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Educational change, particularly English language teaching (ELT) peda-

gogical reforms, has received much attention from language researchers 

in the era of globalization and internationalization. Despite the recognition 

of problems in implementation, ELT pedagogical reforms have been widely 

introduced and adopted in schools all over the world, particularly in Vi-

etnam. What English teachers’ overall perceptions, understanding, and 

practices are, and what influential factors on response to ELT pedagogical 

reforms are, the major foci in this study. The data were collected from 102 

teachers of English as a Foreign Language (EFL) in different high-schools 

(grades 10, 11 and 12) in the Mekong Delta. The results from the question-

naire and interview revealed that the teachers highly perceived ELT peda-

gogical reforms. Moreover, the results also showed that the teachers well 

understood the values of ELT pedagogical reforms. However, the findings 

also showed that the teacher’s practices of ELT pedagogical reforms were 

above average and that their practices did not match with their under-

standing of the values of ELT pedagogical reforms. Besides that, from the 

findings, the EFL high-school teachers were relative strongly influenced, 

both the internal and external factors; the main influential factors are stu-

dents’ learning outcomes after implementing ELT pedagogical reforms, 

teachers’ attitudes towards the adoption of these reforms, and teachers’ 

self-efficacy on their teaching. Moreover, the study contributed an inter-

esting finding to the literature that teaching and learning culture is a factor 

that influenced teachers’ responses. Based on these findings, implications 

were made for enhancing teachers’ teaching practices in response to ELT 

pedagogical reforms. 
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1. INTRODUCTION 

In the era of globalization, the governments of many 

countries are focusing on educational reforms, espe-

cially English language teaching pedagogical re-

forms (ELT pedagogical reforms). In Vietnam, to 

enhance positive results in teaching and learning 

English, Decision No. 1400/QĐ-TTg (Deputy 

Prime Minister, 2008) and Decision No. 2658/QĐ-

BGDĐT (MOET, 2018) are promulgated. However, 

the results of English in the annual national gradua-

tion examination of high-school students in Vietnam 

are still not satisfactory (Nguyen, 2018). The rea-

sons for this subjective judgment are due to far-off 

and unrealistic goals (Le & Nguyen, 2018) because 

these goals do not match with the proficiency and 

willingness to change of high-school teachers of 
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English as a Foreign Language (EFL). Actually, the 

person directly involved in the project is none other 

than the EFL high-school teachers. Any ELT 

changes or reforms in education and pedagogy can-

not be effective without EFL high-school teachers’ 

participation. Therefore, their opinions are im-

portant to see whether these reforms are appropriate 

or not, realistic or unrealistic. Although there are 

many studies on educational change and pedagogi-

cal reforms in countries around the world, including 

Vietnam (i.e. Harvey & Broyles, 2010; Ibrahim, Al-

Kaabi, & El-Zaatari, 2013; Nguyen & Burns, 2017), 

there is still little research to find out how EFL high-

school teachers perceive ELT pedagogical reforms, 

especially in the Vietnamese context; and, how Vi-

etnamese EFL high-school teachers respond to these 

reforms in practice and the reasons why they resist 

or accept these reforms needs to be well-explained. 

Due to the reasons presented, this study is aimed to 

figure out (1) EFL high-school teachers’ overall per-

ceptions and their understanding of ELT pedagogi-

cal reforms, (2) their practice in response to these 

reforms, and (3) the factors that influence their re-

sponses to ELT pedagogical reforms. 

2. LITERATURE REVIEW 

2.1. Definitions of ELT pedagogical reforms 

“Pedagogy”, playing a crucial role in education, has 

been well-defined in the literature. Firstly, Ozuah 

(2016) defined pedagogy literally as “the art and sci-

ence of teaching children” (p.83). Additionally, in 

Cambridge dictionary, pedagogy means “the study 

of the methods and activities of teaching”. Accord-

ing to a definition provided by Watkins and Morti-

more (1999), the term “pedagogy” is “any conscious 

activity by one person designed to enhance learning 

in another” (p.17). The characteristics of pedagogy 

are topic orientation, the uses of lecture and other 

cognitive techniques, the uses of reinforcement to 

encourage students’ learning, and the important role 

of the teachers (Marshak, 1983). While a variety of 

definitions of the term “pedagogy” have been sug-

gested, pedagogy is used solely when referring to 

the art of teaching that includes teaching activities 

designed to develop students’ learning in this study. 

