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Abstract 

The pressing need to prepare Computer-Assisted Language Learning (CALL) professional 

competence for English as a Foreign Language (EFL) pre-service teachers has come to be 

significant to ongoing national reforms to improve English teaching pedagogy. This study 

employed a convergent mixed-methods research design to investigate the perceptions of 

Vietnamese EFL pre-service teachers and teacher educators concerning technology preparation 

and integration into the EFL initial teacher education in Vietnamese higher education. The data 

included a survey completed by 67 pre-service teachers, a focus group discussion with six of 

them, and a semi-structured interview with three teacher educators at a higher education 

institution in Vietnam. Findings reveal that pre-service teachers received significant 

opportunities to learn regarding CALL-related knowledge within their initial teacher education 

program. The findings also show a number of substantial factors impacting the integration of 

Information and Communications Technology (ICT) into the initial teacher education regarding 

individual teacher educators, individual EFL pre-service teachers, the provision of resources, 

and CALL technology-related policies. The study suggests that the EFL initial teacher 

education program needs to take the opportunity to learn and policies on CALL-related 

pedagogies into account developing pre-service teachers’ professional competence. 

Keywords: Initial teacher education; pre-service teacher education; English as a Foreign 

Language (EFL); Computer-Assisted Language Learning (CALL); technology integration; 

Vietnamese higher education 

 

 

1. Introduction 

Computer-Assisted Language Learning (CALL) integration into language initial teacher 

education has come to be recognised as one of the most important and growing interests in 

CALL teacher education in the 21st century mobile and diverse contexts (Gillespie, 2020; 

Hubbard, 2019; Meihami, 2021; Son, 2018). The line of CALL research has made pivotal 
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contributions to the integration of ICT into the programs for language teaching and language 

teacher education across levels. Hubbard (2008) contended the significance of the future of 

CALL which “is closely tied to the future of language teacher education because language 

teachers are pivotal players: they select the tools to support their teaching and determine what 

CALL applications language learners are exposed to and how learners use them” (p. 176). 

Hubbard’s argument was clearly asserted in a later work by Hong (2010) emphasising that “the 

ultimate goal of CALL teacher education is to enable L2 teachers to integrate CALL 

technology into their classroom with confidence and knowledge” (p. 53). The experience in 

CALL-related technology integration into classroom practice has therefore become one of 

researchers’ and educators’ particular interests and concerns. Echoing this and focusing more 

on the integration of CALL for teacher training and development, Son (2018) proposed a model 

for CALL teacher development with four elements: exploration, communication, collaboration, 

and reflection. Therefore, there is an insistent need for more research on CALL preparation and 

integration in the ITE programs in diverse contexts. 

The current study contributes to the fragmented body of research on CALL initial 

teacher education. While the integration of ICT and CALL-related technology has been found 

to be at the core of the initial teacher education and influenced by contexts (Gudmundsdottir et 

al., 2020; Hong, 2010; Masoumi, 2021; McGarr & Ó Gallchóir, 2020; Rana & Rana, 2020), 

little research has been conducted in the tertiary initial teacher education in the EFL contexts, 

including Vietnam, which involves a huge population of pre-service teachers. To provide a 

missing fragment, the current study aims to provide insights into EFL pre-service teachers’ and 

teacher educators’ perceptions of the preparation of ICT and CALL integration into tertiary 

EFL initial teacher education, a hitherto under-researched context.  

 

2. ICT integration in the initial teacher education 

The educational applications of ICTs have been acknowledged in different ways in the 

literature. Researchers utilised ICTs as new teaching tools and technologies for education 

(Masoumi, 2021; McGarr & McDonagh, 2021; McGarr & Ó Gallchóir, 2020; Valverde-

Berrocoso et al., 2021) described as “computer- and internet-based technologies, covering both 

generic software applications (e.g., word processors, presentation software, email packages, 

web browsers, search and download) and CALL software applications plus websites useful for 

teaching foreign languages” (Dang, 2013, p. 2). In this notion, Vo (2019) furthered the 

definition of ICT as technology-related applications that are used in the contexts of EFL 

teaching and learning, consisting of hardware equipment, CALL technologies, and software. 
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Strong interest in ICT application and integration in the initial teacher education has 

been observed around the world, with an array of different models proposed by several 

researchers (Aşık et al., 2020; Gudmundsdottir et al., 2020; Masoumi, 2021; McGarr & 

McDonagh, 2021; Nguyen, 2019; Vo, 2019). In the European context, while having the same 

conclusion about the role of ICT as an important component in the ITE programs, Aşık et al. 

