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Abstract

This study investigates the effectiveness of the “Life Pre-intermediate Coursebook™ (Vietnam Edition) in enhancing cultural
awareness and language learning among non-English major students at Ho Chi Minh City University of Industry and Trade
(HUIT). English proficiency is essential in Vietnam, where it is a compulsory subject in the education system. Coursebooks are
vital tools for language acquisition; however, their selection and evaluation can be challenging. The research adopts a mixed-
methods approach, collecting both quantitative and qualitative data from 235 students and five teachers to analyze the
coursebook's impact on language skills and cultural understanding. The findings reveal that while the coursebook is valued for
its global topics and authentic materials, there are concerns regarding its limited cultural relevance to Vietnamese students and
an imbalance in the development of language skills. Specifically, students and teachers expressed a need for more culturally
relevant content and identified issues with the reading and writing sections of the book. Reading materials were viewed as lengthy
and inconsistent, while writing instruction lacked adequate guidance and feedback. The study highlights the importance of
evaluating coursebooks and the necessity of adapting materials to meet the specific cultural and pedagogical needs of Vietnamese
learners.
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Introduction

English has firmly established itself as the global lingua  enhances opportunities for students seeking higher education
franca, permeating various aspects of life, including education,  and international careers. Acknowledging this significance,
research, cultural exchange, and international communication. ~ English is a mandatory subject in the Vietnamese education
In Vietnam, proficiency in the English language is particularly system from primary school through university, with many
vital, as it provides access to global educational resources and institutions requiring students to attain at least a B1 level of
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proficiency (CEFR) for graduation. The effectiveness of
English language teaching and learning is shaped by several
interconnected factors, most notably teaching methodologies
and the quality of coursebooks. Coursebooks are regarded as
essential resources, offering structured language input and
guiding students in their learning journeys. They play a crucial
role in English language instruction in Vietnam, significantly
influencing the educational experience for both teachers and
students.

The selection of appropriate coursebooks poses a
significant challenge for educators. Since no single textbook
is ideal, it is essential for educators to carefully evaluate
materials to ensure they meet the needs of learners and align
with the specific educational context. This evaluation process
is complex and requires consideration of various factors,
including the coursebook’s role within the program, the
teachers involved, and the characteristics of the students. In
the Vietnamese context, the Ministry of Education and
Training (MOET) has highlighted the necessity for suitable
English language learning resources through initiatives such
as “Project 2020.” Despite these efforts, challenges persist,
including a reliance on foreign materials that may not be
culturally relevant or pedagogically suitable for Vietnamese
students. Therefore, evaluating coursebooks in Vietnam is
critical for ensuring quality control, curriculum alignment,
and effective language learning outcomes. This study aims to
fulfill the existing need by analyzing and evaluating the “Life
A2-Bl Student’s Book 2nd Edition” (Vietnam Edition)
coursebook utilized at Ho Chi Minh City University of
Industry and Trade (HUIT). It examines the perspectives of
both students and teachers regarding the coursebook's
effectiveness in enhancing language skills and cultural
awareness. The goal is to provide valuable insights that can
inform the selection and implementation of coursebooks in
similar EFL contexts.

Literature Review

The role of coursebook in ELT

Coursebooks typically include a structured framework for
language acquisition throughout the whole course, covering
various aspects such as grammar explanations, vocabulary
lists, pronunciation, reading passages, writing, listening, and
speaking exercises. In addition, it also provides a variety of in-
class activities and exercises that can help students develop
their language skills and solidify prior knowledge in a fun and
engaging way. According to Sheldon (1988), Hutchinson, and
Torres (1994), the coursebook is the crux of any English
language learning context. Richards (1993) also adds that it
offers advantages for teachers and language students alike and
serves as a valuable resource for both. In the context of ELF

classrooms, coursebooks should incorporate essential
language elements, reflect learners’ cultural backgrounds, and
align with their linguistic proficiency levels (Banaruee et al.,
2023). Therefore, the choice and use of materials significantly
impact what happens in the classroom, influencing the
teaching methods, activities, and interactions that take place.

Importantly, the choice of teaching materials affects the
success or failure of English language teaching and learning.
This means that the quality and appropriateness of the
materials used can influence student outcomes, teaching
effectiveness, and overall educational quality. A well-suited
coursebook can help teachers follow a standard organized
framework, acting as a syllabus that outlines the curriculum,
learning objectives, and sequence of topics to be covered in a
course. On a deeper level, coursebooks can serve as
benchmarks for measuring the progress of students and
evaluating the effectiveness of teaching. External stakeholders,
such as administrators or curriculum developers, can use
coursebooks to assess the alignment between teaching
practices and learning outcomes (Tsiplakides, 2011).

Sheldon (1988) suggested that published materials are more
credible for students than teacher-generated or “in-house”
materials. According to Cunningsworth (1995), coursebooks
can significantly reduce teacher preparation time by providing
ready-made teaching materials and learning tasks. A well-
known author, a visually appealing layout, and a
comprehensive handbook with additional photocopying
activities can make textbooks seem highly teacher-friendly
(Soares, 2005). Cunningsworth (1984) also stated that
teachers can have confidence in the quality of coursebooks
from reputable publishers, but they should also carefully
consider the specific needs of their students and their teaching
context when selecting and using these materials. If the
coursebook is the primary source of teaching material,
educators should be careful with the following factors: local
needs, curriculum alignment, classroom interaction, school
regulations, and educational policies. In addition, these given
concepts should be presented clearly and concisely, making it
easy for students to understand and remember the language
concepts.

The importance of coursebook evaluation

Evaluation is the process of assessing, judging, or
measuring the quality, importance, value, or effectiveness of
something. It involves collecting and analyzing information to
form an informed judgment about a particular subject. In the
educational context, the two authors assert that evaluation is
an essential component of teaching and learning because it
provides essential feedback and insights that inform the
teaching process and learning development (Rea-Dickins &
Germaine, 1992). For instructors, evaluation serves several
crucial purposes such as refining their teaching methods,
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adjusting their lesson plans, tailoring their instruction to the
specific needs of their students, identifying the strengths and
weaknesses of their courses, spotting struggling students,
providing targeted support, and managing learning tasks more
effectively.

In particular, in English language teaching (ELT) materials,
coursebook evaluation plays a crucial role in the teaching-
learning process. It is a procedure for assessing the quality,
effectiveness, and appropriateness of a coursebook for use in
ELT. It involves a systematic examination of the coursebook’s
content, design, and alignment with learning objectives. The
process can be conducted by teachers, curriculum developers,
or external experts. Evaluation is essential not only when
teachers are responsible for selecting textbooks but also in
systems where educational administration has the authority to
adopt textbooks (Hashemnezhad & Maftoon, 2011). In either
case, teachers must be familiar with coursebook evaluation to
better adapt the materials to their specific teaching context,
ensuring that the coursebook is used to its full potentials
(Skierso, 1991).

Hutchinson and Waters (1987) suggest that evaluating
existing commercial materials can offer teachers valuable
insights into upcoming strategies and potential mistakes, even
if they ultimately choose to develop their own. In addition,
given the advantages and drawbacks of these available
coursebooks, the evaluation process can help teachers avoid
unnecessary duplication and save time and resources. Ellis
(1997) also agrees with the above belief that coursebook
evaluation can be a valuable professional development tool for
teachers. Coursebook evaluation can also help teachers move
beyond personal opinions and gain a more objective and
systematic understanding of the materials they use (Ellis,
1997). By analyzing coursebooks in terms of their content,
design, and alignment with learning objectives, teachers can
acquire valuable insights into the overall nature of the
materials and their effectiveness in supporting student
learning.

