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Abstract: Gifted students are often characterized as those who demonstrate distinctive
characteristics, both intellectually and emotionally. Thus, they may have learning needs that are
distinctive from non-gifted ones. Failure to meet the needs of these learners may lead to their low
motivation, low attention, and consequently low achievement in their learning processes. Although
gifted education in Vietnam has got a relatively long history, gifted English as a Foreign Language
(EFL) remained somewhat under-researched and poorly understood. Studies that focus on learning
needs of gifted EFL students in Vietnam are almost undetectable. This study thus aimed at discovering
learners’ and teachers’ perceptions of gifted EFL students’ learning needs. Data were collected through
questionnaires and interviews with 137 gifted EFL students and five English teachers working with
these students. Findings from the study suggest that: (1) among 7 key components of English language,
oral skills including speaking, listening and pronunciation were perceived as most important, meanwhile
output skills namely speaking and writing appeared to be most challenging; (2) teaching activities that
focus on oral skills and self-directed learning (i.e., presentation, debate, discussion, self-study, projects,
etc.) are considered most effective and engaging to this group of students; (3) students’ commitment to
study was generally high but motivation for advanced English lessons and National Talent
Competitions, was not as high as expected. These findings contributed to the limited literature on gifted
students, particularly gifted EFL students in Vietnamese context, highlighted the need to reconsider the
goals and missions of gifted education in Vietnam, and had important implications for curriculum and
instructional design for this unique group of learners.
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1. Introduction

The notion of giftedness has evolved continually, reflecting changes in societal needs
and priorities (Catholic Education Melbourne, 2013). In its early days, giftedness was mostly
linked to general intellectual ability (as measured by intelligence tests; Terman, 1926). In the
1960s and 1970s, the notion of giftedness was extended to include creativity (Renzulli, 2011).
However, greater emphasis was still put on academic rather than non-academic domains (Pirrto,
2005). Towards the end of 20" century, as societal attitudes changed, a broader conception of
giftedness encompassing outstanding achievements across academic, physical and cultural
domains has become integral to the discourse on giftedness (Catholic Education Melbourne,
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2013). Pfeiffer (2012), for example, defined a gifted student as one who “demonstrates a greater
likelihood, when compared to other students of the same age, experience, and opportunity, to
achieve extraordinary accomplishments in one or more culturally valued domains” (p. 14).
Similarly, according to Vialle and Rogers (2012), giftedness is the ability to demonstrate either
extraordinary potential or extraordinary performance in one or more of the intellectual,
academic, creative, leadership or visual and performing arts domains.

With their special characteristics, it can be inferred that gifted students may have
learning needs that might be distinctive from their non-gifted peers. Failure to meet the needs
of these learners may lead to their low motivation, low attention, and consequently low
achievement in their learning process (Clinkenbeard, 2012; Schunk, 2012). Paradoxically,
though a lot of efforts have been put in defining and identifying gifted learners, not so much
has been done to ensure appropriate instructional programming for these individuals (Cao
et al., 2017). The number of studies that examine the complex needs of academically gifted
students is also very limited (Murdock-Smith, 2013).

2. Background to the Study

In Vietnamese context, gifted education has had a relatively long history. The first high
schools for gifted students (also known as specialized schools) were established in the 1960s
with the special purpose of identifying and nurturing talents in specific academic subjects
(MOET, 2012). Presently, gifted education remains one important scheme in Vietnamese
education system (i.e., policies for gifted schools have been well-established, a lot of investment
has been put into gifted education, MOET 2012). Students need to go through a rigorous process
in order to be accepted into gifted schools; and the level of competitiveness is generally very
high. According to the Regulation of Organization and Operation of Gifted High Schools
(MOET, 2012), students are recruited into gifted EFL classes based on test results of three
subject areas: English, Vietnamese literature and Mathematics. As for English, students are
required to sit for two tests (one general English test and one advanced English test). Scores of
the advanced English test are doubled before being added to the scores of the other three tests
to calculate the sum scores, which would then be used as a basis in the selection process
(MOET, 2012). Normally, only the top 5-10% of the students in the exam could be admitted to
the program. The selected students are then offered special educational programs which aim to
help them successfully achieve their academic excellence in their majored subjects. In other
words, although good English language skill is an obvious advantage for students in the
selection process, students also need to do well in the other subjects (i.e., Mathematics and
Vietnamese literature) in order to be accepted into the program for gifted EFL students.

The quality of educational programs at specialized schools, to some extent, is evaluated
by several important testing events. At the first level, schools in the whole province or city
select their top talented students to sit in a municipal exam, which aims to shortlist students into
the national contests for talented students organized by the Vietnamese Ministry of Education
and Training. Students who achieve high results in the national contest might be selected to join
the international competitions. Basically, the results of these exams are one of the crucial
criteria to measure the effectiveness of educational programs at specialized schools and to
promote or reward teachers. Many statistics show that specialized schools, in recent years, get
high achievements in these competitions, and Vietnam is also recognized as one of the nations
that obtain the highest results in international academic contests (Huu, 2018).
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In short, although a clear definition of the term giftedness has not yet been articulated
in Vietnam, the way of identifying and nurturing gifted students in Vietnam suggests that
Vietnamese conception of giftedness is somewhat close to the definition of academically gifted
learners, who are noticed due to their outstanding accomplishments in academic tasks (Pfeiffer,
2012). These students - as suggested by Pfeiffer (2012) - often demonstrate cognitive and/or
affective characteristics that are distinctive from non-gifted ones, such as above-average
academic performance, love for learning and persistence through difficult and challenging
tasks. Educational program(s) for gifted EFL students in Vietnam also remained somewhat
foreign and under-researched to not only Vietnamese scholars but also international
counterparts. Studies that focus on learning needs of gifted EFL students in Vietnam is scarce
(with Vu and Vu (2012) being the only exception). Vu and Vu (2012) investigated gifted EFL
students’ attitudes towards the effectiveness of one English learning program at a specialized
high school in Hanoi - particularly in terms of students’ language skills development, and the
program’s contribution to students’ future jobs. Findings from the study revealed that students
were generally satisfied with the quality of the program and perceived it as useful for their
further studies and career development. However, students’ specific needs and wants as well as
reasons for their satisfactions were not identified.

Together with the scarcity of documents and studies about learning needs of gifted EFL
students, there exist conspicuous problems with gifted education in Vietnam. Firstly, although
gifted education in Vietnam has had a long history, received worthwhile investment from the
government and obtained impressive achievements in national and international academic
competitions, the goal for gifted education has not yet been clearly defined (Mai, 2007).
Secondly, there is not yet a detailed guideline or a unified program for gifted students across
the country (MOET, 2012). Curriculums and learning materials for gifted learners are mostly
independently designed by individual teachers working with these students. Additionally, none
of current teacher education programs in Vietnam at the moment offer training for those
working with gifted students. The lack of clear educational goals for all gifted students together
with the lack of standardized educational curriculums for students and the absence of training
programs for teachers of the gifted raised the concerns about whether or not learning needs of
Vietnamese gifted students have been clearly identified and sufficiently satisfied.