(2020) and Gudmundsdottir et al. (2020) pointed to diffirent foci in such integrated processes. 

In fact, Aşık et al. (2020) based on their interviews with pre-service teachers from Turkey, 

Portugal and Poland to highlight the significance of modelling and reflection in ICT integrated 

initial teacher education programs. On the other hand, Gudmundsdottir et al. (2020), from a 

large scale survey on more than 1,000 pre-service teachers in Norway and Spain, emphasised 

the growing importance of the responsible use of ICT in initial teacher education programs. 

This responsible use of ICT involves multiple aspects, including privacy-related matters, cyber 

ethics, and critical digital literacy. Also stressing the vital role of cyber ethics in ITE programs, 

McGarr and McDonagh (2021) based their study in the context of Ireland and concluded that 

digital competence as well as ICT integration is “an evolving concept and care must be taken” 

(p. 115) to maintain the pre-service teachers’ autonomy and the employment of ICT. 

Interestingly, sometimes the views of pre-service teachers and teacher educatiors are 

reported to be opposite. Specifically, Masoumi (2021) in a Sweden-based research project 

found that while the pre-service teachers felt insufficiently supported for the future use of ICT, 

the teacher educators were sure about multiple initiatives implemented to prepare the next 

generation of teachers for technology use. Such misalignment in the pre-service teachers’ and 

teacher educators’ perspectives might have been due to the fact that initial teacher education 

programs in Sweden did not provide an adequate learning environment for the pre-service 

teachers to develop their technological literacies. In this line of thought, various researchers 

pointed out an array of negative factors influencing the process of ICT application in initial 

teacher education programs: limited access to ICT resources, lack of institutional support, weak 

digital competence of teacher educators, cultural and language differences, lack of time, and so 

on (Aşık et al., 2020; Gudmundsdottir et al., 2020; Tran et al., 2020; Valverde-Berrocoso et al., 

2021; Vo et al., 2020). However, Le et al. (2022) observed that infrastructure and learning 

experiences had positive impact on pre-service teachers’ ICT competence. Le et al.’s (2022) 

observations confirmed what Granston (2003) found that institution-levelled factors 

importantly contributed to the interactive process between pre-service teachers and educators in 

their efforts to integrate technology in teaching and learning. These findings were in line with 

what Vo (2019) found in the context of ICT integration in a tertiary EFL initial teacher 
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education program in Vietnam highlighting that barriers across levels were related to the lack of 

ICT policies. Vo’s (2019) conclusions confirmed what Peeraer and Van Petegem (2012) had 

found earlier in their attempt to investigate the relationship between ICT policies in teacher 

education and their actual applications in the context of Vietnam. Based on their analysis of the 

vision statements for the integration of ICT in five different teacher education institutions in 

Vietnam, these researchers revealed that the practices of ICT applications were limited (Peeraer 

& Van Petegem, 2011). Although the training for basic ICT skills was planned, there was a lack 

of concrete ideas and topics for training on the use of ICT in teaching and learning (Peeraer & 

Van Petegem, 2012). 

In addition, the plans of these teacher education institutions were perceived as 

unbalanced in the sense that they put strong priority on the infrastructure development and 

neglected the professional development for teaching staff, especially pedagogical and curricular 

change and revision. Therefore, teacher educators are in charge of their personal professional 

development (PD) at the different degrees of engagement and in different ways; for example, 

undertaking intensive PD courses (Nguyen, 2019; Tafazoli, 2021b) or engaging with the online 

community of practices (Mai et al., 2020). These findings empirically raised greater attention in 

the EFL initial teacher education programs to the practice of CALL integration in the pedagogy. 