Need analysis in coursebook selection

Richterich and Chancerel (1978) proposed that need
analysis be carried out to investigate learners’ specific
language requirements and discover the gaps between their
current abilities and those requirements. Similarly,
Hutchinson and Waters (1987) also provide a framework
considering both the functional requirements of the target
language and the individual learning needs of the learners. The
framework for need analysis distinguishes between two key
categories: target needs and learning needs. Target needs focus
on what learners need to do in the target language environment
to achieve their goals while learning needs concentrates on the
factors that influence how learners learn the language most
effectively. Meanwhile, Hutchinson and Waters (1987) further

elaborate on needs by considering three key aspects:
necessities, lacks, and wants.

The choice of coursebook can significantly impact the
success or failure of a language learning program (Sheldon,
1988). Therefore, it is essential to carefully appraise the
coursebook in terms of its integration, contributions to
learning outcomes, and short-term/ long-term impact. This
careful selection process should be deeply integrated into a
comprehensive need analysis, which helps to ensure that the
chosen coursebook is not only aligned with the overall
curriculum but also caters to the specific demands of the
learning context and the unique requirements of learners.

Considering a need analysis approach is an essential step in
the development of successful educational programs (Serafini
et al., 2015). In most effective educational programs, needs
are continually identified and reassessed to ensure they
accurately reflect learners’ true requirements. These programs
often have frameworks in place for regular assessment and re-
evaluation of learner needs, ensuring that the program remains
relevant and responsive to their evolving requirements. As
material developers may not always be able to anticipate all
the challenges or differences that arise in diverse learning
contexts, gathering ideas and feedback from teachers and
student users is crucial for evaluating its effectiveness and
identifying areas for improvement (Stoller et al., 2006). By
utilizing need analysis as a guiding principle, teachers can
offer insights into the practical implications of using the
coursebook in the classroom, such as its alignment with their
teaching style, the clarity of instructions, and the effectiveness
of activities. Meanwhile, students can provide valuable
feedback on their experience with the coursebook, including
the relevance of topics, the level of challenge, and their overall
engagement with the materials.

Approaches to coursebook evaluation

To ensure optimal learning outcomes, teachers must be
responsible for evaluating textbooks. The challenge of
textbook evaluation is often intensified by the lack of clear
guidelines and criteria, which can lead to inconsistent
judgments and inadequate selections (Ansary & Babaii, 2002).
Therefore, various scholars have offered methods based on
supposedly generalizable criteria as they can provide a very
economical and systematic way to ensure that all relevant
items are considered for evaluation (Cunningsworth, 1995)
and (McGrath, 2002). Some approaches used in this critical
review are described:

Impressionistic, Checklist, and In-depth methods

According to McGrath (2002), textbooks can be evaluated
through three primary methods: impressionistic, checklist, or
in-depth analysis. Ali, Murtaza, and Javed (2020) describes
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the impressionistic method as a way to obtain a general
overview of a coursebook. In a clear term, it depends on the
impression obtained through the textbook’s content
organization, topic layout, and visuals (Montasser, 2013). It is
a quick and informal way to assess materials, but it may be
influenced by individual biases and experiences. More details
about the impressionistic method will be provided later.
McGrath (2016) suggested that a checklist is a practical and
efficient tool for conducting evaluations, providing a
structured and standardized format that can save time and
effort, as well as make all categories well-understood.

Moreover, according to McDonough, Shaw and Masuhara
(2003), there are two stages of textbook evaluation: external
and internal evaluation. External evaluation provides a general
overview of a textbook, focusing on its overall characteristics.
This might include the layout and design of the coursebooks,
digital resources (online exercises, audio files, etc.), and a
general sense of the book’s suitability based on the cover, table
of contents, and introductory sections. The internal evaluation
delves into the specific content and structure of the textbook.
This might involve language skills, the order and difficulty
level of materials, and the quality of the tasks and activities in
the coursebooks.

As an easier method, an evaluation checklist provides
criteria for effective teaching and learning. The checklist can
be used by teachers, researchers, or students to assess the
quality of materials (Soori et al., 2011). Tomlinson (2003) also
recommended that evaluating textbooks should be based on
content-specific criteria like language skills (reading, listening,
speaking, writing) and systems (grammar, vocabulary).
Furthermore, evaluations should investigate the effects of
classroom tasks integrated into the textbook (Ellis, 2011).
Based on the checklists from Mukundan, Hajimohammadi, &
Nimehchisalem (2011), and McGrath (2016), Table 2.1 A
Checklist for Textbook Evaluation (Mao, 2023) shows that by
examining the textbook both externally and internally,
teachers can discover inconsistencies between what the author
promises and what is included (Shaw & McDonough, 1993).

Montasser (2013) noted that the in-depth method is a type
of evaluation that focuses on a detailed examination of
particular aspects of a textbook. It allows for scrutiny of
specific elements, such as the overall structure and
organization of a unit, the effectiveness and appropriateness
of specific exercises, and language presentation. Both in-
depth methods and micro-evaluation focus on specific aspects
of a textbook. However, in-depth methods provide a more
comprehensive analysis of student needs and classroom
practices, whereas micro-evaluations offer a more focused
assessment of a smaller element such as language features,
teaching techniques, and assessment items. In a simpler term,
Ali, Murtaza, and Javed (2020) further highlights in-depth
methods to provide more insights into teaching methods used
in classes and the needs and attitudes of students.

Retrospective evaluation

Retrospective evaluation refers to evaluating a textbook
afterward to determine its effectiveness, whereas predictive
evaluation refers to evaluating a textbook before it is used to
predict its effectiveness. According to Ellis (1997),
retrospective evaluation plays a crucial role in verifying
correctness and developing methods of predictive evaluation.
It is conducted after the completion of a program or initiative
to evaluate the effectiveness of past performance and
outcomes, identify strengths and weaknesses, determine the
accuracy of initial predictions concerning a textbook’s
effectiveness, and refine the criteria and methods used in
predictive evaluations for future decisions.

Retrospective evaluation can be conducted in two primary
ways (1997): Impressionistic evaluation: it involves teachers
making subjective judgments about the materials based on
their observations and experiences, mostly assessing the
enthusiasm and engagement of students during activities.
Empirical evaluation: this is a more systematic approach that
involves collecting and analyzing data to measure the impact
of the materials. This approach can be time-consuming but
provides a more objective and evidence-based assessment.
Some common methods are as follows: Pre- and post-tests,
surveys, questionnaires, and interviews.

Post-use evaluations

Cunningsworth (1995) and Tomlinson (1998) divide
evaluations into three categories: pre-use, in-use, and post-use.
The choice of evaluation category depends on the specific
goals and objectives of the evaluation. In this case, post-use
evaluation were emphasized.

Post-use evaluation is the most valuable type because it
measures the actual impacts of materials on learners
(Tomlinson, 1998). Post-use evaluation can measure
immediate outcomes such as motivation and learning, as well
as lasting effects like durable learning and application
(Tomlinson, 1998). This category can be the most beneficial
since it is a timely assessment (learners have had a reasonable
time to use the materials), authentic feedback (opinions and
suggestions based on their direct experience with the
materials), and actionable insights (reliable information for
developing targeted materials). As Cunningswoth (1995)
noted, this type of evaluation helps identify the strengths and
weaknesses of coursebooks over time.

Considering cultural awareness in coursebook
evaluation

The role of Culture in EFL contexts

Culture influences how we perceive and interact with the
world. According to Cortazzi and Jin (1999), it provides a
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framework of assumptions, ideas, and beliefs that shape our
understanding of actions and behaviors, words,
communication, and flux of thoughts. In recent decades,
language professionals have focused more on understanding
English-speaking cultures in addition to learning the language.
To highlight the interconnection between language and culture,
Byram (1991) suggests that learning a foreign language is not
merely about acquiring linguistic skills but also serves as a
gateway to understanding and appreciating the associated
culture. Byram (1991) also emphasizes that learning a
language opens up opportunities to explore and engage with
the cultural aspects of that language community including
aesthetics, philosophy, history, and science. In line with
Byram’s statement, Butjes (1991) supports that integrating
culture into language classrooms can enrich an individual’s
perspective and understanding of the world through non-
native cultural capital.