Overall, the present study was grounded on the assumption that gifted EFL students in
Vietnam might demonstrate distinctive intellectual and/or affective characteristics. While these
characteristics are essential for instructional design, they have not yet been adequately
identified and addressed. This study was thus carried out with the aim of providing more
insights into the learning needs of gifted EFL students in Vietnamese context. The big question
that guided the research was: What are learning needs of gifted EFL students in Vietnam?
It is expected that with better awareness of the learners’ needs, better educational services for
gifted EFL students could be provided.

3. The Theoretical Framework

The significance of needs analysis in language teaching and learning has led to the
development of several influential approaches including sociolinguistic model (Munby, 1978),
systemic approach (Richterich & Chancerel, 1977), learning-centered approach (Hutchinson
& Waters, 1987), learner-centered approach (Berwick, 1989; Brindley, 1989) and task-based
approach (Long 2005). Among these, learner-centered approach (Berwick, 1989; Brindley,
1989) appeared to be most comprehensive and advantageous as it offers three different ways to
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look at learner needs namely: perceived versus felt needs; product versus process-oriented
interpretations; and objective versus subjective needs. “Perceived needs” are assumptions made
by experts or teachers about learners while “felt needs” are those articulated by learners
themselves (Berwick, 1989). Product-oriented needs are concerned about variables required in
the target situations which might affect the learning process while process-oriented needs focus
on affective and cognitive characteristics of learners which might influence the learning process
(Brindley, 1989). “Objective needs”, as its name suggests, refers to factual information about
learners (i.e., their real-life language use situations, their current language proficiency and
difficulties) whereas “subjective needs” encompasses affective and cognitive factors (i.e.,
learners’ confidence, attitudes, learning wants, learning expectations and learning strategies,
etc.). In other words, learner-centered approach to needs analysis gives importance to both
cognitive and affective variables, which are often neglected in other approaches like the
sociolinguistics model or the systematic approach. The classification of perceived versus felt
needs might help ensure that interpretations are made based on data from multiple perspectives
(of both learners and teachers), which is important to ensure reliability of the analysis (West,
1994).

Moreover, learner-centered approach also addresses issues of interest to the
sociolinguistic approach and the learning-centered approach. For example, needs in the
product-oriented interpretation of learner-centered approach are similar to the concepts of
communication needs (Munby, 1978) and target needs (Hutchinson & Waters, 1987). Needs in
the process-oriented interpretation of learner-centered approach also correspond to learning
needs as defined by Hutchinson and Waters (1987). All in all, it can be inferred that learner-
centered approach to learner needs analysis has proved comprehensiveness, extensive coverage
and usefulness to instructional design and implementation.

With the above-mentioned advantages, learner-centered approach (Berwick, 1989;
Brindley, 1989) was adopted to identify learning needs of gifted EFL learners in this study.
With the assumption that gifted EFL students in Vietnam might have distinctive cognitive and
affective needs, a closer attention was paid to learners’s subjective needs, which are very
important and worth investigating before and during the implementation of a curriculum
(Richards, 2001), and more importantly, encompasses cognitive and affective factors (i.e.
learning confidence, learning priorities, learning difficulties, learning styles, learning attitude
and motivation (Brindley, 1989). Thus, the following research questions were put forward:

1. How confident are students about their English vocabulary, grammar, pronunciation,
reading, listening, writing and speaking skills?

2. What is the level of importance that EFL gifted students attach to the different language
skills/ components?

3. What are the difficulties that gifted EFL students encounter when learning English?

4. What are gifted EFL students’ learning styles? What are their preferred learning
activities?

5. What is gifted EFL students’ level of engagement with learning English at school?
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These needs are also investigated from both teachers and students’ perspectives as a
way of reflection in order to see whether exists any discrepancy between felt needs and
perceived needs.

4. Research Design

This study utilized mixed method design, which involves gathering, analyzing, and
integrating both quantitative and qualitative data (Tashakkori & Teddlie, 2003). This approach
was chosen to capitalize on the strengths of both methods, triangulate the findings, and gain a
more comprehensive understanding of the issues at hand (Greene et al., 1989; Tashakkori &
Teddlie, 1998; Klassen et al., 2012). The study was divided into two sub-studies; one aimed to
investigate students' perceptions of their learning needs, and the other focused on teachers'
perceptions of their students' learning needs. The results from the two sub-studies were then
combined, compared, and contrasted to provide a more complete picture. The study design is
illustrated below:

Figure 1
The Overall Research Design

Sub-study 1 Quantitative Qualitative
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4.1. Sub-Study 1: Gifted EFL Students’ Perception of Their Own Learning Needs

In sub-study 1, Explanatory sequential mixed method design was selected with initial
use of quantitative questionnaire survey among a large number of students, followed by in-
depth interviews with selected students (see Figure 2). The quantitative questionnaire aimed to
identify the general trends in students’ perceptions about different aspects of their needs,
whereas follow-up interviews were to delve deeper into outstanding results. This design is
commonly used when researchers need qualitative data to explain the quantitative results, or
when researchers want to form groups based on quantitative results and follow up with groups
through subsequent qualitative research (Klassen et al., 2012).
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Figure 2
Design of Sub-Study 1
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Quantitative Survey Study

Participants

The survey participants were 137 students studying at 4 gifted high schools in Hanoi
and nearby provinces. Their ages ranged from 15 to 18 (grade 10 to 12). Majority of the
participants were female students (78.8%). An initial analysis of the data did not find
significantly differences among students from different schools or of different grades.
Therefore, the student population as a whole could be considered homogenous.

Data Collection Instrument

The survey questionnaire was divided into two main parts: the first part required
participants to provide information about their background (gender, grade, school); the second
part, which comprised six sections (A to G), aimed to assess the six constructs of interest
namely: learning confidence, learning priorities, learning difficulties, learning styles, learning
attitudes and engagement. These constructs are developed based on the factors concerned in
the learner-centered approach (Brindley, 1989), which was adopted as a guide for this study.

In section A and B, the researchers chose Kaharuddin et al.’s (2017) scale since it helps
to measure students’ confidence and priorities in different key components of the English
learning content at high schools in Vietnam, which are vocabulary, grammar, pronunciation
and four language skills.