As a result, the term “ELT pedagogical reform” 

means a process of transforming pedagogy related 

to ELT from the original form to a new form to en-

hance EFL students’ learning. The ELT pedagogical 

reforms are characterized by the same elements with 

pedagogy but they focus more on ELT. Peterson et 

al. (1994), cited in Knapp (1997), stated that reform-

ing pedagogy is considered as a chance to learn. It 

means that pedagogical reforms aim to do a process 

of professional development and continue to learn 

new things. 

2.2. Needs for ELT pedagogical reforms 

Burner (2018) pointed out the three needs for ELT 

pedagogical reforms, namely globalization, techno-

logical development, and the development of re-

search into teaching and learning approaches. 

 Globalization: When globalization increases, it 

leads to a diverse population with many different 

cultures and different languages. Educational 

change or ELT pedagogical reforms are aimed to 

provide knowledge for students to be able to learn 

in a multilingual classroom. 

 Technological development: Advancements in 

technology create new ways of teaching and 

learning, new types of knowledge, new jobs, and an 

unpredictable future. Further, it requires an 

educational change to catch up the technological 

development.  

 The development of research into teaching 

and learning approaches: The number of 

researches related to the effectiveness of teaching 

and learning approaches provided valuable 

information about which approach is suitable for 

teaching and learning in different contexts. 

Therefore, more research is conducted to provide 

information on teaching approaches, the more 

effective teaching can be. 

2.3. Types of ELT pedagogical reforms in 

Vietnam 

Based on the Decisions No. 2658/QĐ-BGDĐT 

(Ministry of Education and Training of Vietnam – 

MOET) and No. 2540/SGDĐT-GDTrH (Depart-

ment of Education and Training – DOET), 15 spe-

cific tasks to reform English pedagogy, considered 

as the types of ELT pedagogical reforms in this 

study, are (1) establishing English communities, (2) 

doing ELT action research, (3) focusing on language 

use, (4) using open-ended questions or referential 

questions to enhance students’ critical thinking, (5) 

teaching grammar in context, (6) integrating skills 

in a lesson, (7) using technology in teaching, (8) 

teaching vocabulary in phrases and collocations, (9) 

using mind-map, (10) conducting subject-based 

studies, (11) adapting teaching materials, (12) par-

ticipating extra-curricular activities and English 

speaking clubs, (13) designing English proficiency 

tests based on the Vietnamese Standardized Test of 
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English (VSTEP) framework, (14) implementing 

oral tests, and (15) doing on-going assessment. 

2.4. Teachers’ response to ELT pedagogical 

reforms 

The two ways of teachers’ response to ELT peda-

gogical reforms are resistance and acceptance. 

2.4.1. Teachers’ resistance to ELT pedagogical 

reforms 

Resistance to change is a kind of mentality that peo-

ple resist unusual things (Gravenhorst, 2003, cited 

in Ali El Zaatar, 2011). Ali El Zaatar (2011) defined 

term resistance to change as a lack of interest and 

collaboration to make a change, and people who re-

sist change prefer to keep the status quo. Fullan and 

Ballew (2004) described a change as a double-edged 

sword because the change cannot occur in stagnant 

societies where people are not interested in chang-

ing. 

2.4.2. Teachers’ acceptance of ELT pedagogical 

reforms 

According to Ali El Zaatar (2011), the differences 

in school culture create different responses to 

change. When change occurs, some teachers resist 

changing because of several causes. However, 

change can be accepted and supported. Change ac-

ceptance plays the opposite pole of change re-

sistance (Coetsee, 1999). Mohamad et al. (2019) 

called resistance and acceptance as the two-polar 

opposite of change. Other than change resistance, 

there is little research on change acceptance. While 

the topic resistance to change has been studied 

through the years, acceptance to change cannot find 

a concrete definition (Mohamad et al., 2019). 