In fact, numerous guidelines across levels for EFL pre-service teacher education reflect these 

concerns.  

In the unprecedented context of the COVID-19 pandemic, the integration of ICT in 

initial teacher education programs has been put to test due to the mass and sudden application 

of remote learning across educational institutions. Given this, Valverde-Berrocoso et al. (2021) 

argued for the need of a flexible education system which promotes fairness, equity, 

accessibility, and creativity. This flexibility in education with ICT integration “requires a 

redefinition of teacher training model that encourages learning anywhere, anytime” (Valverde-

Berrocoso et al., 2021, p. 1). Echoing the emphasis on preparing pre-service teachers for ICT 

skills in the ‘new norm’ due to the global pandemic, Nguyen et al. (2022) identified a number 

of factors that should be thoroughly considered for the ICT integration in ITE programs. 

EFL pre-service teacher competence in the 21st century digital age that is constituted 

from categories of teacher knowledge and dispositional components (Blömeke & Delaney, 

2014; Nguyen, 2021) values the integration of ICT pedagogies in initial teacher education. The 

Technological Pedagogical Content Knowledge (TPACK) was built from Shulman’s (1986, 

1987) notion of pedagogical content knowledge as a theoretical framework for understanding 

the utilisation of EFL pre-service teachers’ technology knowledge in their preparation. The 
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technological knowledge is situated within the overlap of content and pedagogical knowledge 

to form four more categories of interrelated knowledge. Among emerged categories, TPACK 

regarding “the knowledge required by teachers for integrating technology into their teaching in 

any content area” (Schmidt et al., 2009, p. 125) was regarded as the basis of good teaching with 

effective technology integration (Mishra & Koehler, 2006; Schmidt et al., 2009) and focus on 

opportunity to learn in the program (Schmidt et al., 2011). The EFL pre-service teachers’ 

acquisition of these domains contributes to their professional competence preparation. For 

example, Turkish pre-service teachers found technological competence as a crucial element to 

their professional preparation across diverse contexts (Ekrem & Recep, 2014). 

In conclusion, research has shown the practices of ICT and CALL integration in the 

initial teacher education, but further research is needed for a more nuanced understanding of 

EFL pre-service teachers’ perceptions of their CALL-related knowledge preparation in their 

initial education program. Within available literature, little is known about the preparation of 

EFL pre-service teachers ICT and CALL integrated knowledge domains in Vietnamese higher 

education institutions, even though EFL pre-service teachers’ voices have been found to be 

context-dependent (Masoumi, 2021; McGarr & McDonagh, 2021; Tran et al., 2020; Vo et al., 

2020). It is worth noting that a few studies have focussed on the influential barriers (Le et al., 

2022; Vo, 2019) and limited opportunities for teacher PD in CALL (Mai et al., 2020; Nguyen, 

2019), but ignored the CALL-related knowledge preparation for Vietnamese EFL pre-service 

teachers. To fill this gap, the current study is timely investigating the following research 

questions: 

1. How is the practice of ICT integration into the EFL initial teacher education in 

Vietnamese higher education perceived?  

2. What factors impact the integration of ICT into the EFL initial teacher education in 

Vietnamese higher education?  

 

3. Theoretical framework 

CALL research must be in close line with research on language teacher education and situated 

in a changing milieu to address the effective integration of CALL technology into teaching 

practice (Hong, 2010; Hubbard, 2019; Son, 2018). Initial teacher education in CALL focuses 

on what CALL-related knowledge and skills are taught and how they are taught to prepare pre-

service teachers for their teaching. The theoretical framework by Hong (2010) visible in Figure 

1 highlights that language teachers’ integration of CALL technology into their classroom 

practice is influenced by three orbital factors: “CALL teacher education, teachers’ individual 
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factors, and contextual factors” (p. 60). The orbit of CALL teacher education in the centre of 

the sphere emphasises the importance of language teachers’ technology integration relative to 

the factors of teachers’ individual beliefs and milieu. The nearer or further distance across 

orbital factors indicates twofold that (1) CALL teacher education is likely to impact language 

teachers’ individual beliefs regarding their knowledge, skills, attitudes, and perceptions towards 