A. Learning confidence sub-scale: The learning confidence scale was adopted from
Kaharuddin et al.’s (2017 “language ability”” questionnaire. The sub-scale consisted of 8 items
that required students to rate their level of confidence in terms of vocabulary, grammar,
pronunciation, four skills (reading, listening, writing, speaking) and their overall English
competence.

B. Learning priorities sub-scale: The scale was taken from Kaharuddin et al.’s (2017)
“learning priorities” questionnaire. It consisted of 7 items, which requested participants to rate
the level of importance of those English components and skills to themselves.

C. Learning difficulties sub-scale: The researcher employed the scale developed by

Kaharuddin et al. (2017) in order to measure the level of frequency at which student participants
encountered some potential obstacles while using English, some of which are psychological



VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 3 (2023) 108

problems, lexical resources, mother tongue interference, and topical knowledge. For example,
the psychological problems included items such as “Feel shy of speaking English”, “Fear of
making mistakes”, the lexical resources included “Vocabulary limitation”, “Pronunciation
mistakes” and “Grammar mistakes” .

D. Learning styles sub-scale: This sub-scale aimed to identify learners’ preferred
learning activities. Participants were asked to rate the level of usefulness of common classroom
activities according to them. Activities listed in the questionnaire corresponded to four types of
learning styles: Visual, Auditory, Reading/ Writing, and Kinesthetic (The VARK model;
Fleming & Mills, 1992). The model was chosen since it was most likely to reflect the
experiences of teachers and students.

E. Learning attitudes and engagement sub-scale: The sub-scale was adapted from
the PISA survey (OECD, 2004), which aimed to measure students’ attitudes and engagement
with learning in Mathematics. This scale was widely used in more than 40 countries and proved
to be a valid and reliable measure of learning attitudes and engagement (OECD, 2004).
Students’ learning attitudes and motivation were measured via five subscales, which are
“Interest”, “General self-concept”, “Instrumental motivation”, “Attitudes towards schools”
and “Sense of belonging at school”, with 26 items in total. Participants were asked to indicate
their level of agreement to these 26 items on a 4-point likert scale.

For sections A to E, a four-point Likert-type scale was utilized (refer to Appendix 1).
For more details about specific items in the questionnaire, please refer to Appendix 2.

Data Analysis

In the current study, IBM SPSS software (Version 20.0) was employed to handle
quantitative data. Specifically, descriptive statistics (M, SD) were generated to identify key
features of the data set. Besides, Cronbach’s alpha value was calculated to ensure reliability/
consistency of multi-item scales (i.e., section D and E). According to George and Mallery
(2003), scale reliability is considered acceptable if the alpha value is higher than 0.60 and
unacceptable if the alpha value falls under 0.50. The reasonable goal is noted to be alpha of
0.80. In section D and E, the Cronbach’s a of all scales are above 0.60 (see Table 1). Therefore,
the conclusion was reached that each scale had a fair to good reliability.

Table 1
Cronbach’s o. Reliabilities of Sub-Scales

Section Sub-scales Items Cronbach’s a
D. Learning style Visual D1, D2 0.61
Auditory D3, D4, D5, D6 0.64
Reading/Writing D7, D8 0.61
Kinesthetic D9, D10 0.66
E. Learning attitudes Interest El, E16, E20, E22 0.77
and engagement General self-concept E2, E4, E6, E9, E10 0.77
Instrumental motivation E12, E15, E19, E21 0.69
Attitude towards school E3, E5, E7, E8, E11, E18 0.77

Sense of belonging at school  E13, E14, E18 0.84
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Quialitative Interviews

The Interview Protocol Development

After analyzing data from the questionnaire, the researchers found the need to further
understand (a) why EFL gifted students were least confident with speaking and writing skill,
(b) why pronunciation, listening and speaking were considered most important, (c) how
students experienced vocabulary limitations and the speaking anxiety, (d) whether in-class
activities are interesting/ motivating to student. To better understand these issues, an interview
protocol including four open-ended questions was developed to elicit students’ explanation for
those problems (please refer to Appendix 3).

Participants

Criterion sampling method was used to purposefully select prospective students from
the survey respondents. Four students were selected for the interviews (coded as S1-4). These
students were approached because their answers in the questionnaire implied that they (1) had
low confidence in speaking and writing, (2) attached high importance to pronunciation,
listening and speaking, and (3) frequently encountered vocabulary limitation and speaking
anxiety.

Data Analysis

Transcriptions of the interviews, after being checked by student participants, were
manually coded using thematic analysis method, which is a method for systematically
identifying, organizing, and offering insight into patterns of meaning (themes) across a dataset
(Braun & Clarke, 2012). In other words, this method is a way of identifying what is common
to the way a topic is talked or written about, and of making sense of those commonalities (Joffe
& Yardley, 2004), and especially appropriate when researchers wanted to generate new insights
from the raw data as existing theory or research literature on a phenomenon is limited (Hsieh
& Shannon, 2005). Each interview transcript was read and re-read several times, then annotated
to generate a list of initial codes. These codes were collated across participants to find similar
patterns in their answers, and if a pattern appeared among more than 50% of the participants, it
would be considered a theme. Those themes together with participants’ exemplifying
quotations were also reviewed for further explanation of the problems from quantitative
surveys.

4.2. Sub-Study 2: Teachers’ Perceptions of Their Gifted EFL Students’ Learning Needs

The purpose of this phase was to examine teachers’ perception of their students’ needs.
To achieve that aim, qualitative semi-structured interviews were conducted with teachers of
gifted EFL students. Data from teacher interviews were also analyzed using thematic analysis.
Details of the research procedure and expected outcomes are present in Figure 3.

Figure 3
Design of Sub-Study 2

QUAL data collection e Semi-structured interviews with 5 teachers working
7 with students in sub-study 1

QUAL data analysis e Thematic analysis = themes, codes, quotes

v

Discussion
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Participants

Five teachers (coded as T1-5), who participated in the study, were all experienced
teachers who had from seven to twenty-five years of working with EFL gifted students. With
that amount of time, it was expected that these teachers had gained proper understanding of
their students’ characteristics and needs.

Data Collection

Semi-structured interviews were conducted to explore their perceptions of students’
learning needs. These interviews also covered themes previously addressed in sub-study 1 (i.e.,
students’ language ability, learning priorities, learning difficulties, learning styles/ preferred
activities, learning attitudes and engagement). Details of the interview protocol could be found
in Appendix 2.

Data Analysis

Similar to the qualitative component in sub-study 1, thematic analysis was chosen as
the data analysis method in this sub-study with the purpose of identifying teachers’ perceptions
about different domains (A — E) of students’ needs. Codes, together with noteworthy quotations,
were identified and synthesized to identify common themes. These findings were then
incorporated with findings from sub-study 1 (students’ perceptions) to create a more
comprehensive picture of learning needs of gifted EFL students.