2.5. The influential factors of EFL high-school 

teachers’ response to ELT pedagogical 

reforms 

Based on the foundations of Ali El Zaatar (2011) 

and Thieman (2000), the researcher created a more 

detailed model of EFL teachers’ responses to ELT 

pedagogical reforms influential factors, which are 

divided into two groups of the internal factors and 

the external factors. First, the internal factors in-

clude prior learning and teaching experiences, 

teaching beliefs, teachers’ attitudes, teachers’ confi-

dence in learning abilities, stress, teachers’ partici-

pation in educational reforms, teachers’ sense of 

empowerment, and teachers’ self-efficacy. Second, 

the external factors consist of previous educational 

policies, professional communities and colleagues, 

institution managers’ leadership, students’ learning 

outcomes, and time for implementing. Figure 1 de-

scribes the overview of influential factors. 

 
Figure 1. The influential factors of EFL teachers' practice in response to ELT pedagogical reforms 
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3. METHODOLOGY 

This study was guided by three research questions, 

in which the research question 1 was divided into 

two sub-questions. 

1. What are EFL high-school teachers’ per-

ceptions of ELT pedagogical reforms? 

1a. What are their overall perceptions of 

ELT pedagogical reforms? 

1b. What is their understanding of ELT 

pedagogical reforms? 

2. What is EFL high-school teachers’ prac-

tice in response to ELT pedagogical re-

forms? 

3. What factors influence EFL high-school 

teachers’ response to ELT pedagogical re-

forms? 

To identify EFL high-school teachers’ overall per-

ceptions, understanding, practice in response, and 

the factors that influence their responses to ELT 

pedagogical reforms, this study was conducted 

quantitatively, followed by qualitatively, i.e. a 

mixed-method approach. There are strengths in the 

mixed-methods approach because different methods 

can support each other to draw a complete research 

picture (Morrison, 2007). While quantitative data 

provides information on a large sample and yields 

results on frequency and magnitude of trends, qual-

itative data offers insightful perspectives on the re-

search topic and provides details of the situation. 

The two methods when combined together allow the 

research to assess both outcomes and process of the 

social phenomenon. 

The questionnaire consisted of 34 items, represent-

ing three clusters, including teachers’ understand-

ing, practice in response, and the factors that influ-

ence their responses to ELT pedagogical reforms. 

The Likert-scale, ranging from strongly disagree (1) 

to strongly agree (5) and from never (1) to always 

(5), was used. Besides that, in the questionnaire, 

there was option “Others”, which was used to obtain 

more ideas from the teachers if the items did not 

cover enough issues. Furthermore, semi-structured 

interviews were conducted to gain more insights 

into teachers’ thoughts on the topic. 

The questionnaire in format of Google Form was 

sent via email to collect data from 102 EFL high-

school teachers, who are working at different high 

schools in seven provinces and cities in the Mekong 

Delta in Vietnam. Besides that, because of COVID-

19 pandemic, the interviews were conducted online 

by these platforms, Zalo, Zoom, and Skype. 

4. RESULTS 

The results of the questionnaire and the findings 

from the interviews were presented in this section. 

4.1. EFL high-school teachers’ overall 

perceptions of ELT pedagogical reforms 

A descriptive statistics test was run on the mean 

score of teachers’ overall perceptions and three clus-

ters including understanding, practice, and influen-

tial factors. The results represented in Table 1 show 

that the mean score of teachers’ overall perceptions 

(M = 3.80) is relatively high. Therefore, to confirm 

that there was a significant difference between the 

mean score 3.80 and the test value 3.50, the accepted 

score for a medium level of teachers’ overall per-

ceptions, a one-sample T-test was run. The results 

of this test showed that they were different (p<.05). 