CALL technology; and (2) contextual factors and CALL teacher education are relatively 

interdependent. Hong’s (2010) model has been framed to enhance L2 teachers’ CALL 

competence (Son et al., 2011) and further explore the benefits and barriers that Iranian teachers 

encountered in their practices of CALL (Tafazoli, 2021a). This study adopted Hong’s (2010) 

model as a theoretical framework to inform data collection and analysis to investigate how EFL 

pre-service teachers perceive the practice of ICT integration into their initial education, how 

educators voice their teaching practices, and how different factors affect the practice of ICT 

integration into the EFL initial teacher education in Vietnamese higher education. 

 

 
Figure 1. The Sphere Model of L2 teacher’s integration of CALL technology into the classroom (Hong, 2010, 

reduced with permission) 

 

4. Methodology 

A convergent mixed-methods design was employed to conduct this research for a number of 

reasons (Creswell & Guetterman, 2019). First, these researchers claim that the combination of 
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quantitative and qualitative methods will “provide a better understanding of the research 

problem and question than either method by itself” (Creswell & Guetterman, 2019, p. 535). 

Moreover, the use of multiple sources of data will enhance the validity of a study through the 

triangulation process (Mertens, 2014). The following sections present the context of the study, 

the instruments and data collection procedure, and data analysis. 

 

4.1. Context of the study 

The research site chosen for this study was a leading institution of teacher education located in 

one of the largest cities in the south of Vietnam. This institution has a long tradition of 

development with prestigious achievements. It prides itself on the mission of training, fostering 

teachers, and organising applied research in education and other disciplines to fulfil the needs 

of high-quality teachers’ training, of advanced research for the cause of developments in 

education, society, and economy of the provinces in Southern Vietnam and the whole country.  

 

4.2. Participants 

The current study reported in this article was part of a larger project exploring EFL pre-service 

teachers’ perceived experience in their tertiary initial education in Vietnam (Nguyen, 2021). 

The participants were sixty-seven EFL pre-service teachers and three EFL teacher educators in 

the faculty of English language teacher education at a Vietnamese university in southern 

Vietnam. These EFL pre-service teachers were undertaking their final year of studies in a four-

year EFL initial teacher education program and would become English teachers in upper-

secondary schools once they had completed their initial education program. They were, at the 

time of the research conducted, in their current and direct engagement in the 2013-2017 cohort, 

from 21 to 23 years of age, of both genders (80% female and 20% male), varied in background 

and English language proficiency, and had completed the school-based teaching practicum. 

Some participants were from big cities and urban areas, even from the gifted upper secondary 

schools specialising in English. Some others came from the rural, isolated, and mountainous 

regions where English teaching and learning had many difficulties and limitations. Three EFL 

teacher educators were recruited based on the convenience sampling method and had extensive 

experience in the EFL initial teacher education and curriculum development under research 

(Table 1). 
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Table 1. EFL Teacher educators’ demographic information 
 

Participant Gender Age Highest 
qualifications 

Years of experience in EFL 
initial teacher education 

E1 
 

Male 20 - 30 Master’s Degree 5 – 10 

E2 
 

Female 31 – 40 Master’s Degree More than 10 

E3 Male 31 – 40 PhD More than 10 
 
 

These educators had been teaching in the program for years and working on the 

curriculum innovations, development, design, and revision within their institutional education 

programs. They had insightful perspectives about the education programs and policy. 

