar and “theory”. (1) 

 

 

 

 

 

Total: 7  

 Others I like cultural diversity in the lessons: 

festivals, celebrations, and gender 

equality. The content is interesting to 

talk about. 

I don’t like to have a 

lot of homework. (5) 

Total: 5  

There should be less 

homework. (2) 

 

Total: 2 
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Appendix P. Students’ responses to IcLLT lessons (using the standard coursebook) 

1. How do you think of your cultural aspects in your English lessons? 

Positive Neutral Negative 

Interesting/exciting/fun (18) 

 Good (6)/ helpful (5) 

Total: 29 

Normal (3) 

 

Total: 3  

Tedious (1)/fast (1) 

 

Total: 2  

2. What do you (do not) like (and want) about the lesson? Do you have any suggestions? 

Category Sub-Category Like Don’t like Suggestions 

Language area Vocabulary I know many new words 

relevant to the topic. (3) 

 

Total: 3 

Too much new words.  

Not have many pictures to 

illustrate new words. (1) 

Total: 1 

 

Cultural 

content  

Topic I can know more culture 

in the world. (1) 

I can know about 

different kinds of zoos in 

the world. (3) 

 

 

 

 

 

Total: 4 

 

The content is out-of-date. 

(1) 

The topic is not 

interesting. (1) 

 

 

 

 

 

 

Total: 2 

I love to have more cultural content 

to be included. (3) 

Give more information about (1) 

Vietnamese culture and (1) English 

speaking country (1) more about 

global cultures. 

Cultural content should be updated, 

practical (4) and the topics should be 

familiar to the students (4). 

I love to study something fun. (2) 

Total: 16 
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Activities  Videos 

Pictures 

I watch video clips and 

pictures (interesting, 

related to the topic). (15) 

 

Total: 15 

Pictures and clips are not 

enough. (1) 

The pictures in the 

coursebooks are not 

catchy. (1) 

Total: 2 

More pictures and video clips in 

classes. (1) 

 

 

 

Total: 1 

Games I like the games. (4) 

I like the fact that our 

group won the game. (1)  

Total: 5 

 Add more games related to the 

lesson. (3) 

 

Total: 3 

Tasks/ 

Other IcLLT 

activities 

 Some questions are 

difficult. (4) 

I don’t like homework. 

(1) 

 

 

 

Total: 5 

I would like to explore more about 

cultures. (1) 

I love to have more extracurricular 

activities. (1) 

I think there should be more 

interactive activities. (1) 

Total: 3 
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Appendix Q.  Students’ responses to cultural exchange activities 

A. Summary of students’ perceptions of cultural exchange activities 

Perceptions  Subcategories Freq Examples 

 

 

 

 

 

 

 

Building IC   

 

Building IC 

knowledge 28 

“I really like to join in cultural exchange 

activities, because they help me to improve my 

knowledge.” 

“I know more about the cultures in Vietnam 

and other countries.” 

 

Introducing 

cultures 

6 

“I like joining because I can show my culture 

to foreign teachers.” 

“… I can help foreigners to know more 

Vietnamese traditions and cultures.”  

Exploring 

cultures 
5 

"… cultural exchange activities help me to 

discover different cultures and religions of 

countries in the world." 

Building 

intercultural 

attitudes/skills 
2 

“…I can improve my communication and 

culture ability…” 

“… I have many opportunities to exchange 

culture, learn many things for my future.” 

Building CC  
Language 

development  
12 

“…I can communicate with foreigners.” 

“…I can improve my speaking and listening 

skills.”  

Social 

relationship 

Social 

relationship 
5 

“Yes, because I will have new friends.” 

“Yes, I can meet many people and friends.” 

Enjoyment  Enjoyment  9 
“Yes, because it is fun.” 

“Yes, because it is very interesting.” 

Total 67  

 

B. Evidence of students’ engagement in cultural exchange activities 

 

Communication Subcategories Freq Examples 

 

 

 

 

 

 

Sharing local 

culture  

A variety of 

cultural 

aspects in 

general  

32 

I shared the traditions,  

traditional food, and custom. 

I shared traditions, celebrations, and others. 

I shared the culture of my country. 

Common 

cultural 

practices  

14 

I have shared foods and southern lion dance 

in Tet. 

I told them about the special cakes in Tet’s 

holiday like Chung cake, Day cake, and some 

fruits, flowers, and customs in New Year.  

I have shared my activities on Tet's holiday 

like helping my family. 

The meaning of giving lucky money: maybe, 
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it brings good luck for everyone. 

I shared some popular activities which 

happen in during Tet’s holiday like Southern 

Lion Dance. 

I have shared traditional foods and popular 

flowers on Tet's holiday. 