5. Research Findings

Research Question 1: How Confident are Gifted EFL Students About Their English
Language Ability?

Confidence in Overall English Ability

Students were surveyed about their confidence levels in different areas of English
language proficiency, including Vocabulary, Grammar, Pronunciation, Reading, Listening,
Writing, and Speaking. Figure 4 presents the mean ratings for each area. Overall, students
demonstrated high levels of confidence in their English competence (M = 2.80, SD = 0.55).
This result was supported by interviews with the students' teachers, as four out of five reported
that the students' overall English competence was good and that their proficiency in the four
language skills had improved compared to previous cohorts.

In the last 5 years, students who entered EFL gifted classes, especially Foreign
Language Specialized School, showed much higher abilities in four English skills. (T4)

Lower Confidence in Speaking and Writing

A closer look at students’ responses to specific English skills and components, however,
suggested that students appeared to be least confident about the two productive skills namely
Writing and Speaking (M = 2.28 and 2.40 respectively; see Figure 4). This was consistent with
the feedback provided by teachers, T3 and T4, who noted that their students struggled the most
with writing. T4 also estimated that as many as 60 to 70 percent of her students faced difficulties
with writing. When interviewed, three out of four students cited "insufficient practice” as the
main reason for their lack of confidence in Writing and Speaking, both in class and at home.

The main reason is that we do not have much practice time. In class, we mostly learn
vocabulary and grammar so (our) speaking skills are not very good. Writing skills are
not our focus at school, either. (S3)



VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 3 (2023) 111

Figure 4

Level of Confidence in Specific English Areas

Overall English competence 2.8
Speaking 24
Writing 2.28
Listening 2.74
Reading 2.83
Pronunciation 2.83
Grammar 2.94
Vocabulary 2.64
0 1 2 3 4

Mean score

Research Question 2: What is the Level of Importance That Gifted EFL Students Attach to
the Different Language Areas?

Higher Level of Importance Attached to Auditory-Oral Skills

In response to part B of the questionnaire, participants rated all language skills and
components as important (mean scores greater than 3.1; see Figure 5). However, speaking,
listening, and pronunciation (M = 3.86, 3.76, and 3.62, respectively) were considered the most
important. Notably, these skills are all related to oral proficiency.

Figure 5

Level of Importance Attached to Specific English Areas

Speaking 3.86
Writing 3.35
Listening 3.76
Reading 3.32
Pronunciation 3.62
Grammar 3.11
Vocabulary 3.38

0 1 2 3 4
Mean ratings

In the interviews, three students, who gave high rating scores for pronunciation,
listening and speaking, believed that these aspects were more practical in daily communication
(as compared to other skills), and thus were regarded as being more important.

For me, the most important thing when learning a language is to be able to use it in daily
communication, therefore pronunciation and speaking is most important... And you
must also be good at listening to understand what foreigners say [...] I think oral skills
are important because | will use these skills more often than writing or reading. (S3)

Listening and speaking are most important because they are widely used in daily
communication. (S4)
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Main Focus on Vocabulary, Grammar and Reading

Although the explanations that these students have for their high appreciation of oral
skills were understandable, the findings suggested a mismatch between what students
considered important and what they spent more time on. Both S2 and S3 - who were in grade
12 - admitted that they did not have enough time practicing and improving their speaking,
listening, and/ or pronunciation because they were preparing for the National High School
Graduation Exam. Interviews with teachers also revealed similar results. Four out of five
teachers (T1, T2, T3 and T5) thought that gifted EFL students, except for a small minority who
aimed to study abroad, would need to perform well in this exam to secure themselves a place
at university. Since this high-stake exam mainly focused on vocabulary, grammar and reading,
they naturally had the urge to put more time and effort on these components.

Gifted EFL students also have to take the National High School Graduation Exam.
Therefore, they also need to spend more time on vocabulary, grammar and practice tests,
just like non-gifted students. (T3)

Of course, they want to be good at all skills but, er..., grade 12th students, for example,
need to prioritize vocabulary, grammar and reading to prepare for the National High
School Graduation Exam. (T2)

When | taught those skills (listening, speaking, writing) many students did not really
pay attention and (they) only focused on vocabulary, grammar, and reading skills to
have high scores on the national high-school graduation exam. (T1)

Research Question 3: What are Students’ Difficulties in Using English?
Psychological Obstacles in Speaking

In questionnaire section C, students rated the frequency of encountering difficulties
using English (as seen in table 2 below). Mean scores ranged from low to moderate levels
(M between 2.25 and 2.60), indicating these students could generally use English without much
encounter with the given difficulties. The issue with the highest mean scores was shyness of
speaking (C1, M = 2.60), followed by limited vocabulary (C5, M=2.58), limited topic
knowledge (C8, M=2.56), fear of making errors (C2, M=2.55), and fear of criticism (C3,
M=2.51). Additional responses specified by students were shyness, afraid to be judged by
others, eye contact, etc. Interestingly, most of the above issues/ key words (except for C5 and
C8) were pointing towards shyness and fear of speaking. However, this problem seemed not to
be well recognized by teachers. Only one teacher (T2) mentioned students experiencing
embarrassment and anxiety due to pronunciation mistakes, while other four teachers claimed
students were confident and did not encounter any psychological hindrance.

Table 2
Mean (M) and Standard Deviation (SD) of Difficulties in Using English

Item M SD
C1 Feel shy of speaking English 260 0.72
C2 Afraid to make errors 255 0.71
C3 Afraid to be criticized 251 0.78

C4 Can’t avoid using Vietnamese 2.36 0.72
C5 Limited vocabulary 258 0.61
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C6 Bad grammar 225 053
C7 Bad pronunciation 2.31 0.63
C8 Limited knowledge of the topic 2.56 0.67

Limited Academic Vocabulary and Background Knowledge

Besides psychological barriers, student participants in the current study also
acknowledged that they had problems with “limited vocabulary” (C5) and “limited knowledge
of the topic” (C8; as could be seen in the table above). In addition to the pre-listed categories,
students also added difficulties with lexical resources, such as slangs, technical words,
paraphrasing ability, etc. In the interviews, students were asked to give more details about their
vocabulary resources; and three participants shared that they did not have enough academic
words to fully and precisely express their ideas in complicated topics.

In sub-study 2, teachers were also asked to comment on their students’ vocabulary. T2
and T5 stated that their students just encountered difficulties expressing their ideas about
academic and highly complicated topics. T4 also specified that the proportion of students
encountering this problem were 60% - 70% for writing skills and around 30% for speaking
skills. The reasons, as explained by T2, were the insufficient academic vocabulary and
background knowledge, which was in line with students’ responses.