 

4.3. Instruments and data collection procedure 

Surveys, semi-structured focus group interviews, and individual interviews were used as three 

main instruments of data collection. We chose to conduct a survey because it enabled us to 

collect a large amount of reliable and valid data regarding the factual, behavioural and 

attitudinal opinions in a large group (Dörnyei & Taguchi, 2010). The survey consisted of 

questions that were developed and structured to align with the categories. This part of the 

survey was developed in a larger project and was well-matched with the context of the current 

study. The survey was anonymous and included two sections. The first section contained 

questions to collect participants’ demographic data such as gender, higher education institution 

and the period of studies abroad. The second section was to elicit EFL pre-service teachers’ 

perceptions of how they experienced the current pedagogical practices of CALL-related 

categories of knowledge in their initial education program. The survey was designed in the 

form of a 4-point Likert scale from 1 to 4, indicating the different degrees of intensity (no 

opportunity = 1, ample opportunity = 4). The middle point of neither little opportunity nor 

some opportunity as in the 5-point original Likert scale model was purposefully removed from 

this survey. This removal encourages the final year EFL pre-service teachers to think 

thoroughly before making their final decision on indicating the extent and degree of 

opportunity that they were provided to learn in their initial program because “there is no 

absolute standard for the number of response options to be used on Likert scales (and on rating 

scales in general” (Dörnyei & Taguchi, 2010, p. 8). 

The focus group and individual interview questions were developed based on the 

synthesis of literature and Hong’s (2010) framework. The researchers conducted a focus group 

interview with a team of six EFL pre-service teachers who responded to and provided their 
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contacts after the survey completion and analysis. The use of focus group interviews was to 

help the researchers discover the hidden rationales, experiences, perceptions, and perspectives 

about the themes which emerged from the results of the quantitative data analysis. The focus 

group interview lasted between 30 and 60 minutes and was audiotaped fully with the 

permission of the group members. During the focus group, the participants used mostly 

Vietnamese and sometimes switched to English when they felt comfortable. The focus group 

was conducted in the classroom, which was convenient for the participants after their class 

hours. The researchers transcribed the focus group recording. The transcript was then translated 

into English utilising the back-translation method for data analysis because the final results 

were to be presented in English (Liamputtong, 2010). 

After the focus group interview with EFL pre-service teachers, the researchers 

employed semi-structured individual interviews with three EFL teacher educators to examine 

their perspectives about their practices of institutional policy-related administration and 

pedagogy by collecting meaningful and rich responses because these interviews allowed the 

researchers to approach “closer to an individual’s perspective” (Kayrooz & Trevitt, 2005, p. 

10), to capture further in-depth information, to measure attitudes and interests, and to explore 

perceptions, perspectives, feelings, and values (Johnson & Christensen, 2020). The researchers 

aimed to contrast the teacher educators’ perspectives to EFL pre-service teachers’ perceptions 

of their program that was crucial to provide a contextualisation of their voices. 

 

4.4. Data analysis 

The researchers analysed the quantitative data utilising IBM SPSS Statistics 26.0 and used 

descriptive statistics with the closed-ended questions. The analysis of Cronbach alpha indicated 

that this part of the survey designed for a larger project and reported in this paper achieved high 

reliability (α=0.90). 

The researchers coded the focus group and interview data manually and with the help of 

NVivo 12 software. Each interviewee was coded with a number plate to protect the 

confidentiality of the participating pre-service teachers and teacher educators. Inductive 

thematic analysis was utilised to code the data to identify and report emerging patterns 

(themes). This inductive method allowed the researchers to explore the richness, depth, and 

divergence of professional experiences and to identify key patterns that aggregated and 

emerged from the data through the pre-service teachers’ and educators’ perspectives and words. 

The researchers engaged with the identification of themes by adopting an iterative process 

consisting of steps suggested by Braun and Clarke (2006): data familiarisation, generation of 
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codes, aggregating and refining themes. This coding process was iterative until the researchers 

accepted the content and meaning of participants’ responses to the questions, as illustrated in 

Figure 2. 