Cultural 

values of 

Moon and Tet 

festivals 

5 

I shared that Tet holiday is the best 

celebration in Vietnam because it is family 

reunion: all people in the family will come 

back home. 

I shared activities at Moon festival and the 

story about the rabbits' life in the moon.  

I shared how Tet Viet means to us, how we 

worshipped and arrange the fruits on the 

altars to show our respects to our ancestors in 

Tet holiday. 

Moon festival 

in Khmer 

culture 

1 

It was about cultural celebrations in Vietnam, 

especially in my culture:  Ok-om-bok 

festival. 

Teaching 

Vietnamese 
1 

I taught a teacher how to say New Year 

greetings and wishes.  

Learning from 

other cultures 

Common 

cultural 

practices  

15 

I learn the culture of France about the new 

year: at Eve, people will shut up gold coins 

pray for wealth 

I know Moon Festival in Taiwan, having to 

eat Moon cake and opening barbecue. It is 

interesting that we are similar. 

A French teacher told me that s she went 

camping with her family in New Year 

celebration.  

I know more the flowers in the spring and 

traditional clothes in Taiwan 

I know a typical culture –  tea drink of Japan 

I can know more Korean bands, buildings, 

foods, … 

 

Ways of 

communicati

on 

2 

I learned that our foreign teachers were 

very friendly with everyone; they didn't 

treat me like a child but as an adult 

person. 

They are nice. I like the polite way when 

we communicate together. They try to 

make us understand politely.  
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Appendix R. The teachers’ responses of IcLLT model  

 

Themes Excerpts Interpretations 

Representations of culture in teaching 

Teacher. E: No, no session for culture is included. It 

has sessions such as listening, speaking, reading, 

writing, and language focus. The texts about Vietnam 

or other countries do not appeal the students because 

they lack comparison and personalization. 

The representation of 

intercultural contents and 

activities in the two 

coursebooks are different. 

Teacher. C: To the official curriculum and 

coursebooks, teaching focuses on language. In my 

teaching, I focus on teaching language because it is 

overwhelming, still related to culture but rarely 

introduced, so I mainly teach language. 

Language is the focus of 

the standard coursebooks. 

 

Teacher. C: It would be great if more cultural 

contents were included in my coursebooks. Vietnam 

and other ASEAN countries share many cultural 

practices, which are familiar to the students’ prior 

knowledge. It is easier and more interesting for the 

students to compare cultures. 

Benefits of including 

ASEAN cultures and 

teaching the similarities 

in comparing cultures.  

Perceptions of IcLLT implementation 

Teacher E: The most challenging step to apply is the 

reflection. If it is a kind of interactive activities in 

class, the students like it. But when it is in written 

assignments, the students feel under pressure.   

The feasibility of 

reflections is unproven. 

Teacher E: The students like interaction because they 

can talk to their friends and teachers. They also 

prepare some questions about the topic. We should 

give them opportunities to share their own culture.  

The feasibility of 

interaction is proven.  

Teacher C: In my lessons, I always try to ask my 

students to think critically, understand the discussion 

and give their own opinions. It does not follow what 

is fixedly presented in the coursebook; reading the 

text and answering the questions. By this way, the 

students learn new knowledge and how to show their 

own reflections on it. It is interesting, partly because 

The novelty and merit of 

reflection: involving the 

students’ engagement and 

critical thinking  
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it is new, and they learn in a different way.  

Teacher E: For the extension step, it is a great one. In 

this step, the students engaged in intercultural 

practices; they could present their own ideas, studied 

by themselves; as far as the students were concerned, 

they had positive attitudes towards this step.  

The extension invokes 

students’ practice in 

genuine intercultural 

interaction. 

Teacher C: if I have enough time, I will apply the two 

last steps in the coming school year. If the lesson 

content is suitable for teaching cultures, I will apply 

all of the steps of IcLLT model to help the students 

get used to a new way of learning.  

Reflections and extension 

are more likely to be 

maintained.   

Teacher E: IcLLT includes cultural objectives; but in 

usual classes, this is an extension part presented by 

the teachers. However, there is a difference between 

being presented by the teachers and self-constructed 

by the students through critical questions. If the 

teacher presents an educational lesson, the students 

listen but we are not sure whether they understand or 

not. If the students can draw out their own lesson, 

they understand it. 

Students actively 

constructed their own IC 

to achieve intercultural 

objectives. 

Suggestions for the extension of IcLLT implementation  

Teacher C: I think the students should be introduced 

with this model earlier to get used to its activities. 

They need time to build up their learning habits. I 

think we need to instruct them on how to work in 

each step... how to search for related recourses.  

The students should be 

oriented with learning 

strategies.  

Teacher E: As long as the activities were at the 

students’ reasoning ability and language level, it will 

be OK. 