Meanwhile, more studies are being done about how
important students’ native cultures are in helping them acquire
a second language faster and memorize it for a long time. This
means that educators are recognizing that students’ cultural
backgrounds play a crucial role in their learning. Alptekin
(2002) also agrees that students integrating prior experience
and knowledge into the learning process can improve second
language learning.

Criteria for Evaluating Cultural Representation

Byram’s (1997) framework highlights the three key
components of intercultural competence: knowledge, skills,
and attitudes. The role of language teachers is to cultivate
appropriate attitudes, skills, knowledge, and also awareness of
values in their students. Byram (1989) also argues that while
cultural learning is often seen as a crucial part of language
education, many programs focus only on acquiring factual
information about a foreign country, neglecting the deeper
psychological aspects such as motivation, behaviors, empathy,
and cultural identities involved in truly integrating language
and culture.

Additionally, Kramsch (1993) finds a common issue in
language teaching is the superficial treatment of culture, rather
than delving into deeper cultural meanings and values. In
other words, many language classes focus on the “four Fs”
(foods, fairs, folklore, and facts) and most published textbooks
often focus on surface-level aspects of culture, such as tourist
attractions and facts, which provide a limited and often
stereotypical view of culture (Kramsch, 1993). Consequently,
this superficial approach can lead to biased and inaccurate
representations of culture, reinforcing stereotypes and
misconceptions (Byram, 1997; Moran , 2001).

Widdowson’s (1995) critique of EFL textbooks highlights
two key issues: lack of engagement and limited and unrealistic
cultural information. Recently, many EFL textbooks have

failed to capture students’ interest and motivate them to learn
(Rahimi & Hassani, 2012). First, textbooks may focus too
heavily on grammar and vocabulary, neglecting to provide
opportunities for meaningful communication and cultural
exploration. Second, the content may not be relevant or
engaging to students, especially if it does not connect to their
personal experiences or interests. Third, these materials may
not be authentic or representative of real-world language use,
making them seem artificial and uninteresting to students.

Methodology

To investigate the teachers’ and students’ opinions as well
as the effectiveness and the limitation of the coursebook, the
instruments included a questionnaire with two versions and
individual interviews. One version of questionnaire was
designed to gather student perceptions of the textbook, while
the other was intended to collect instructor feedback and
comments on the same topic. In addition to the survey, semi-
structured interviews were conducted with both students and
instructors to gather qualitative data on the students’ and
instructors’ opinions on the textbook.

Quantitative phrase

The quantitative phase involved a survey distributed to 235
students attending at HUIT and five teachers. Both versions
covered similar themes, but the instructor version included
additional questions about the textbook’s aims and objectives.

The student questionnaire gathered demographic
information and assessed various aspects of the textbook
through 39 items. These items were categorized as internal
evaluations, including format and design, topic components,
skill components, and cultural content, using a four-point
Likert scale having the options ‘0 = Strongly Disagree’, ‘1 =
Disagree’, 2 = Agree’ and ‘3 = Strongly Agree’. To ensure
clarity, the questionnaire was translated into Vietnamese.

The teacher questionnaire was adapted from the student
version, omitting some layout questions and adding items
related to the teacher's book and educational aims/objectives.
Although the sample size was small, the purpose of this
questionnaire was to inform the subsequent qualitative data
collection phase through interviews.

The teacher questionnaire included demographic
information and 37 items rated on a four-point Likert scale
which also had the options ‘Strongly Disagree’, ‘Disagree’,
‘Agree’ and ‘Strongly Agree’. These items assessed topic
components, skill components, cultural content, and aims and
objectives. Additionally, it contained five open-ended
questions to prepare for semi-structured interviews and to
gather qualitative feedback on the textbook's strengths and
weaknesses.
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Qualitative phase

The qualitative phase involved semi-structured interviews
with fifteen random students and five teachers selected from
the survey respondents. The semi-structured interviews were
designed to allow instructors and learners to generate new
ideas and concepts not included in the questionnaire or
previously mentioned by the researchers.

The interviews were designed to delve into students'
experiences concerning topic selection, cultural awareness,
and the development of the four language skills within the
course materials. The questions posed to the students aimed to
capture their personal feelings and objectives following the
completion of the course. After analyzing the students'
questionnaire responses, with particular attention to any
strong positive or negative feedback on specific items, the
author crafted five follow-up questions based on the initial
answers. Upon receiving permission for the interviews, a total
of fifteen random students were selected, with each interview
lasting approximately 10 to 15 minutes. To ensure effective
communication and accurate expression of opinions, the
interview questions were formulated in Vietnamese.

Most of the questions posed to the teachers related to the
components of the student questionnaire, which aimed to
assess how effectively the Life A2-B1 coursebook supported
students in developing the four language skills and engaging
with cultural content. Additionally, one or two structured
questions were included to explore the aims and objectives
associated with each language skill to identify the strengths
and weaknesses of the coursebook. By highlighting anomalies,
such as outright rejections or excessively positive feedback,
several interview questions encouraged teachers to share their
perspectives on whether certain elements were practical or
ineffective. This methodology aimed to reduce bias and enable
participants to express their genuine opinions, thereby
fostering a more comprehensive understanding of the research
topic. Furthermore, the interviews with instructors generally
lasted between 40 to 50 minutes, and the questions were
formulated in English. To improve the quality of the interview
protocols, the administrative instructor involved in the
questionnaire development process reviewed the questions
and provided valuable feedback.

Ethical consideration

The study followed ethical guidelines for research
involving human participants. Informed consent was obtained
from all participants, ensuring their anonymity and
confidentiality throughout the research process. This research
utilized a mixed-methods approach, combining both
qualitative and quantitative analyses to evaluate the “Life A2-
B1 Student’s Book, 2nd Edition” (Vietnam Edition)
coursebook. The researcher believes that integrating these two

distinct methodologies, along with data collected from various
instruments, significantly enhances the study's overall validity.
Furthermore, this combination allows for a more
comprehensive and nuanced understanding of how non-
English major students in Vietnam perceive the selected
coursebook.

Findings and discussion

Learners and teachers evaluating the
effectiveness in terms of topics selection
and cultural awareness

Quantitative Findings

Table 1. Student’s perspective on the cultural element of the Life A2-
BI (Descriptive Statistics)

Std.
MinMaxMean Deviation
Overall evaluation of the 1.7 789

coursebook’s cultural aspect

34. The cultural content is relevant 0 3  1.84 782
to real-world issues and challenges.

35. The textbook provides 0 3 186 767
opportunities to learn about different
cultural practices and traditions.

36. The textbook helps me 0 3 176 788
appreciate the diversity of human
experiences.

37. The textbook includes authentic 0 3  1.53 775
materials from different cultures
(e.g., music, art, literature).

38. The textbook provides 0 3 162 .869
opportunities to engage in

intercultural communication and

collaboration.
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39. The textbook helps me develop 0 3 1.60 752
the skills needed to interact with
people from different cultures.

From the data from the table, the average mean of the
student’s evaluation of the coursebook’s cultural element was
1.7, and the average standard deviation was .789. The items
that had the highest mean score were item 36, “The textbook
helps me appreciate the diversity of human experiences” (M
= 1.86, SD = .767), and item 35, “The textbook provides
opportunities to learn about different cultural practices and
traditions” (M = 1.84, SD = .782). In contrast, there was less
positive about the textbook included authentic materials from
different cultures, such as music, art, and literature, as its mean
was 1.53.