 
Figure 2. The coding process 

 

Specifically, after reading and rereading through the transcripts several times in the first 

phase, we created a code of “opportunity to learn CALL knowledge” and assigned it to the 

transcripts, as appropriate, at the second phase. The researchers added new codes as new 

content emerged. In the third phase, the researchers analysed data involving selecting one key 

category and collating all relevant categories to this key core category to aggregate themes 

based on the data. The researchers selected “opportunity to learn CALL knowledge” as the core 

category. The researchers coded all focus group and individual interview transcripts 

independently, placing all illustrative quotes in each category by each participant’s self-

reported experiences in their initial education program and practices. The researchers compared 

and checked a cluster of codes under different categories to ensure accurate expression of each 

participating pre-service teacher and educator. Any inconsistencies were discussed and 

resolved. The emerging themes represented the EFL pre-service teachers’ experiences in an 

opportunity to learn and educators’ perspectives of their practices in the initial teacher 

education program. 

 

5. Findings 

The research reported in this article was part of a larger project investigating EFL pre-service 

teachers’ experience in their initial teacher education in Vietnamese higher education. Using the 

lens provided by Hong (2010) and focussing on two prominent themes, we were able to explore 

EFL pre-service teachers’ and educators’ perceptions of how the practices of ICT and CALL 

technology are integrated into the Vietnamese tertiary initial teacher education. 

 

 

 

Data familiarisation 
Read and re-read the 

transcripts 

Generation of codes 
Label and collate sentences 

in the transcripts to code 
systematically features of 

the data 

Aggregating and Refining 
themes 

Aggregate and refine 
themes by collating and 
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5.1. High presence of opportunity to learn CALL-related knowledge 

Most of the participating EFL pre-service teachers reveal a high presence of opportunity to 

learn CALL-related knowledge in their initial teacher education program (M=3.05). Preservice 

teachers reported that their program provided a high volume of opportunities to learn the 21st 

century enabling knowledge and skills with a key focus on the digital media technology 

competences and ICT pedagogies (M=3.33), as illustrated in Table 2. Pre-service teachers had 

ample opportunity to learn about searching for potential teaching materials and downloading 

resources from the online sources (M=3.45), using word-processing software to write a 

worksheet, following standard conventions (M=3.42), creating lessons with downloaded texts, 

pictures, graphics (M=3.28), and using a data projector for lessons involving the internet or a 

DVD (M=3.27). 

In a similar vein, pre-service teachers reported receiving less opportunity to learn about 

designing blended learning modules using a learning management system (i.e., Moodle) 

(M=3.11), using any standard Windows/Mac software, including media players (M=3.09), 

coordinating project work with digital media (i.e., using a camera, the internet, social networks) 

(M=3.05), about using any available classroom digital equipment, my mobile, tablet profitably 

for language learning (M=2.85), organising computer files in logically ordered folders 

(M=2.81), setting and supervising online work for learners (M=2.64), and selecting and using 

online exercises appropriate to their personalised needs (M=2.57). However, pre-service 

teachers reflected that they received little opportunity to learn about troubleshooting the 

problems with classroom digital equipment (M=2.28). 

Responses from the survey participants were supported by a student in the focus group 

interview who said that she was educated to become a diversified teacher in today’s digital age. 

I had the opportunity to learn not only professional competence but also modern, the latest and 

trendy educational technologies. For instance, I was instructed how to use computer and digital 

media technologies for online teaching, digital storytelling, and recording and editing teaching 

video clips. (FG1) 

 

While most EFL pre-service teachers highlighted a high volume of opportunities that 

their program had provided to learn CALL-related and technology-enhanced knowledge, some 

interviewees reflected receiving limited opportunity to learn digital media and ICT pedagogies 

in English language teaching. The other two focus group students expressed their 

dissatisfaction with the quality of teaching education technology in their English language 

teaching program, stating that the teaching had not been well prepared and superficial (FG4, 
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FG3). In this notion, one teacher educator shared that they valued technology-enhanced 

knowledge preparation for their pre-service teachers. This educator also raised their concerns 

that the existing curriculum content regarding CALL-related knowledge in the institution was 

quite outdated. He showed his expectations that “I would hope how to develop my and other 

colleagues’ professional competence to enhance our teaching practices to meet and satisfy EFL 

pre-service teachers’ needs and demands” (E1). The interview excerpt emphasised educators’ 

expectations towards more opportunities for continuing professional development to upskill 

their knowledge and skills. 