Research Question 4: What are EFL Gifted Students’ Learning Styles and Preferred
Learning Activities?

Preference for Auditory-Oral Activities

Gifted EFL students' learning styles were assessed by evaluating the usefulness of
common learning activities in four categories: Visual, Auditory, Reading/Writing, and
Kinesthetic. Figure 6 displayed the mean ratings of each group, revealing that the Auditory
group was the highest rated (M=2.92, SD=0.81), followed by Kinesthetic (M=2.80, SD=0.89)
and Reading/Writing (M=2.76, SD=0.83). Students found "watching video" (M=3.23,
SD=0.76), "listening to podcast" (M=2.87, SD=0.86), and group discussion (M=2.80, SD=0.85)
most useful, probably indicating that they learned best through listening and speaking activities.
Furthermore, when asked to specify their own preferred learning methods, eleven out of
eighteen responses recorded were also listening and speaking activities (i.e., “self-talking in
English”, “debating”, “listening to audio-books”). Those responses strengthened the belief that
most of gifted EFL students appeared to be auditory learners.

Figure 6
Level of Usefulness of Four Learning Styles

Kinesthetics 2.8
Reading/Writing 2.76
Auditory 2.92
Visual 2.32
0 1 2 3 4

Teachers’ opinions were also in line with this finding. Among the wide range of
activities in their lessons, all teachers thought that activities focusing on oral skills, such as

29 <¢

“group-discussion”, “presentation”, “debates” or “projects” were most effective and engaging
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to students. For instance, T5 stated that her gifted EFL students showed strong interest in
discussing and sharing opinions or applying what they had learnt in joint projects. However,
most of those activities could not be done on a regular basis due to time constraints in class.

Students seem to prefer projects, erm, it seems so... time-consuming they are, but (we)
still have to do them because they are included in the textbooks. (T1)

The activities can be getting the students to do a presentation using PowerPoint, to role-
play, to have a talent show or a fashion show, all in English. [...] Generally students
enjoyed those, but those activities took a lot of time and effort so we couldn’t have more
than two (activities) in a semester, other than that we also organize, for instance,
learning the basis of grammar, practicing tests for gifted students, etc. (T3)

This idea was confirmed by S2 and S4, who asserted that their teachers did carry out
presentations, debates and projects during a school year, however, not frequently (once or twice
in a semester mainly in grade 11" and 10™). In class, students mostly had tests and worksheets
(S2; S3), which were considered as quite boring to students (S3; S1).

Preference for Self-Directed Learning

Another finding from interviews with teachers was that self-directed learning/ student-
centered learning appeared to be highly effective and motivating to gifted EFL students. All
teacher participants agreed that activities that allowed students to plan and organize their own
learning were highly welcomed. T1 even stated that self-directed learning activities were most
effective for students of this level.

The most important thing to bear in mind when teaching gifted students is to instruct
them how to self-study and self-research. (T1)

They (students) prefer planning and carrying out learning projects by themselves.
Normally, 1 would just play the role of a facilitator. (T3)

They like to read about the problems at home and when they come to class, they’re very
excited to present what they’ve learnt to teachers and other friends. (T5)

Research Question 5: What is EFL Gifted Students’ Level of Engagement With Learning
English at School?

Positive Attitudes Towards Learning

Students’ learning attitudes and engagement were measured in five different aspects
“interest in English”, “general self-concept of English ability”, “instrumental motivation”,
“attitude towards school” and “sense of belonging at school”. Table 3 presents the mean and
standard deviation of each sub-scales. The results showed that mean scores of all sub-scales
were relatively high (ranging from 2.86 to 3.62) and the standard deviations were low (from
0.49 to 0.57), suggesting that students generally have positive attitudes towards learning

English at school.

Table 3

Mean (M) and Standard Deviation (SD) on Learning Attitudes and Engagement
Sub-scales M SD
Interest 2.86 0.57

General self-concept 290 0.53
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Instrumental motivation 3.62 0.49
Attitude towards school 2.93 0.53

Sense of belonging at school 3.06 0.53

The results obtained from interviews with teachers also supported this assumption. All
interviewed teachers complimented their students’ learning attitudes. Most of the positive
comments included “serious commitment to studying”, “high interest in English”, and “positive
attitude towards school”.

Low Motivation for the Advanced Curriculum

Beside the positive comments, teachers also identified some students’ lack of
motivation for advanced English lessons, which aimed to nurture gifted EFL students’ language
ability and select candidates for national/municipal level contests for gifted students. These
classes normally followed a more demanding curriculum, which might sometimes make
students feel discouraged and overwhelmed:

When (we) have to give difficult tasks to prepare for the national advanced English
exam for gifted students, some students were demotivated... (T1)

Attending the national contest is somewhat strenuous. They have to put much time and
effort on it... So the number of students attending this competition has been decreasing
significantly in recent years. Their parents tell them that they don’t need to study that
much but still pass the university entrance exam so why (they) need to join in the
contest. That’s also a difficulty for teachers when selecting candidates for the national
contest. (T2)

We sometimes have to find ways to, erm, persuade or even force them to attend (the
contest). (T5)

Low Motivation for Non-Challenging Tasks

“Too basic lessons” was found to be another source of demotivation for gifted EFL
students. This could probably be linked to students’ high self-concept about their English
ability. T1, T4 and T5 reported that some students, due to their overconfidence, usually became
careless and underestimated the importance of “basic lessons” - those that follow the
mainstream curriculum. Teachers, as a result, needed to frequently remind them to be careful
and focused while studying. T5 also commented that gifted students easily got bored with
simple and tedious tasks so teachers always need to find ways to keep them engaged in the
lessons.

6. Discussion and Implications

Findings from this research provided better insights into gifted EFL students’
characteristics and problems, in terms of both academic and affective aspects.

When it comes to the key elements of English learning curriculum, the greater role that
student participants placed on speaking, listening and pronunciation, which aim to develop oral
communication skills, was understandable and in line with current trends in English language
teaching and learning as well as the context of globalization and internationalization, where the
need to use English for communication is emphasized. In fact, the new English textbooks for
high school students in Vietnam have also put more focus on oral skills and overall



VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 3 (2023) 116

communicative competence (Quyen, 2019). However, the way the textbooks are implemented
may need further investigation to measure their effectiveness in enhancing students’
communicative competence.

While the greater importance was attached to oral communication skills (speaking,
listening, pronunciation), what students actually prioritized in learning seemed different
(vocabulary, grammar and reading comprehension). Such inconsistency was somewhat
unexpected but could probably be explained by the washback effect of the National High School
Graduation Exam in Vietnam, in which listening and speaking are not included. In fact, the
impacts of exams on students’ learning and teachers’ teaching have been well-documented.
Exams can affect both students' learning and teachers' teaching, potentially leading to a focus
on test preparation rather than instructional goals (McKinley & Thompson, 2018). In order to
develop students’ communicative competence, especially their oral skills, the assessment
content and methods should be adjusted accordingly.