Qualitative Findings

Appreciating Cultural Diversity

The “Life” coursebook successfully introduced various
global issues and events, showing a strong point about
appreciating the cultural diversity through pictures and videos.
Pages 6 and 7 feature a two-dimensional map that illustrates
12 different topics across five continents through 12 videos.
Student 3 (ST3) borrowed the coursebook from the author and
tried to remember what they had learned, saying, “This is the
first time I actually see the English coursebook with a whole
world map in there. I appreciate that this book presents
different races, including White, Black, and Asian.” Four
other students also complimented different ethnic groups from
different continents and the book also shared insights about
events that have occurred in their own countries. Another
interview also highlighted the appreciation of books from the
students: “A short paragraph about a Vietnamese boy selling
balloons to save money for college was stirring me. This book
included this piece of reading to show that the aspiration and
determination of the Vietnamese are always high and innately
ingrained.”

When a textbook effectively addresses current global issues
and ensures that the cultural topics are relevant, it creates a
powerful learning experience. The coursebook successfully
designs tasks that require perspective-taking as they have
chances to compare and contrast their own culture with others.
ST1 talked about their experience, “my native teacher asked
me to present my ideas a lot. He knew how to extract main
ideas from the book and then suggested a chance for us to talk
about the same idea but in Vietnam. For example, when
talking about transport around the world, he asked us to do a
presentation about driving a motorcycle in Vietnam and how
the Vietnamese women cover their faces like Ninja and cut
other people off when they need to turn left or right.” Two

other students also surprisingly agreed with the ST1 “It really
made the world feel smaller and more connected.”

Additionally, it might encourage students to reflect and
foster attitudes like respect, open-mindedness, and empathy
toward other cultures. When discussing challenging life topics
such as decision-making, severe weather or the effects of
natural disasters, and various life stages, students often
become more open-minded and empathetic toward the
struggles others face. Six out of fifteen participants joining the
interview expressed their feelings: “Understanding the
reasons behind some of the customs helped me connect with
other people on a human level, even though I have never been
there.” In line with this, ST7 commented, “T have a big respect
for how people adapt in different places” when people are in
the line of death and survival.

Authenticity Of The Materials

Significantly, the key strength of helping the students
develop language understanding and cultural awareness was
the presentation of various forms of texts, such as essays,
articles, and dialogues. Most participants agreed that using
different language formats could help them expand their
lexical range, become familiar with how the language could
be presented, and aid in preparing for the course examination.
For example, ST6 reported: “I think I have used many words
in the coursebook when I talked to my friends from other
countries, especially exchanging about history.” Aligning with
the compliment, ST14 described: “Last month, I applied for a
barista job at this coffee shop by the airport. 1 totally
remembered the CV format from that book I studied last
semester. I even tried to mimic the writing style, and I have to
say, I finished it feeling pretty proud of myself!”

Another strength of the coursebook Life provided
opportunities to learn about different cultural practices and
traditions through reading, listening, and speaking activities.
Engaging with cultural content through different learning
styles (auditory, visual, reading, and writing) could help
students process information in ways that best suited them and
reinforce their understanding through different activities in the
coursebook. Three students agreed with this fact, and two
commented, “I like the listening and writing task in the
coursebook. The reason I like the listening activity is that there
are videos; at least I have something to look at more than just
looking at the paper and focusing on the audio.” Furthermore,
ST1 excitingly shared, “Watching the videos is more fun and
real. Sometimes the accent is difficult to listen to, but I
remember my teacher letting us re-watch a few times, and |
know it is great to have a chance to encounter it.”

The coursebook effectively highlights the importance of
authenticity and real-life functions in selecting materials and
topics. The core idea is that students are more likely to invest
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in learning when they perceive a genuine connection between
the content and their own lives, interests, and cultural
backgrounds. As Teacher 4 (T4) noted, “In section 2b
“Winning and losing,” they presented famous players in
different sports, including Usain Bolt, Venus Williams, and
Lionel Messi. These references are often known well by male
students.” TS also commented, “When they introduce a theme
about logos and brands, they suggested a list including Apples,
Mercedes, Coca-Cola, and Sony, the students might feel
relevant and became more interested in the lessons.

The Unfamiliar Topics

Three students, participants ST5, ST12, and ST13, reported
that while they had ample opportunities to read various
passages and understood most of the vocabulary, they
struggled to connect themselves with the content, even though
the coursebook thoughtfully introduced different cultures.
Specifically, the coursebook covered engaging topics such as
recycling, mobile technology, difficult life decisions, and
other related items. However, the students mentioned they
could not use the vocabulary effectively or apply it during
their speech in their daily lives. According to Perkins (1999),
this type of knowledge was often called “inert knowledge,”
which meant this perceived information resting in a mind’s
loft, “opened only when specifically gathered by a quiz or a
direct prompt, but otherwise collecting dust.” To support this
theory, ST12 complained, “If I have to learn to pass the course
examination, I can do it. The coursebook can help me revise
the vocabulary based on the contents and apply it in the test,
but I cannot really think about how helpful it was in my life; I
mean, I live in Vietnam!” Furthermore, they had no interest or
opportunity in their real life to discuss concepts like electronic
waste, satellite navigation, or the decisions made by the two
climbers highlighted in the book.

Students might doubt their ability to learn and succeed
when the topics feel completely foreign, primarily when the
book cover states “Vietnam Edition” prominently. Seven out
of fifteen participants reported lacking focus and inability to
catch up with what happened due to a lack of curiosity and
confidence during the learning process. In fact, participant
ST4 emphasized, “I love learning about cultures around the
world and there are many different cultural products and
events, but its topics mostly introduced something too local
and specific in one case. If it is not in that country or in that
situation, I seriously do not know what to communicate or
how to use the knowledge in different scenarios.”

Developing Language Skills For Intercultural
Communication
When the author asked how the Life A2-B1 coursebook

facilitated communication and collaboration opportunities,
some students tended to express a more positive side of

speaking activities. They appreciated being encouraged to
practice role-playing in realistic scenarios, such as discussing
medical issues, attending a job interview, sharing stories about
their holiday trips, or giving presentations about tourist
destinations. ST7 excitedly remarked, “The book suggested so
many things to do during the lesson; I remember most of the
tasks were group tasks, and the teacher asked us to work in
pairs so much.” ST14 also shared, “I like working in pair time;
we had chances to discuss different things like what to do
when I got sick or a plan to open a club.”

However, Life A2-B1 did not clearly address the
Pronunciation section, and there were few opportunities to
improve pronunciation skills. Although the coursebook’s
content table shows a separate Pronunciation section, it only
provides two or three phonemic symbols without any
explanations or additional speaking exercises to practice it. As
a result, students reported difficulties improving their accent
and intonation and struggled to understand what the native
teacher was saying. One student, ST4, mentioned, “I could
only catch a few words during the listening sessions; mostly,
I need my teacher to explain it slowly for me.” Additionally,
when the students faced challenges, they often became more
introverted and hesitant to speak in longer sentences. STS
shared, “My accent is terrible, and I do not know what to
discuss. I feel insecure, and people watch me when I speak
English.” Similarly, ST2 shyly expressed, “I can speak, but I
am unable to form longer sentences; I only use short
individual words. My partner feels the same way.”

Integrating 4cs In Topic Selection

One teacher explicitly identifies the coursebook’s potential
to align with the “4Cs” of 2lst-century skills: Critical
Thinking, Creativity, Collaboration, and Communication. T4
specified, “The coursebook considers language learning to be
about acquiring linguistic proficiency and providing students
with broader skills. It has also aligned with the goals of most
English centers recently.”

First, the materials and activities in “Life” have a separate
part, “Critical Thinking,” to encourage students to analyze
information (units 5 and 6), examine different viewpoints to
compare and contrast (in units 3 and 10), identify challenges,
and propose solutions. T4 supported, “Students can learn how
to transform from passive information and memorization to
active engagement with the materials, therefore developing
higher-order thinking skills.”

Second, T4 continued, “Creativity and collaboration are
also elements that the coursebook introduced. The coursebook
employs so many types of activities, each lesson in a unit from
“a” to “f” also included writing stories, planning presentation,
role-playing in different real-world scenarios, completing
tasks with pair-work/group-work.”