It can be concluded that ELT pedagogical reforms 

were highly perceived by EFL high-school teachers 

in this study. 

Besides that, among the three clusters, the mean 

score of teachers’ understanding of ELT pedagogi-

cal reforms (M = 4.28) is highest. Although the re-

sults of that of practice and the influential factors are 

not as that high, they are accepted as a high level of 

perceptions with the mean scores 3.68 and 3.74 re-

spectively.  

Table 1. EFL high-school teachers’ overall perceptions (N = 102) 

Variables N Min. Max. Mean SD 

Understanding 102 1.40 5.00 4.28 .54 

Practice 102 1.87 4.80 3.68 .50 

The influential factors 102 2.57 4.57 3.74 .38 

Total mean = 3.80 (M = 3.80) 

Furthermore, although they highly understood the 

values of ELT pedagogical reforms, their practice in 

response to ELT pedagogical reforms seemed to be 

not correspondent with. However, it could be ex-

plained that their practice in response was affected 

by the influential factors when the mean score of 

practice and that of the influential factors are not sig-

nificantly different. 
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4.2. EFL high-school teachers’ understanding 

of ELT pedagogical reforms 

A descriptive statistics test was run on the mean 

score of teachers’ perceptions of their understand-

ing, which consists of the first five items represent-

ing the definitions, the functions, and needs for ELT 

pedagogical reforms. The results of Table 2 show 

that the mean score of teachers’ perceptions of un-

derstanding of ELT pedagogical reforms (M = 4.28) 

is high. A one-sample T-test was run to check 

whether this mean score was different from the test 

value 3.50 or not. The results supported the conclu-

sion that EFL high-school teachers had a high un-

derstanding of ELT pedagogical reforms (p<.05).  

Besides that, the mean score of teachers’ percep-

tions of their understanding of the need for globali-

zation (M = 4.42) was the highest, followed by that 

of functions (M = 4.34), need for technological de-

velopment (M = 4.29), definitions (M = 4.21), and 

need for the development of research into teaching 

and learning approaches (M = 4.16). It could be con-

cluded that EFL high-school teachers understood 

ELT pedagogical reforms very well, especially their 

understanding of the need for globalization. In other 

words, teachers agreed that reforming ELT was a 

process of transforming the traditional teaching 

methods to the newer ones. Then, it was a chance to 

improve their teaching. Besides that, ELT pedagog-

ical reforms occur to catch up with the globalization, 

technological development, and the development of 

research into teaching and learning approaches. 

Table 2. EFL high-school teachers’ understanding of ELT pedagogical reforms (N = 102) 

Variables N Min. Max. Mean SD 

Definitions 102 2 5 4.21 .72 

Functions 102 1 5 4.34 .72 

Need for globalization 102 1 5 4.42 .74 

Need for technological development 102 1 5 4.29 .74 

Need for the development of research into teaching and learning 

approaches 
102 2 5 4.16 .64 

Total mean = 4.28 (M = 4.28) 

Additionally, the findings from the interviews made 

it understandable why teachers had that good 

knowledge of ELT pedagogical reforms. Firstly, the 

participants were active in receiving the information 

related to their works, such as reading magazines 

and newspapers, or looking for information on the 

Internet about ELT pedagogical reforms. Secondly, 

the Department or the Ministry of Education and 

Training of Vietnam also contributed to these results 

with their documentaries which provided amount of 

necessary information about ELT pedagogical re-

forms. It supported the idea that the dissemination 

of ELT pedagogical reforms in Vietnam would be 

good. 

4.3. Teachers’ practices in response to ELT 

pedagogical reforms 

A descriptive statistics test was run to investigate the 

overall mean score of teachers’ practice response 

and their response to each type of ELT pedagogical 

reforms. The results observed in Table 3 showed 

that the mean score of teachers’ practice in response 

to ELT pedagogical reforms (M = 3.68) was rela-

tively high. A one-sample T-test was also run to see 

if this mean score and the test value 3.50 were dif-

ferent or not. The results showed that the p-value 

was lower than .05. Therefore, it could be concluded 

that EFL high-school teachers highly accepted ELT 

pedagogical reforms through their practices. 