While oral English skills should receive more attention since they were considered as
essential components, students’ concerns over speaking and writing implied that these output
skills should be more focused on as well. Difficulties in performing speaking and writing tasks
are apprehensible and in compliance with recent literature, which have chorally regarded these
skills as most difficult for EFL learners (Al Hosni, 2014; Leong & Ahmadi, 2017; Richards &
Renandya, 2002) as they require control over numerous academic, psychological and cognitive
aspects (Olshtain & Celce-Murcia, 2016).

When it comes to these output skills, student participants seemed to be well-aware of
the specific hindrances such as shyness, inadequate background knowledge, lack of academic
vocabulary, etc. However, teachers did not seem to have full understanding of their students’
difficulties, particularly speaking shyness. Therefore, improving teachers’ awareness and
understanding of gifted EFL students’ psychological problems should be targeted. Besides,
teachers might also benefit from trainings on strategies and techniques to support students with
anxiety in the language classroom, such as: establishing a learning community and a supportive
learning environment, providing indirect rather than direct correction, accepting the need for
self-worth protection, offering teacher immediacy/ reducing distance between teacher and
student, and providing praise appropriately (Neumeister et al., 2007; Tsiplakides & Keramida,
2009).

Besides, findings from the study also provide better understandings about gifted EFL
students’ learning process, or in other words, the most effective ways for them to learn English.
To be more specific, the potential of self-directed learning to gifted EFL students was clearly
highlighted by the teacher participants. This result has also been supported by both research
and practice in the field of gifted education (i.e., Riley, 2004; Kronborg & Cornejo-Araya,
2018; Gross et al., 2001). It is thus highly recommended that to better meet the needs of gifted
students and at the same time motivate them to learn, the curriculum for gifted EFL students
should be carefully planned, in a way that allows students to take initiative in choosing and
conducting learning activities. To this end, Project-Based Learning (PBL) has been considered
an ideal option for the gifted classrooms as it allows gifted students to structure their own
learning, establish their own deadlines, and work to their full capabilities (Stanley, 2012;
Diffily, 2002). It also encourages active student learning, cooperation, creativity, critical
thinking, and effectively prepares students for the 21% century (Bell, 2010; Takeda, 2016).

Another finding about students’ learning styles also suggested that gifted EFL students
learn best through auditory-oral activities. It is consistent with previous findings on learning
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styles of gifted language students (Rubin, 1975). Therefore, it is recommended that teachers
incorporate more activities like presentations, debates, group discussions, and projects into their
lessons. Nonetheless, such activities are mostly time-consuming and require careful
preparation, thus could not be done on the regular basis. Instead, to save time and effort,
teachers could consider assigning daily listening reflective journals and speaking portfolios as
homework to encourage students to strengthen their English habits.

Last but not least, affective problems about students’ engagement should be taken into
consideration to improve their overall learning outcomes. Specifically, there are demotivating
factors that affect gifted EFL learners, including a lack of interest in national advanced English
contests. To many, the academic competitions at different levels (i.e., provincial, national,
international) appeared to be the most important goals for gifted students (including gifted EFL
students) and their teachers, since students’ performance in these contests are often used to
evaluate teaching and learning quality (Huu, 2018). Although the desire to compare oneself to
others is innate, and competition has irrefutable benefits to an individual’s development
(Verhoeff, 1997), solely focusing on competition as a goal is irrational and counterproductive
for gifted education, including gifted foreign language programs. Therefore, the researchers are
of the belief that both the goals set for gifted education in Vietnam and the curriculum for gifted
EFL students need substantial revision to make learning more motivating and relevant for
students, and better prepare them for the modern workforce. This is crucial to ensure the success
of gifted foreign language programs in Vietnam.

7. Conclusion

Findings from the present research provided insights in different aspects, from students’
academic concerns to affective problems, with the aim of answering the central question “What
are the learning needs of gifted EFL students?” These findings suggested that gifted EFL
students in Vietnam demonstrated several unique needs in both academic and affective
domains. Regarding the former, these students attached relatively high importance as well as
engagement to auditory-oral skills, which might suggest that learning and assessment content
and method should be adapted with more focus on these areas. Besides, a closer attention should
be paid to speaking and writing as well, since these skills remained daunting among gifted EFL
students, even though their English competence was generally good. Some of the common
problems that might need more attention included speaking anxiety and insufficient academic
vocabulary. Moreover, teaching activities that focus on oral skills and self-directed learning
(i.e., presentation, debate, discussion, self-study, projects, etc.) are considered effective to this
group of students, and therefore, should be utilized to keep them engaged in the learning
process. With reference to affective needs, gifted EFL students showed relatively high
commitment to study but motivation for advanced English lessons seemed to be rather low.
This implied that gifted education in Vietnam in general and the curriculum for gifted EFL
students in particular may need substantial reforms. It is believed that goals and missions of
gifted education, once clearly defined, would guide the whole process of curriculum
development, assessment, teacher development, and lesson planning for gifted EFL students.

8. Limitations of the Study and Recommendation for Further Research

Despite researchers’ efforts in designing and conducting the research, this study still has
unavoidable limitations. Firstly, due to the difficulties in recruiting participants during the
Covid-19 pandemic in Vietnam, the survey in phase one of the study was conducted entirely



VNU JOURNAL OF FOREIGN STUDIES, VOL. 39, NO. 3 (2023) 118

online using convenience sampling. Since the sample just consisted of students from four gifted
high schools in the North of Vietnam, the results might not be representative of all Vietnamese
gifted EFL high school students. Moreover, the number of students from different schools and
grades were unproportioned, which probably skewed the results to a certain extent; therefore,
care should be taken when interpreting results from the current study. Secondly, due to the
scarcity of research related to gifted EFL students in Vietnam, findings reported in the current
study could not be directly related to any previous studies, and thus remain solely valid for the
sample studied within its scope. Thirdly, due to time and resource limitation, some domains of
students’ needs have not been investigated thoroughly. For example, findings about students’
ability, difficulties and learning activities were still general and might have benefited from
additional methods such as classroom observation or curriculum evaluation. Future studies,
given more time and resources might either expand the scope of the current study or delve
deeper into specific areas of needs. It might be also be worthwhile to compare and contrast
learning needs of gifted EFL students with other gifted groups and/ or non-gifted population.
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Appendix 1
Questionnaire
DISCOVERING LEARNING NEEDS OF GIFTED EFL HIGH SCHOOL STUDENTS

Background information:

Age:
Gender:
Grade:
School:

SECTION A: Learning abilities

Please rate your confidence in terms of the following English areas?
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B1.
B2.
B3.
B4.
BS.
BG6.
B7.
BS.