Third, T4 highlighted the important aims of language
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learning nowadays and the objectives of the coursebook,
stating, “Language learning is about communication. The
coursebooks explore much about cultures around the world,
mostly in Europe and English-speaking countries, but there is
still a minority of Asian cultures there; I think it is still able to
develop their emotion to understand and exchange ideas with
peers.”

The Overuse Of Western Contents

However, four remaining teachers agreed that the
coursebook primarily focuses on Western culture, failing to
represent Asian culture adequately, even though it is labeled
the “Vietnam Edition.” T2 complained, “The reading topics
cover nature, sports, technology, and environmental issues.
However, some topics, like “Bolivian Wrestling” in Unit 2,
may not be familiar with Vietnamese culture.” T3 raised a
concern about Unit 6b, titled “World Party,” asking, “Why are
there no celebrations from Asia? Why are the examples
limited to events from America and Europe?” T1 noted, “In
Unit 5d, “Online Shopping,” I wish the materials were more
relevant to the students. For instance, I do not understand the
purpose of introducing a “computer hard drive clock with a
circuit board.” Who is actually buying that?” T5 also
expressed disappointment with the reading passage and the
video in Unit 3 discussing transportation in India. TS stated,
“The way it portrays rickshaws in the reading passage and
how it depicts a chaotic day in India in video 3f, “Indian
Railways,” sketch a biased picture of transportation in the
country. This action does not really appreciate the different
cultures much.” Particularly, when evaluating the Vietnamese
culture in the coursebook, T2 noted, “I noticed the coursebook
had a biased look about the image of the Vietnamese. I am not
sure, but the only piece of Vietnam context here is a story
about a boy selling balloons around 10 years old. I feel a bit
offended by this portrayal because, in Vietnam today, children
are encouraged by the government to attend school rather than
earn a living.”

Strengths and weaknesses regarding
development of four language skills and
real-world language use

Quantitative Findings

Reading Skill

Table 2. Student s perspective on reading skills of the Life A2-B1
(Descriptive Statistics)

Std.

MinMax Mean Deviation

Overall evaluation of the 1.5820.824

coursebook’s reading skills

14. The reading texts are interesting 0 3 1.33 .827
and engaging.

15. The reading activities are clearand 0 3  1.69 .849
relevant in helping me understand the
texts.

16. The reading passages provide a 0 3 1.74 .805
meaningful context for the
development of reading skills.

17. I can understand the main ideas and0 3  1.78 .846
supporting details in the reading texts.

18. The reading texts are at an 0 3 137 .793
appropriate level of difficulty.

The reading skill component consisted of five items,
including interest and motivation (M = 1.33, SD = .827),
explicit instruction of activities (M = 1.69, SD = .894), quality
of reading passages (M = 1.74, SD = .805), and the subjective
ability (M =1.78, SD = .846) and subjective sentiments (M
=1.37, SD = .793) developed to evaluate the effectiveness of
the reading aspects in the Life A2-B1 textbook based on the
perception of the HUIT students. The overall mean for the
reading skill components was 1.582, falling exactly at the
midpoint between “1 = Disagree” and “2 = Agree”. The
standard deviation was 0.824, indicating a moderate opinion
spread.

The analysis of the mean scores presented in Table 3.10
revealed two distinct groups of items. Items 14 and 18 were
evaluated using a T-test with a test value of 1.3, indicating a
tendency toward disagreement (1 = Disagree). In contrast,
items 15,16 and 17 were carried out on a T-test with a test
value of 1.7 (partially agree, nearly approaching 2 = Agree).
Specifically, Items 14 and 18 focused on subjective feelings
and abilities of the learners, such as whether the reading texts
were interesting, engaging, motivational, and their
appropriateness in terms of difficulty. However, Items 15,16,
and 17 evaluated how the reading passages and activities in
the coursebook enhanced the ability to comprehend and
develop the participants’ language skills.
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Writing Skill

Table 3. Students perspective on writing skills of the Life A2-B1
(Descriptive Statistics)

Std.
MinMax Mean Deviation

Overall evaluation of the 1.7  0.0756

coursebook’s writing skills

19. The writing tasks are relevantto 0 3 195 .582

real-world situations.

20. The writing tasks provide 0 3 1.83 .704
opportunities to practice different
writing skills (e.g., CV writing, email

writing, article writing).

21. The writing tasks help me organize0 3  1.52 .864

my thoughts and ideas.

22. The textbook provides clear 0 3 1.65 .766
guidelines for the writing process
(e.g., planning, drafting, revising,

editing).

23. The textbook provides models of 0 3 1.55 .863

good writing.

The participants’ evaluation of the coursebook’s writing
skills component shows a mixed response. They generally
agreed that the writing tasks were relevant to real-world
situations (M = 1.95, SD = .582) and provided opportunities
to practice different types of writing materials (M = 1.83, SD
.704). However, they were more neutral or slightly
disagreed that the textbook offered reasonably clear guidelines
for the writing process (M = 1.65, SD =.766), the writing tasks
helped them organize their thoughts (M = 1.52, SD = .864), or
that the textbook strongly provided models of good writing (M
=1.55, SD = .863).

Speaking Skill

Table 4. Student s perspective on speaking skills of the Life A2-B1

10

(Descriptive Statistics)

Std.
MinMax Mean Deviation

Overall evaluation of the coursebook’s 1.55 0.866
speaking skills
24. The speaking activities provide 0 3 L.71 .970
opportunities to practice pronunciation
and intonation.
25. The speaking activities help me 0 3 139 .847
overcome my fear of speaking in front
of others.
26. The speaking activities help me 0 3 136 .816
express my ideas fluently and
accurately.
27. The speaking activities encourage 0 3  1.48 .893
interaction and collaboration with other
learners.
28. The speaking activities help me 0 3 1.81 .805

develop my vocabulary and grammar
skills.

The participants’ evaluation of the coursebook’s speaking
skills component showed a generally neutral to slightly
negative sentiment, consistent with the overall evaluation
mean of 1.55. While they perceived some opportunity for
pronunciation and intonation practice (M=1.71, SD = .970)
and some contribution to vocabulary and grammar
development (M = 1.81, SD = .805), they were less positive
about the activities helping them overcome the fear of
speaking (M = 1.39, SD = .847), express ideas fluently and
accurately (M = 1.36, SD = .816), or strongly encourage
interaction and collaboration (M = 1.48, SD = .893). The
standard deviations, ranging from .805 to .970, indicated
moderate to high variability in opinions across these aspects,
suggesting that students had diverse experiences.

Listening Skill

Table 5. Students perspective on listening skills of the Life A2-B1
(Descriptive Statistics)
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Std.
MinMaxMean Deviation
Overall evaluation of the 1.484 0.7752

coursebook’s speaking skills

29. The listening vocabulary isclear 0 3 1.60  .838
and easy to understand.

30. The listening materials are 0 3 171 .879
culturally relevant and interesting.

31. The listening materials helpme 0 3 140  .729
improve my listening
comprehension.

32. The listening tasks help me 0 3 138 721
improve my listening speed.

33. The listening tasks help me 0 3 133 709
understand different accents and
dialects.

The overall mean of the evaluation of the coursebook’s
listening materials was the lowest of four skills (M = 1.484,
SD = 0.7752) < the midpoint ratings (M =1.5), demonstrating
that students surely disagreed with what the coursebooks
served for the listening skill improvement in terms of speed,
accents, dialects, and listening comprehension. On a positive
note, students reported that they found the vocabulary and
cultural content “little-higher-than-average” easygoing and
engaging.

Qualitative Findings

The Diversity Of Reading Materials

According to the students, Life provided various reading
inputs, including reports, essays, short stories, personal
narratives, form/applications, dialogs, and emails, forcing
them to interact and practice different types of texts, placing a
strong focus on developing reading strategies. One participant,
STS, stated, “For me, the strongest feature of the “Life” is that
it includes so many reading texts.” Similarly, another
participant, ST14, mentioned in the interview, “I observed that
the textbook emphasized reading. It is why there are so many
texts in the book.” Another student, ST10, said, “I am
introverted. I do not like to speak English much, so I read;
reading texts tended to motivate me. That makes me
understand the texts better.”