Besides that, the mean score of adapting teaching 

material (M = 4.24) was the highest, followed by in-

tegrating skills in a lesson (M = 4.14), teaching 

grammar in context (M = 4.10), doing on-going as-

sessment (M = 4.08), using technology in teaching 

(M = 3.94), using open-ended questions or referen-

tial questions to enhance students’ critical thinking 

(M = 3.94), focusing on language use (M = 3.85), 

teaching vocabulary in phrases and collocations (M 

= 3.79), implementing oral tests (M = 3.79), doing 

ELT action research (M = 3.54), conducting subject-

based studies (M = 3.52), participating in extra-cur-

ricular activities and English speaking club (M = 

3.50), using mind-map (M = 3.10), establishing 

English communities (M = 2.96), and designing pro-

ficiency tests based on the VSTEP framework (M = 

2.75). Moreover, ten-year English textbooks was 

mentioned in the “Others” item. 

It can be concluded that teachers relatively accepted 

ELT pedagogical reforms. Besides that, adapting 

teaching material, integrating skills in a lesson, and 

teaching grammar in context were accepted by most 
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of the teachers. In contrast, using mind-map, estab-

lishing English communities, and designing profi-

ciency tests based on the VSTEP framework were 

resisted by most of the teachers. 

Table 3. EFL high-school teachers' response to each type of ELT pedagogical reforms (N = 102) 

Items Types 
Mean 

score 

Never 

(%) 

Rarely 

(%) 

Sometimes 

(%) 

Often 

(%) 

Always 

(%) 

2.1 Establishing English communities 2.96 9.8 21.6 35.3 29.4 3.9 

2.2 Doing ELT action research 3.54 3.9 5.9 35.3 42.2 12.7 

2.3 Focusing on language use 3.85 2.0 2.0 25.5 50.0 20.6 

2.4 

Using open-ended questions or refer-

ential questions to enhance students’ 

critical thinking 

3.94 0 3.9 21.6 51.0 23.5 

2.5 Teaching grammar in context 4.10 1.0 0 16.7 52.9 29.4 

2.6 Integrating skills in a lesson 4.14 1.0 1.0 10.8 57.8 29.4 

2.7 Using technology in teaching 3.94 0 2.0 27.5 45.1 25.5 

2.8 
Teaching vocabulary in phrases and 

collocations 
3.79 1.0 3.9 30.4 44.1 20.6 

2.9 Using mind-map 3.10 2.9 17.6 51.0 23.5 4.9 

2.10 Conducting subject-based studies 3.52 2.9 7.8 35.3 42.2 11.8 

2.11 Adapting teaching material 4.24 0 0 12.7 51.0 36.3 

2.12 
Participating in extra-curricular activ-

ities and English speaking club 
3.50 2.9 14.7 29.4 35.3 17.6 

2.13 
Designing English proficiency tests 

based on the VSTEP framework 
2.75 13.7 24.5 39.2 18.6 3.9 

2.14 Implementing oral tests 3.79 0 7.8 23.5 50.0 18.6 

2.15 Doing on-going assessment 4.08 2.0 1.0 11.8 57.8 27.5 

Total mean = 3.68 (M = 3.68) 

The qualitative data showed that in terms of the most 

supported types, all teachers participating in the in-

terviews confirmed that they usually adopt these 

types of ELT pedagogical reforms in their teaching. 

Several reasons for adopting specific types of ELT 

pedagogical reforms, especially adapting teaching 

materials, were mentioned to explain for the teach-

ers’ acceptance. The reasons refer to making their 

students less bored, reducing the difficulties of les-

sons to be more appropriate to their students’ levels, 

and bringing many benefits. In contrast, although 

each teacher differently responded to the types they 

resisted, specifically designing tests based on 

VSTEP framework, they did not adopt these types 

much due to the unsuitability for their teaching and 

lack of requirements from the superiors to do these 

types. 