The reasoning ability and 

language level of the 

students was important. 
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OUTPUTS OF DESCRIPTIVE AND INFERENTIAL STATISTICS 

SUPPORTING QUANTITATIVE ANALYSIS 

Table 4.1. Teachers’ beliefs , perceived practices, and practices 

Descriptive Statistics 

 

Clusters N Minimum Maximum Mean Std. Deviation 

Mean Aa 101 2.50 5.00 4.27 .48927 

Mean Ab 101 2.29 5.00 3.82 .44703 

Mean B 101 1.63 3.75 2.76 .46517 

Valid N (listwise) 101     

 

Notes: 

Cluster Aa: Teachers’ beliefs  

Cluster Ab: Teachers’ perceived practices 

Cluster B: Teachers’ practices 

 

Between-groups ANOVA 

 

 
Sum of 

Squares df Mean Square F Sig. 

Between Groups 150.362 3 50.121 153.644 .000 

Within Groups 130.485 400 .326   

Total 280.847 403    
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Table 4.2. Correlations between teachers’ beliefs, perceived practices, and practices 

 

 
Mean of 

cluster Aa 

Mean of  

cluster Ab 

Mean of  

cluster B 

Mean of 

cluster Aa 

Pearson 

Correlation 

1 .606** .346** 

Sig. (2-tailed)  .000 .000 

N 101 101 101 

Mean of 

cluster Ab 

Pearson 

Correlation 

.606** 1 .407** 

Sig. (2-tailed) .000  .000 

N 101 101 101 

Mean of 

cluster B 

Pearson 

Correlation 

.346** .407** 1 

Sig. (2-tailed) .000 .000  

N 101 101 101 

 

**. Correlation is significant at the 0.01 level (2-tailed). 

Table 4.3.  Teachers' beliefs about intercultural integration objectives 

 

Items N Minimum Maximum Mean Std. Deviation 

A1 101 1.00 5.00 4.53 .60933 

A2 101 1.00 5.00 4.21 .71560 

A6 101 1.00 5.00 4.18 .82113 

A8 101 1.00 5.00 4.15 .71739 

Valid N 

(listwise) 

101 
    

 

 

 

 



206 

Table 4.4. Teachers’ perceived practices of intercultural integration  

 

Items N Minimum Maximum Mean Std. Deviation 

A3 101 1.00 5.00 4.00 .74833 

A5 101 1.00 5.00 3.98 .72084 

A7 101 1.00 5.00 3.86 .86058 

A9 101 1.00 5.00 3.70 .74222 

A10 101 1.00 5.00 3.68 .83583 

A11 101 1.00 5.00 3.94 .69024 

A12 101 2.00 5.00 3.55 .76779 

Valid N 

(listwise) 

101 
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Table 4.5. Mean scores of teachers’ intercultural integrating practices 

 

Items  N Minimum Maximum Mean Std. Deviation 

B1 101 3.00 5.00 3.48 .59320 

B2 101 2.00 5.00 3.59 .55097 

B3 101 3.00 5.00 3.72 .53139 

B4 101 1.00 4.00 3.27 .63073 

B5 101 1.00 5.00 3.08 .91305 

B6 101 1.00 5.00 2.58 .79079 

B7 101 1.00 4.00 2.68 .72015 

B8 101 1.00 4.00 2.42 .82786 

B9 101 1.00 4.00 1.57 .80432 

B10 101 1.00 4.00 1.88 .88642 

B11 101 1.00 5.00 3.17 .81326 

B12 101 1.00 5.00 3.36 .74275 

B13 101 1.00 4.00 2.8 .82546 

B14 101 1.00 4.00 2.52 .83203 

B15 101 1.00 5.00 2.42 .85167 

B16 101 1.00 4.00 1.62 .79814 

Valid N 

(listwise) 

101 
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Table 4.6. Factors contributing to the practices of integrating culture into EFL 

teaching  

ANOVA 1 

Impact of teachers’ teaching experience (based on coursebook teaching) on their 

intercultural teaching practices  

 

 Sum of Squares df Mean Square F Sig. 

Between Groups .076 1 .076 .351 .555 

Within Groups 21.562 99 .218   

Total 21.638 100    

 

ANOVA 2 

Impact of teachers’ international experience on their intercultural teaching 

practices  

 

 Sum of Squares df Mean Square F Sig. 

Between Groups .323   1 .323 1.501 .223 

Within Groups 21.315 99 .215   

Total 21.638 100    

 

ANOVA 3 

 

Impact of teachers’ educational degree on their intercultural teaching practices 

 

 Sum of Squares df Mean Square F Sig. 