Because most students reported that they could grasp the
central ideas, making it relatively easy for them to understand
the supporting details in some cases. For students with open-
mindedness about learning reading in the English language,
they often understood the main keywords and the following
supporting ideas, which helped them accomplish the task
more easily. ST8 reported, “When I see the reading texts, they
are not just random collections of words, but authentic and
purposeful; it gives me real reason to learn reading.” In
addition, it becomes clearer when students need context for
the vocabulary that the teacher selects. ST3 specified, “About
a few weeks before the test, I often re-read the short passage
and learn the vocabulary from it more quickly.”

Reading Overload

In discussing their frustrations with the numerous reading
activities, some of which were lengthy and filled with
complex vocabulary, three out of fifteen students participating
in the interview reported, “There is a large amount of
vocabulary to digest. I learn the words, but I do not have
opportunities to use them regularly.” Students also felt scared
and unmotivated when they encountered this problem. ST1
admitted, “I opened the book, and I felt a little paranoid. There
was always a picture of something followed by a long article.
If the topic was relevant to the context of Vietnam or
something I could compare and relate to, I was fine with it.
But if it was something more abstract, I found myself
questioning why I had to learn this”. Despite the variety of
topics, students felt bored and unenthusiastic when their
teachers assigned reading tasks. Many participants shared
similar sentiments, saying, “We read and read, we read so
much, even in listening or speaking activities, the pressure
from all the reading is exhausting.”

Also, since the coursebook placed too much emphasis on
improving and practicing reading skills, it resulted in
repetitive activities. Most reading sections in every unit
required students to read the same material at least twice and
answer literal comprehension questions rather than offering a
variety of exercises such as gap-filling, multiple choice,
true/false/not given, or paragraph ordering. Although it did
include some varied exercises, they were not the regular ones;
students mostly answered questions about the overall message
of the entire passage or specific paragraphs. ST12 expressed,
“In my opinion, the reading questions in the textbook are not
very effective. The textbook provides a text and then asks us
to respond to questions based on it. The issue is that this
activity often requires us to copy the answers directly from the
reading passage, we highlighted and reported back to the
teacher.”

Generally, the reading materials from this coursebook are
considered diverse and multicultural. T5 said, “I think “Life”
puts a stronger emphasis on the reading skills than the others.

11
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If there are six lessons in one unit, four of them include
reading texts, so I think students receive sufficient input.”
However, the length and consistency of the reading passages
varied. T3 commented, “The length of reading passages is
inconsistent. For example, Unit 1B has a short passage
(approximately 100 words) with few questions, while Unit 1C
has a longer passage (approximately 300 words) with more
questions.” Similarly, T1 agreed with T3, “Some passages had
around 500 words. Long reading passages mean we need
much time to provide extensive information. Meanwhile,
others are around 50 words with only one question, which is
too short and wasting time.” In addition, T4 dissatisfactory
complained, “too much new vocabulary, too sleepy and tiring.”

Especially, T4 was the only teacher pointing out there were
too many reading materials for students to digest, and the
reading exercises seemingly were repetitive. T4 noted, “I feel
the lessons were always rushed, too much information to
digest in a period.” TS5 expressed, “I always instructed the
students to read and do the ask-and-answer activities. These
types of exercises are limited and repetitive. Multiple-choice
questions and filling-the-gap exercises are seen as more
engaging.” Besides, the difficulty and demotivation in reading
materials are also one of the limitations of the coursebook. T3
mentioned, “the length of every passage must be at an
appropriate number, long reading passages can demotivate
students, especially with lower-level ones or ones not getting
used to reading.”

The Irrelevance Of Cutural Element In The
Coursebook

Even though the coursebook provided a diversity of
cultures, the content and cultural relevance of the reading texts
are considered insufficient. T2 conveyed, “Even though they
do not always talk about the customs, traditions, food, or
habits in English-speaking countries, the major reading texts
still favor Western concepts and lack relevance to Asian or
Vietnamese culture. (e.g., section 6b in Unit 6, world parties
and the four examples from the USA, Italy, Brazil, and Spain).”
T4 also commented, “I do not feel it relates to student’s lives.
For example, there are many ways to approach “Recycling,”
but to develop comprehension in reading by introducing E-
rubbish in Ghana, I am not sure if they even know the country.”

The Lack of Connection of Pronunciation Section In
Communicative Practice

While the coursebook has thoughtfully enhanced sound
cognition and understanding of connected speech, the
accompanying activities for this section are inadequate.
Students have expressed concerns, noting a “lack of sufficient
listening input” in this area. One student (ST3) expressed
frustration, stating, “I did not understand why I had to listen
and repeat the sound individually. There are no exercises to

practice pronouncing the words, only a few symbols extracted
from the phonemic chart.”

Several students mentioned that the Life textbook
introduced them to unfamiliar accents and dialects, making it
challenging for them to understand the audio when unfamiliar
with the speakers’ accents. This often happens when the
students watch the video more than listen to gist activities. To
illustrate, ST9 from the survey noted that one weakness of the
textbook was the “Pronunciation in some videos that is very
difficult or impossible for learners to understand, not to
mention they speak too fast and cut the connecting words.”
Similarly, ST3 expressed, “The local British accent or accents
from New Zealand or something, it really confuses me. I mean,
I could not really understand what they were saying. I felt
daunted and confused when the video came to an end.”

STS5 was another student who mentioned that being exposed
to rapid speeds in listening materials was a negative aspect of
their learning experience. They said, “It is challenging for me
to comprehend the listening text if the speed is too fast. In
some videos, American accents and other speaking styles were
fine, especially those of younger speakers, as they pronounce
words more clearly. However, with older speakers, it is much
harder to understand; sometimes, I completely went blank.”
The coursebook wanted the materials to be more authentic, but
choosing ones with a rapid pace makes students struggle to
understand the content, even if the vocabulary is within their
grasp. ST8 was also in line with, “T appreciate them trying to
use real-life English, but the speed was just too much. It is like
they forgot we are still learning.” Similarly, ST2 commented,
“Sometimes I feel like the coursebook is designed for native
speakers, not for us who are still trying to learn. Consequently,
it leads to a feeling of being constantly lost and unable to
understand, making the experience highly frustrating and
causing learners to lose interest. ST13 commented, “It’s hard
to stay motivated when you feel like you’re always behind and
can’t grasp what’s being said.”

Lack Of Macro-Listening Skill

The absence of a pre-listening phase left students reading
instructions and immediately jumping into the audio without
any preparation. Teachers had to explicitly teach the necessary
vocabulary from the audio or instruct students to imagine what
they would hear. The listening section in units 1, 5, and 8§,
taken as examples, directly jumped to listening to a radio
interview, a news report, or a science program without letting
the students work in groups, get used to the prior vocabulary,
or comment on a relevant photograph. This resulted in most
students feeling lost and struggling to understand the content.
ST5 commented, “The teacher had to do extra work just to
prepare us for the listening because the book did not. I often
looked at the book to keep track of what my teacher was
saying. However, there was nothing, just a guideline from the
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coursebook telling us to listen and answer the questions.”
These students, namely ST3, ST9, and ST13, all replied, “The
listening activities made me feel discouraged and
disconnected because I could not follow what was being said.”
When asked about the skills they liked the least, they
mentioned the difficulties they faced during these listening
exercises.

In addition, all five teachers agreed that the number of
listening sections are quite short and not adequate compared
to the reading. Two teachers, T1 and T3 commented, “there
should be more sections of listening in each unit to improve
their skills.” T5 commented, “too little practice for listening
may lead to the problems in understanding the English
language overall. In particularly, they cannot understand
different accents, identify key information from the audio, and
reduce ability to communicate.”