4.4. The factors influencing EFL high-school 

teachers’ response to ELT pedagogical reforms 

A descriptive statistics test was run on the overall 

mean score of influential factors and that of two 

types of the influential factors, namely as the inter-

nal factors and the external factors. The results from 

the questionnaire observed in Table 4 showed that 

the mean score of the influential factors of EFL 

high-school teachers’ response to ELT pedagogical 

reforms (M = 3.74) was relatively high. A one-sam-

ple T-test was used to investigate the differences be-

tween the mean score and the test value 3.50. The 

results were that they were different from each other 

(p<.05). It supported the conclusion that EFL high-

school teachers were relatively affected. 

Table 4. The influential factors of EFL high-school teachers’ response (N = 102) 

Variable N Min. Max. Mean SD 

The internal factors 102 2.44 4.67 3.74 .41 

The external factors 102 2.20 5.00 3.77 .42 

Total mean = 3.74 (M = 3.74) 
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Besides that, the mean score of the external factor 

(M = 3.77) was higher than that of the internal fac-

tors (M = 3.74). Additionally, although the results 

showed that the external factors affected EFL high-

school teachers’ responses more than the internal 

factors did, it was not significantly different. 

Furthermore, a Descriptive Statistics Test was run 

on the mean score of each factor of ELT pedagogi-

cal reforms. The results presented in Table 5 showed 

that the mean score of students’ learning outcomes 

(M = 4.53) was highest, followed by that of self-ef-

ficacy (M = 4.22), attitudes (M = 4.00), sense of em-

powerment (M = 3.82), confidence in learning and 

teaching abilities (M = 3.80), institution managers’ 

leadership (M = 3.79), time (M = 3.74), participa-

tion in educational reforms (M = 3.72), teaching be-

liefs (M = 3.66), stress (M = 3.59), previous educa-

tional policies (M = 3.39), professional communi-

ties/colleagues (M = 3.34), and prior learning and 

teaching experiences (M = 2.81). It can be con-

cluded that teachers’ responses to ELT pedagogical 

reforms were affected by students’ learning out-

comes most. In contrast, they were not significantly 

affected by their prior teaching and learning experi-

ences. 

In the “Others” item, “students’ levels”, “school’s 

facilities”, and “students’ attitudes” were provided. 

Table 5. Each factor of EFL high-school teachers’ response (N = 102) 

Factors N Min. Max. Mean SD 

Prior learning and teaching experiences 102 1 4 2.81 .83 

Teaching beliefs 102 2 5 3.66 .81 

Attitudes 102 1.5 5 4.00 .65 

Confidence in learning and teaching abilities 102 1 5 3.80 .94 

Stress 102 1 5 3.59 1.00 

Participation in educational reforms 102 2 5 3.72 .74 

Sense of empowerment 102 2 5 3.82 .75 

Self-efficacy 102 2 5 4.22 .64 

Previous educational policies 102 1 5 3.39 1.10 

Professional community/colleagues 102 1 5 3.34 .96 

Institution managers’ leadership 102 1 5 3.79 .91 

Students’ learning outcomes 102 2 5 4.53 .70 

Time 102 1 5 3.74 .94 

Additionally, the qualitative data from the inter-

views showed that EFL high-school teachers’ re-

sponses to ELT pedagogical reforms were strongly 

affected by students’ learning outcomes, institution 

managers’ leadership, previous educational poli-

cies, and their attitudes. Moreover, students’ level, 

school’s facilities, and students’ attitudes were con-

firmed to be the influential factors of EFL high-

school teachers’ response to ELT pedagogical re-

forms. 

An extremely interesting finding, Vietnamese learn-

ing culture as an influential factor, was found in this 

study that has not been mentioned by any previous 

research. Teachers thought that a long time ago, Vi-

etnamese students have been taught that they have 

to keep silent to listen to the teachers in an orderly 

manner. Therefore, when ELT pedagogical reforms 

for enhancing students’ communicative competence 

occur, it is difficult to change students’ habits. As a 

result, teachers’ resistance to change is unavoidable. 