Between Groups .944 1 .944 4.514 .036 

Within Groups 20.694 99 .209   

Total 21.638 100    
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Table 4.7. Means of teachers’ concerns about intercultural integration 

Table 4.7. a. Means of teachers’ concerns about intercultural integration by clusters 

 

Clusters N Minimum Maximum Mean Std. Deviation 

Mean of cluster Ca 101 1.00 5.00 3.63 .61301 

Mean of cluster Cb 101 1.75 4.50 3.43 .52481 

Mean of cluster Cc 101 1.00 4.67 3.09 .79329 

Mean of cluster Cd 101 1.00 5.00 3.67 .72552 

Mean of cluster Ce 101 1.00 4.00 2.35 .67302 

Valid N (listwise) 101     

 

Notes: 

Cluster Ca: Curriculum and coursebook 

Cluster Cb: Management aspects 

Cluster Cc: Teachers’ IC and instructions 

Cluster Cd: Learners and their learning  

Cluster Ce: Negative effects of intercultural integration  
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Table 4.7. b. Means of teachers’ concerns about intercultural integration by items 

 

Items N Minimum Maximum Mean Std. Deviation 

C1 101 1.00 5.00 3.66 .91034 

C2 101 1.00 5.00 3.76 .69866 

C3 101 1.00 5.00 3.48 .88988 

C4 101 1.00 5.00 3.23 .97858 

C5 101 1.00 5.00 3.17 .95989 

C6 101 1.00 5.00 2.88 1.07039 

C7 101 1.00 5.00 3.87 .82053 

C8 101 1.00 5.00 3.46 1.05418 

C9 101 1.00 5.00 4.24 .72317 

C10 101 1.00 5.00 3.55 .96411 

C11 101 1.00 5.00 2.67 1.02087 

C12 101 1.00 5.00 2.54 .90027 

C13 101 1.00 4.00 2.42 .81569 

C14 101 1.00 5.00 2.10 .76818 

C15 101 1.00 5.00 3.24 .88776 

Valid N 

(listwise) 

101 
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Table 4.8. Level of teachers’ concerns in terms of curriculum in two groups  

 

Coursebook teaching  C1 C2 C3 MeanC 

.00 Mean  3.74 3.81 3.52 3.69 

N 73 73 73 73 

Std. Deviation .89795 .63809 .92960 .63881 

1.00 Mean 3.43 3.61 3.36 3.46 

N 28 28 28 28 

Std. Deviation .92009 .83174 .78004 .51514 

Total Mean 3.6535 3.7525 3.4752 3.6271 

N 101 101 101 101 

Std. Deviation .91034 .69866 .88988 .61301 

Notes: 

0: Standard coursebook only  

1: Both pilot and standard coursebook 
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Table 4.9. Statistical differences in curriculum concerns by the teachers in two 

groups  

Items 
Sum of 

Squares df 

Mean 

Square F Sig. 

C1 Between 

Groups 

1.959 1 1.959 2.397 .125 

Within Groups 80.912 99 .817   

Total 82.871 100    

C2 Between 

Groups 

.818 1 .818 1.688 .197 

Within Groups 47.994 99 .485   

Total 48.812 100    

C3 Between 

Groups 

.540 1 .540 .680 .411 

Within Groups 78.648 99 .794   

Total 79.188 100    

Mean of 

Cluster 

Currlculum  

Between 

Groups 

1.032 1 1.032 2.795 .098 

Within Groups 36.546 99 .369   

Total 37.578 100    

 

No significant difference in curriculum concern between two group teachers using 

different coursebooks by One Way Between Subject ANOVA  
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Table 4.10. Mean scores of teachers’ expectations 

Table 4.10.a.  Mean scores of teachers’ expectations by clusters 

 

Clusters 
N Minimum Maximum Mean 

Std. 

Deviation 

Mean of cluster Da 101 2.67 5.00 3.90 .46971 

Mean of cluster Db 101 1.00 5.00 4.08 .69316 

Mean of cluster Dc 101 2.00 5.00 3.88 .66764 

Valid N (listwise) 101     

 Notes: 

Cluster Da: Coursebooks and curriculum  

Cluster Db: Professional development  

Cluster Dc: Management aspects  

 

Table 4.10.b.  Mean scores of teachers’ expectations by items 

 

Items N Minimum Maximum Mean Std. Deviation 

D1 101 1.00 5.00 3.99 .74155 

D2 101 2.00 5.00 3.99 .51952 

D3 101 1.00 5.00 4.12 .71116 

D4 101 1.00 5.00 4.03 .88832 

D5 101 1.00 5.00 4.09 .86138 

D6 101 2.00 5.00 3.73 .70556 

D7 101 1.00 5.00 4.08 .93470 

D8 101 2.00 5.00 3.68 .76067 

Valid N 

(listwise) 

101 
    

 

 