Another report from the teachers was that the listening
materials strongly focused on developing listening sub-skills,
such as listening for specific information, listening for
language items, and listening for gist. T1 experienced “a
variety of subskills in terms of listening, and the students
seemed fairly prominent to listen to the language items such
as distinguish the phonetics that are different from others.”
ST3 said, “The textbook puts an emphasis on listening for gist,
and the students can listen to pieces of information within a
text.”

The Benefits of Video Clips

One highlight of the Life coursebook includes videos and a
clear three-stage structure of activities: Before you watch,
While you watch, and After you watch, designed to enhance
learners’ listening skills. In the "Before You Watch" section,
the coursebook suggests activities such as looking at a photo,
discussing it with peers, and working in pairs on key
vocabulary. These activities help students grasp the
information they might encounter while watching the video.
Giving them opportunities to look at a photo and discuss it
with peers helps them predict the content of the video and
create a solid mental framework for understanding. ST2
reported, “I do not like listening to the audio, but I like
watching the video more. Even though I do not understand
fully what it said in the video, it was seemingly less boring
and clueless.” ST10 also expressed, “I wish all the listening
activities were structured like the video sections. It made
learning much more effective.”

Another unique point of the Life A2-B1 coursebook is that
they added twelve video clips at the end of every unit. All five
teachers agreed that listening through watching videos can
increase engagement and is the optimum way to showcase
authentic language use in real-life situations. T3, T4, and T5
complimented, “There is always a video in the listening
section.” Particularly, T4 experienced “the videos with a
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whole-page illustration to catch the students’ attention. There
are scripts, visual aids, and three stages: pre-while-post
watching, which means students have time to watch, note
down, memorize, and revise in a natural way.”

The Drawback of the Video Section

However, when coming to the difficulty of listening
materials, the teachers found it challenging for students to
comprehend the audio due to the topic familiarity, the accents,
and the dialects. As T1 specified, “many topics are quite
unfamiliar to students, making it difficult to process
information. Students at level A2-B1 find it relatively hard to
process the information during the listening time.” In addition,
T2 and T4 had the same thought. T2 stated, “Materials are
suitable for average students but quite challenging for low pre-
intermediate ones. Some speakers in the video sections had
unclear voices, slurring their sounds so much and at a fast
speed. Improvements are needed, such as making the material
easier to understand, adjusting the speed to be slower, and
ensuring clearer accents.” Meanwhile, T4 conveyed,
“Students at the A2 level find it relatively hard to process the
information during listening. The speakers’ accents are varied;
however, they are primarily native speakers. The learners
cannot picture it, and their faces are just completely blank.”

Regarding the task design and activities in the coursebook,
two out of five teachers do not highly appreciate this section
in the “watching video” part. They said that even though Life
A2-B1 coursebook thoughtfully integrated other skills such as
writing, speaking, and reading language elements, they all
agreed those exercises are too much. The objective of these
activities is not clear, students cannot digest the big amount of
information like learning vocabulary, role-play in a scenario,
taking notes, and filling the table. Specifically, T4 expressed,
“Students are forced to listen or watch to do the exercises non-
stop. There are work-in-pair activities, but they are fairly over
their level. The work-in-pair activities are repeated three times:
one time for "sound off," one time for discussion, and one time
for interpretation. This is hard for them.”

Promoting Communication In Group Work

The speaking components of the coursebook offer
structured exercises that allow students to promote students’
engagement in discussing, idea-sharing sessions, and build
confidence through collaborative practice. T3 highlighted
“some tasks are good to foster students’ speaking autonomy as
they already gave speaking structures such as question-and-
answer patterns, turn-taking patterns, and verb tenses (e.g.,
present simple for routines, past tense for past events). Hence,
proficient students can fill their answers in the gaps by
themselves and then share with their classmate.” T4
commented, “The speaking may be the best part of this book.
There are still mistakes, but overall, it gives students lots of
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chances to work in pairs and in groups; therefore, it increases
students’ confidence and fluency in speaking.”

Regarding topic selection in speaking lessons, there are
varying opinions about how relevant and engaging students
find the content. TS noted, “In 1b “Speaking,” the students
learn grammar about tenses such as present simple and present
continuous, and in the speaking activities, there is a section on
making questions based on the vocabulary and grammar
learned in the previous task. The topics are friendly, so
students are willing to speak.” Meanwhile, T2 mentioned,
“Students’ ability to express their ideas and experiences does
not align with the activities in the textbook. For example, they
may lack the experience or interest to discuss topics like the
Olympics or pedicabs. Additionally, this may stem from their
personalities, as some students are not accustomed to sharing
their thoughts openly.” Objectifying with T2, T3 observed the
classes and reported, “They are willing to talk to each other. I
had one class that I followed from GEI1 to GE3, and I saw
them very connected and confident in sharing their thoughts.”
T3 also added, “In my class, students have to work in pairs.
Therefore, there is so much pair and group work, and I realize
they have speaking autonomy.”

Improving Vocabulary And Grammar Through
Speaking

As a benefit of the coursebook, students indicated that the
textbook assisted them in developing language skills such as
vocabulary and grammar. One student, ST11, mentioned in an
interview that their speaking skills improved because they
learned how to incorporate new vocabulary into their speech.
However, ST11 expressed that, having had only one lesson
with native-speaking teachers and many reading activities,
they felt they lacked sufficient opportunities to practice
speaking and develop greater autonomy in their English
language skills. ST11 stated, “The textbook improved my
speaking skills in some ways, especially the vocabulary. For
example, I can engage in everyday conversations, such as
discussing online shopping or asking for directions and
instructions on how to use something.” Similarly, ST7
highlighted the strength of the textbook in reinforcing
grammar when speaking. “Before using the textbook, I often

overlooked the /ed/ sound when telling stories in the past tense.

Now, I remember it more often, though I still make mistakes
sometimes.” Two other students, ST14 and ST15, pointed out
a new perspective: “I remember new vocabulary better when
[ use it in speaking contexts. I do not often speak English, but
I frequently pronounce the words to remember or to write
them down.”

In terms of improving pronunciation in speaking and
listening, the coursebook introduced a separate pronunciation
part to compare and contrast phonemic symbols to make the
students come to an awareness of sounds. ST1 described, “I

had the opportunity to listen to the different pronunciations of
/n/ and /y/. After repeating the sounds after the audio, I can
now distinguish the difference between “thin” and “think.””
ST10 also supported, “Before that, I do not know that the end
of this word would be pronounced at the beginning of the word.
For example, turn it on would never been said “turn-it-on” but
“turn-nit-ton.”

The Diversity of Speaking Activities

One of the key strengths of the coursebook in promoting
students’ speaking skills is its inclusion of various activities
that involve pair work, role plays, jigsaw activities, and
problem-solving conversations. Several students noted that
the Life textbook fosters interaction and collaboration among
them. For example, students ST6, ST11, and ST14 all
remarked that a significant advantage of learning Life in HUIT
was “the many opportunities it provided for communication
with their peers and teachers.” ST6 commented, “I enjoyed the
problem-solving conversation during the speaking time the
most because that was when I only needed to discuss things
with friends, write down the solutions, and present them. No
pressure much about it.” ST3 also complimented, “The
teacher gave us a few minutes to prepare the answers about if
I knew anything about the famous brand products; we just
took turns and showed what we knew. I talked so much about
food and cosmetics brands.”

Additionally, because the coursebook focused heavily on
cultural aspects, there was a strong emphasis on politeness and
respect in communication. In lessons with the native-speaking
teachers, most students had opportunities to practice
expressing politeness and respect in various contexts using
clear pronunciation and soft/strong intonation. This included
role-playing scenarios such as asking for help, respectfully
agreeing or disagreeing, and discussing different opinions.
ST8 explained, “I know how to raise my voice at the end of a
sentence when I need to ask something, and how to shorten
words for a quicker flow in conversation.” Similarly, ST11
mentioned, “I am not sure how well my pronunciation is, but
I can speak fluently if I have some notes to help me maintain
my flow.”