5. DISCUSSIONS 

For EFL high-school teachers’ overall perceptions 

and understanding of ELT pedagogical reforms, the 

findings of this study related to teachers’ overall 

perceptions of ELT pedagogical reforms showed 

that teachers are well aware of the value of these re-

forms. Particularly, teachers had a good understand-

ing of the definition, the function, and the needs for 

ELT pedagogical reforms. It is the reason why 

teachers tended to accept these reforms, particularly, 

and the change in general. These results were con-

sistent with that of Nisbet and Collins (1978), which 

showed a high level of stated acceptance because 

teachers recognized the values of the change. Be-

sides that, teachers’ good understanding of ELT 

pedagogical reforms is not only from their self-

study of ELT pedagogical reforms but also comes 

from the dissemination of the Department of the 

Ministry of Education. The dissemination may 

make a huge impact on changing teachers’ attitudes, 

beliefs, and knowledge of ELT pedagogical reforms 
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to enhance teachers’ willingness to adopt these re-

forms in their teaching. This interpretation was sup-

ported by the findings of Huberman (1981). 

Regarding teachers’ response to ELT pedagogical 

reforms, EFL high-school teachers accepted the 

change in this study. It was consistent with the find-

ings of many previous studies (Emo, 2010; Ibrahim, 

Al-Kaabi, & El-Zaatari, 2013; Nisbet & Collins, 

1978). 

In terms of the factors that influence teachers’ re-

sponse to ELT pedagogical reforms, this study 

showed that teachers would continue to adopt the re-

forms if the implementation brought the improve-

ment in their students’ learning. It is similar to the 

findings of Emo (2010), which showed that teachers 

accept change because of the expectation that the 

change can improve their students’ learning. The 

following result of this study showed that prior 

teaching and learning experiences play the role of a 

supportive factor for evaluating ELT pedagogical 

reforms before teachers adopt these reforms, which 

lead to teachers’ resistance to change. This result 

supported the findings of Nisbet and Collins (1978), 

which considered trusting in the old teaching meth-

ods or lack of trusting in the values of change as a 

preventive factor of teachers’ acceptance to change. 

Besides that, Brickell (1964), cited in Koksal 

(2013), pointed out eight causes of teachers’ re-

sistance and one of them is teachers’ confidence in 

their own teaching methods. 

Finally, this study added four influential factors that 

were not mentioned in the literature. They referred 

students’ levels, students’ attitudes, school’s facili-

ties, and Vietnamese learning culture. 

6. CONCLUSIONS 

Firstly, the study showed that the dissemination 

brought positive results in enhancing teachers’ per-

ceptions, understanding, and their practice in re-

sponse to ELT pedagogical reforms as well. There-

fore, it should be continued effectively as before. 

Moreover, the Ministry of Education and Training 

of Vietnam should organize more training activities 

to raise teachers' awareness and understanding of 

pedagogical reforms. 

Secondly, although EFL high-school teachers well 

understood the values of ELT pedagogical reforms, 

they just sometimes adopted these reforms in their 

practice. Teachers reported that they were influ-

enced by many influential factors, some hindered 

their responses to ELT pedagogical reforms and 

some encouraged them to adopt these reforms. For 

the influential factors, hindering teachers’ response 

to ELT pedagogical reforms, the administrators 

should limit their influence on teachers as much as 

possible. In terms of encouraging factors, the ad-

ministrators need to be aware of their strengths and 

maximize them to enhance teachers’ willingness to 

change. 

Finally, EFL high-school teachers, themselves, 

should be constantly developing their learning and 

teaching abilities and being active in collecting in-

formation about different types of ELT pedagogical 

reforms. This helps teachers improve their under-

standing and the effectiveness of their adoption of 

each type of ELT pedagogical reforms. Besides that, 

this study also suggests that before implementing 

any type of ELT pedagogical reforms, it should be 

carefully evaluated to see if it works in Vietnam or 

not. This will greatly reduce the loss of money, ef-

fort, and time. 
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