1 = Not confident at all
3 = Confident

Vocabulary

Grammar

Pronunciation

Reading

Listening

Writing

Speaking

Overall language proficiency

SECTION B: Learning priorities

ClL.
C2.
Ca.
Ca.
C5.
C6.
Cr.

SECTION C: Learning difficulties

2 = Not very confident
4 = Very confident

1 2 3 4

How important is each of the following language components/ skills to you?
1 =Notimportant 2 = Less important 3 = Important 4 = Very important

Vocabulary
Grammar
Pronunciation
Reading
Listening
Writing
Speaking

1 2 3 4

How often do you experience the following difficulties in your English classes?

1 = Never 2 = Seldom

D1. Feel shy of speaking English

D2. Afraid to make errors
D3. Afraid to be criticized

D4. Can’t avoid using Vietnamese

D5. Limited vocabulary

D6. Grammar mistakes

D7. Pronunciation mistakes

3 = Often 4 = Always

1 2 3 4

121
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D8. Limited knowledge of the topic

Other reasons: (please specify)

SECTION D: Learning styles

How helpful are these activities to you in your English language learning? Rate them
according to their level of helpfulness by ticking the appropriate column.

1 = Not helpful atall 2 = Somewhat helpful 3 =Helpful 4 = Very helpful
1 2 3 4
D1. Pictures
D2. Mindmaps
D3. Watching videos
D4. Discussions
D5. Lectures
D6. Podcasts
D7. Wordlists
D8. Textbooks
D9. Role-plays
D10. Projects
F11. Others (please specify):

SECTION E: Learning attitudes and engagement

To what extent do you agree or disagree with the following statements?

Please tick the appropriate column.

1 = Strongly disagree 2 = Disagree 3 = Agree 4 = Strongly agree
Statements 1 2 3 4

El | enjoy learning English.
E2 I have always believed that English is one of my best subjects.

E3 | feel like I belong to this school.

E4 I get good marks in my major subject.
E5 | feel lonely at school.
E6 In my English class, | understand even the most difficult work.

E7 Other students seem to like me.
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E8 | feel awkward and out of place.
E9 I learn English quickly.
E10  Iam just not good at learning English as a major.
E11 | feel like an outsider at school.
E12  School has taught me things that could be useful in my future study/work.
E13  English is an important subject for me because | need it for further study (i.e.,
going abroad).
E14 I will learn many things in English that will help me get a job.
E15 My school helped give me confidence to make decisions (i.e., decision about my
future education/ career).
E16 | look forward to my English lessons.
E17 | make friends easily at school.
E18 Making an effort in learning English is worth it because it will help me in the
work that | want to do later.
E19  Studying (English) at school has been a waste of time.
E20 | am self-motivated when studying English as a major.
E21 My school has done little to prepare me for life after I leave school (i.e.,
university, work life).
E22 | learn English because | enjoy it.
E23 | am interested in the things I learn in English.
Appendix 2
Overall Construct of the Questionnaire
Section/ Item
Domain Factor 4
A. Al  Vocabulary
Learning A2  Grammar
ability A3 Pronunciation
A4 Reading
A5  Listening
A6 Writing
A7  Speaking
A8  General English ability
B. B1  Vocabulary
Students’ B2  Grammar
priorities

B3 Pronunciation
B4  Reading
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B5  Listening
B6  Writing
B7  Speaking
C. Cl  Feel shy of speaking English
Learning C2  Afraid to make errors
problems C3  Afraid to be criticized
C4  Can’t avoid using Vietnamese
C5  Limited vocabulary
C6  Bad grammar
C7  Bad pronunciation
C8  Limited knowledge of the topic
D. Visual D1  Using pictures
Le?rning D2  Using mindmap
styles Auditory D3  Watching videos
D4 Group-discussion
D5  Listening to lecture
D6  Listening to podcasts
Reading/ D7  Using wordlists
Writing D8  Reading books
Kinesthetic D9  Role-play
D10 Doing projects
E. Learning Interest El I enjoy learning English.
attitudes E16 I look forward to my English lessons.
and E20 | am self-motivated when studying English as a major.
engagement : e
E22 | learn English because | enjoy it.
E23 I am interested in the things I learn in English.
Instrumental E13 English is an important subject for me because | need it for
motivation further study (i.e., going abroad).
E14 1 will learn many things in English that will help me get a job.
E18 Making an effort in learning English is worth it because it will
help me in the work that | want to do later.
Attitude E12 Specialized school has taught me things that could be useful in
towards my future study/ work.
school E15 Specialized school helped give me confidence to make
decisions (i.e., decision about my future education/ career).
E19 Specialized school has been a waste of time.
E21 My school has done little to prepare me for life after | leave
school (i.e., university, work life).
Sense of E3 | feel like | belong.
belongingat g5 | feel lonely.

school
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E7  Other students seem to like me.

E8 | feel awkward and out of place.

E11 | feel like an outsider (or left of thing).
E18 | make friends easily.

General E2 | have always believed that English is one of my best subjects.
self-concept  E4 | get good marks in my major subject.
E6 In my English class, | understand even the most difficult work
E9 I learn English quickly.
E10 Iam just not good at learning English as a major.

Appendix 3
Cau héi phéng van hoc sinh

1. Tai sao em lai khong tu tin vao k§ nang No6i/ Viét ?

2. Tai sao em lai cho rang Phat 4am/ Nghe/ Néi 13 quan trong nhat?

3. Em hiy m ta cy thé hon vé nhiing kho khan

4. T}}iéu tur tin khi n6i tiéng Anh: (tai sao em thiéu tu tin, thiéu ty tin trong hoan canh nao, vé
van de gi?)

5. Vén tur vung han ché (tai sao von tir ctia em han ché, em thiéu vén tir trong nhitng hoan canh
nao?)

6. Trén 16p, thay/ co6 thuong to chic nhitng hoat dong gi? Nhitng hoat dong ndy c6 gy hing
tha cho em va céc ban trong 16p khong?