Lack Of Speaking Feedback

The students lacked opportunities to assess how well they
performed after delivering a speech because the coursebook
did not include a checklist for the speaking stage or the teacher
helped all of them. One student noted, “The class size was
very large, making it difficult for the teacher to evaluate all
our speaking abilities. I hoped there would be something to
help us check our progress because I do not know where my
mistakes were.” Another participant, ST12, expressed, “We
only focused on the listening stage and have little chance to
find our mistakes or improve our communication skills.” As a
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result, students did not experience increased confidence or
decreased anxiety when speaking English, whether with
friends or in front of the entire class. Seven out of fifteen
participants observed that the first two or three rows of
students were actively involved in interactions with the
teacher. However, those sitting at the back felt very distracted
and were quite afraid to share our ideas in front of others.

The Diversity of Writing Types

One of the key strengths of the coursebook in promoting
students’ writing skills is a replication of common forms of
writing used in everyday life and realistic scenarios and
context. The Life textbook employed a set of types of writing
tasks such as formal and informal emails for various purposes,
CVs, short messages and notes, and articles. According to the
students, these types of writing were successful in meeting the
academic writing needs of the students. ST3 said, “We are in
the second or third year, and learning how to write a CV in
class was helpful. I feel so much more prepared for when I
need to apply for a job. Especially, now they often require us
to write a CV in English.” ST7 also complimented, “Knowing
how to write a formal email properly is a skill I definitely will
use in the future, and the coursebook gave us good chance to
practice that.” Furthermore, the writing materials offered
flexibility, allowing students to compare and adapt different
writing tasks. This enabled them to examine a model CV and
compare it with a CV from their own country. “I had the
opportunity to compare the differences and similarities
between a CV in Vietnam and an English CV. Understanding
this can make my CV unique and stand out.”

According to the teachers, a positive aspect of the writing
materials in “Life” was how the topics were diverse and
authentic. T1 commented, “The topics seem to cover many
types of writing (e.g., email, listing, planning), making it easy
for students to learn both formal and informal writing styles.”
T4 agreed and also specified, “The writing is not too academic,
emails, CV, messages, review... students can use them in real-
world work situations after they finish studying.”
Consequently, all teachers agree that the selection of writing
topics helps develop students’ writing skills, as they are
relevant to their personal and social goals.

Lack Of Writing Structure

The main issue arises from the lack of an integrated writing
structure in the practice materials. The coursebook Life A2-
B1 often presents a specific structure for one situation in
isolation, without providing examples or contents that should
be included at each stage. Additionally, some students felt that
the guidelines for the writing process were insufficient and not
helpful enough, as the steps provided lacked adequate and
specific instructions on how to complete a full draft of writing.
The coursebook focused primarily on discourse and
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vocabulary, neglecting the process of creating and connecting
different parts together in a completed writing draft. Two
students expressed their frustration, stating, “The book often
presented us with a scenario and followed up with questions,
requiring us to work in pairs to discuss the answers. How am
I supposed to write a whole advertisement based on similar
but separate answers?” As a result, the students did not view
the writing task as significantly helpful in organizing their
thoughts and ideas.

In addition, four out of five teachers complained that they
had to prepare and design a macro-level writing structure with
an introduction, body paragraphs, and conclusion in advance.
T2, T3, and T4 emphasized, “The writing activities only focus
on building words or phrases individually; there were no
activities for sentence and paragraph structures.” T4
seemingly angrily noted, “The instruction is not sequential.
For example, “Write a CV.” It goes from working with
vocabulary and verb form to rewriting the given sentences and
then directly constructing a complete paragraph. There is a
lack of connection, so it does not help students organize their
ideas.” T4 also supported in another writing task, “For
example, in 8e, “An argument for technology,” students are
made to read a reading passage and answer the questions.
Then, they jumped into grammar, practicing connecting words,
and then they were made to read another two different short
texts, and then they had to write a complete paragraph. There
is no differentiation of requirements and no support for the
necessary structures to write a draft.”

In terms of the amount of practice and task design, three
teachers mentioned, “There was little time for writing practice,
so students could not finish a full writing task in class. Some
of them could not catch up.” T2 noted, “Time was an issue,
but there were not enough practicing exercises. For example,
in 2e, “Writing an advert or notice”, they give advice and
suggested questions but do not explain how to write or
explicitly each section of the writing.” T1 pointed out that the
number of reading requirements was excessive compared to
the importance of focused writing skills. “There was too much
reading in the writing section, which did not help with the
writing structure. There was still a lack of cohesion and
coherence. We need to teach everything again.”

Lack Of Writing Feedback

The main weakness in this writing section is the lack of
adequate evaluation of student work and feedback. Ultimately,
one of the failures in developing writing skills in students in
this textbook is the limited opportunities for revision and
insufficient feedback. Students often felt they did not have
enough time to revise their writing drafts and correct their
mistakes. STS complained, “I need more time to reflect and
fix our mistakes. I knew I was unsure about something, but I
did not know who could help. The book did not suggest
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anything.” ST15 agreed with ST5, “the teacher gave us some
general comments, but it did not help much since we did not
have much time to fix my work.”

Five teachers expressed significant concern over their
limited ability to provide feedback due to insufficient time and
irrelevant writing tasks. T4 remarked, “A checklist is
necessary for students to self-evaluate their writing process.
Correcting a paper for 40-50 students takes a long time, and
even when students are given adequate time to write, some of
them may not produce a complete piece.” Supporting this view,
T3 added, “A checklist could help enhance students’ self-
learning, but it might not be effective since some students
struggle to evaluate their own work. If teachers have enough
time to go through all the tasks, the best way is to encourage
students to engage in peer evaluation or seek feedback from
Al tools.”

However, the teachers said that although there were no
macro-level writing structures, some units included samples
for writing in one specific situation, such as Unit 1, “Filling in
a Form,” Unit 3, “Note and Messages,” Unit 7, “Writing a
CV”, Unit 9, “An Email Requesting Information,” and Unit
10, “Writing Review.” However, the majority still lacked good
sample writing such as in units 4, 8, and 11. T2 added, “It
would be better if there were samples for writing skills.
Students can base those samples to practice at home or to
review and revise the drafts themselves.”

Conclusions

This study aimed to evaluate the effectiveness of the “Life
Pre-intermediate  Coursebook” (Vietnam Edition) in
promoting cultural awareness and language learning among
non-English major students at HUIT. The findings, gathered
from both student and teacher perspectives, provide valuable
insights into the strengths and weaknesses of the coursebook
within this specific educational context. While the coursebook
is recognized for its engaging global topics and authentic
materials, a significant concern arose about its limited cultural
relevance for Vietnamese students. This suggests a disconnect
between the intended global perspective and the students' need
for more relatable cultural content. Additionally, the study
identified specific areas for improvement related to language
skill development. Both students and teachers pointed out
issues in the reading and writing components of the
coursebook. The reading materials were sometimes viewed as
lengthy and uneven in their appropriateness, while the writing
instruction was considered to lack adequate guidance and
opportunities for meaningful feedback. These findings
highlight the critical role of coursebooks in facilitating
comprehensive and balanced language skill development. In
conclusion, this evaluation underscores the importance of
understanding learners' needs and the specific cultural context

when selecting and implementing course materials. Although
the “Life Pre-intermediate Coursebook™ has certain strengths,
its limited cultural relevance and the identified weaknesses in
reading and writing instruction indicate a need for additional
materials or adaptations to better serve the Vietnamese student
population at HUIT. This study contributes to the ongoing
discussion on coursebook evaluation in EFL contexts and
emphasizes the necessity of aligning pedagogical materials
with the unique cultural and learning preferences of students
to enhance their language learning experience.
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