Appendix 4
Cau héi phéng van giéo vién
I. Nang lwc va wu tién trong hoc tap cuaa hoc sinh
1. Thay/co danh gia thé nao yé nang lyc tiéng Anh cia hoc sinh cac 16p chuyén Anh truong
minh (trong nhitng ndm gan day)?
e Ning lyc tiéng caa cac hoc sinh trong cuing 16p c6 ddng déu nhau khdng?
e Ning luc cua hoc sinh céc khoa trong nhitg nam gan day c6 déng déu nhau khdng?
2. Thay/co danh gia nhu thé nao vé néng lwc va mikc dp chit trong ciia hoc sinh trong tirng ndi
dung hoc tap nhu: @ vung, ngir phap, ngir dm, va 4 ky nang nghe, noi, doc, viet?
e Phan nao hoc sinh hoc tét va phan nao hoc khong t6t? Tai sao?
e Hoc sinh c6 xu hudng chu trong vao ndi dung nao hon? Tai sa0?

I1. Phuong phap giang day

1. Khi day hoc sinh chuyén Anh thi thay/c6 thuong t6 chirc nhitng hoat dong giang day gi?
Muc do hung tha cua hoc sinh va tinh hi¢u qua cua tirng hoat dong nay ra sao?

e Theo thay/c, nhitng hoat dong nao sau day sé& gay hing thi va dem lai hiéu qua cho

viéc hoc tap cua hoc sinh: su dung tranh anh, so do tw duy, thao lugn nhom, xem video,
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ti doc tai liéu, dién kich, tham gia nhitng du &n thyre té ¢d si dung tiéng Anh
III. Cac kho khan trong viéc day va hoc

1. Trong qua trinh giang day, thdy/ c¢6 nhan thiy hoc sinh ctia minh thuong gip cac kho khin
gi? Thay/ c6 da c6 nhirng giai phap gi giup hoc sinh vuot qua dugc nhirng khé khan do?

2. Ban than thay/co da gip nhimg kho khan gi trong qua trinh giang day hoc sinh chuyén Anh
va thay co0 cd giai phap gi d€ gidi quyet nhitng kho khan d6?

IV. Panh gia cia gi4o vién vé thai dd va dong lwc hoc tap cia hoc sinh

1. Tlr quan sat cia minh, thay/co c6 nhan xét gi vé thai dd hoc tap va mirc dd hirng thi cua
hoc sinh do6i véi mén tieng Anh?

2. Theo thay/co thi dong hwe va muc tiéu cia hoc sinh khi chon theo hoc chuyén Anh 1a gi?
V61 phan 16n hoc sinh chuyén Anh thi muc tiéu nao 1a quan trong nhat?

e CO phai 1a vi nhitng muc tiéu nhu thi hoc sinh gidi quéc gia/ di du hocl thi vao cac
trieong dai hoc lon/ tim mgt cdng viéc tot trong twong lai?)

3. Cac hoat dong hwéng nghi¢p/ dinh huéng nganh hoc twong lai cho hoc sinh chuyén Anh
da duoc trudng minh t6 chirc nhu theé nao va dem lai hi€u qua ra sao?

4. Theo thay/co thi hoc sinh cam thay nhu thé nao vé méi trueong hoc tip tai trudng chuyén
no6i chung va tai cac 16p chuyén Anh noi riéng? (vi du: su thoai mai, su than thién, su gan
b6 va6i truong 16p/ thay cb/ ban bé cua cac em)

VI. Nhitng gép y nhiam nang cao chat lweng giang day:

) Tt nhirng kinh nghiém trén, thay/ €6 co dé xuat gi nham nang cao chét lugng giang day
tiéng Anh cho hoc sinh chuyén khong? (vé ndi dung chuong trinh, phuong phép giang day, xay
dung moi truong hoc tap, v.v)

9 NHU CAU HQC TAP MON TIENG ANH
CUA HQC SINH CHUYEN ANH BAC THPT TAI VIET NAM:
GOC NHIN CUA GIAO VIEN VA HQOC SINH

Pinh Hong Ngoc!, Cao Thiy Hong?

! Trueomg Pai hoc Phenikaa, Nguyén Trdc, Yén Nghia, Ha Péng, Ha Néi, Viét Nam
2 Triong Pai hoc Ngoai ngii, Pai hoc Quac gia Ha Ngi, Pham Van Bong, Cau Gidy, Ha Ngi, Viéet Nam

Tom tit: Hoc sinh chuyén/ hoc sinh gioi thuong ¢6 nhirng dic diém ndi troi hon vé mat tri tué
va cam xuc so véi hoc sinh binh thuong. Do vay, trong hoc tap, nhimg em nay c6 xu huéng thé hién
nhiing nhu cau riéng, doi hoi gido vién phai nam bat dugc, néu khong thi hiéu qua giang day cho nhing
hoc sinh nay sé khéng cao. Tai Viét Nam, mac du hé thong truomg chuyén da ton tai tir lau, song hau
nhu chwa c6 mdt nghién ctu chinh thic nao vé hé théng gido duc cho hoc sinh chuyén noi chung va cho
hoc sinh chuyén Anh noi riéng. Vi vay, trong nghién ctru nay, cac tac gia mudn tim hiéu quan diém cua
mot sé gido vién va hoc sinh chuyén Anh vé c4c nhu cau trong viéc hoc tap mon chuyén cua nhiing hoc
sinh nay. Dit liéu duoc thu thap tir phiéu diéu tra va cau hoi phong van véi 137 hoc sinh chuyén Anh va
5 gi&o vién truc tiép giang day cac em. Két qua tir nghién ciru cho thay: (1) Trong 7 noi dung ctia chuong
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trinh hoc tiéng Anh phé thong (tir vung, ngir phap, phat 4m, nghe, noi, doc, viét), cac ky ning giao tiép
bang loi thoai (nghe, n6i, phat am) dugc cho 1a quan trong nhat, trong khi d6, néi va viét duoc cho la
hai ki ning khé nhit; (2) Trong qué trinh hoc, céc hoat dong tao dwoc su hieng thi va hiéu qua hoc tap
cao la cac hoat dong chd trong vao k¥ nang nghe-nodi nhu thao luan nhom, tranh luan, thuyét trinh, va
cac hoat dong liy ngudi hoc 1am trung tim nhu ty hoc, tu nghién ciu, 1am dy an, v.v..; (3) Hoc sinh
chuyén, nhin chung, c6 thai d¢ hing say va nghiém tic trong hoc tap, tuy nhién, niém dam mé va dong
luc véi nhiing gio hoc boi dudng tiéng Anh dé phuc vu cho ky thi hoc sinh gioi quéc gia, 1a khong cao.
Nhiing két qua trén chi ra sy can thiét nén chiang phai thay doi lai muyc tiéu va st ménh dao tao cua hé
thdng truong chuyén & Viét Nam, cling nhu sy diéu chinh noi dung, chuong trinh hoc va cach thie kiém
tra danh gia d6i voi nhom ddi tugng ngudi hoc dic biét nay.
Tir khoa: hoc sinh chuyén, hé thong truong chuyén, nhu cau cua hoc sinh