 

Table 2. EFL Pre-service teachers’ perceptions of opportunity to learn CALL-related knowledge 

 

 Items Participants 
(n) 

Mean 

1. My program provides me with opportunities to learn about 
information and communication technology (ICT) pedagogies. 

67 3.33 

2. My program provides me with opportunities to learn about using 
word-processing software to write a worksheet, following standard 
conventions. 

67 3.42 

3. My program provides me with opportunities to learn about searching 
for potential teaching materials on the internet. 

67 3.45 

4. My program provides me with opportunities to learn about 
downloading resources from websites. 

67 3.45 

5. My program provides me with opportunities to learn about creating 
lessons with downloaded texts, pictures, graphics, etc. 

67 3.28 

6. My program provides me with opportunities to learn about 
organising computer files in logically ordered folders. 

67 2.81 

7. My program provides me with opportunities to learn about using 
software for handling images, DVDs, and sound files. 

67 3.22 

8. My program provides me with opportunities to learn about using any 
standard Windows/Mac software, including media players. 

67 3.09 

9. My program provides me with opportunities to learn about using a 
data projector for lessons involving the internet, a DVD, etc. 

67 3.27 

10. My program provides me with opportunities to learn about setting 
and supervising online work for learners. 

67 2.64 

11. My program provides me with opportunities to learn about selecting 
and using online exercises appropriate to my individual needs. 

67 2.57 

12. My program provides me with opportunities to learn about 
coordinating project work with digital media (e.g., using a camera, 
the internet, social networks). 

67 3.05 

13. My program provides me with opportunities to learn about 
troubleshooting most problems with classroom digital equipment. 

67 2.28 

14. My program provides me with opportunities to learn about using any 
available classroom digital equipment, my mobile, tablet, etc. 
profitably for language learning. 

67 2.85 

15. My program provides me with opportunities to learn about designing 
blended learning modules using a learning management system (e.g., 
Moodle). 

67 3.11 

 

In addition, most of the pre-service teachers indicated that they mainly used ICT 

pedagogies that they had been taught for resource discovery (94.0%), archiving lessons 
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(91.0%), exchanging information (91.0%), and developing pedagogical materials (79.1%). 

Meanwhile, they admitted less frequently using technology-related competence for 

communicating with colleagues and personal organising and planning as elaborated in Table 3. 

 

Table 3. Frequencies of pre-service teachers’ purposes of ICT use 
 
 Items Participants (n) Frequencies (%) 
1. development of pedagogical material 53 79.1% 
2. archiving lessons 61 91.0% 
3. information exchange 61 91.0% 
4. communication with colleagues 52 77.6% 
5. personal planning 39 58.2% 
6. organisation 42 62.7% 
7. resource discovery 63 94.0% 
 

EFL pre-service teachers’ responses were strongly supported by all educators when they 

were asked about ICT applications in their practices. All of the teacher educators indicated that 

they used ICT in their teaching practices on a weekly basis. Notably, some educators claimed 

that they had been integrating ICT into every lesson they had with their pre-service teachers, 

ranging from using common presentation tools such as MS PowerPoint to complex virtual 

classroom management platforms like Moodle. One educator shared that, “… in the current 

situations, generally speaking, the frequency of using [ICT] is a lot, and this frequency will 

depend on the applications themselves” (E2). Educator 2’s sharing in the interview excerpt 

highlighted a high degree of frequent use of CALL and ICT tools in their practices as a daily 

basis, which agrees with pre-service teachers’ reported responses. 

 

5.2. Factors impacting ICT integration in the EFL initial teacher education 

Teacher educators perceived that the practice of ICT integration in their program was 

influenced by a variety of factors. Informed by Hong (2010), these factors included the 

individual educator obstacles, the provision of infrastructure, the EFL pre-service teacher-

related obstacles and the CALL EFL pre-service teacher preparation policies. 

 

5.2.1. Individual educator obstacles 

Most of the teacher educators pointed out a number of problems existing among themselves, 

which prevented the use of ICT or made the ICT use less effective in their teaching practices. 

To be more specific, the educators were well aware of the influence of their skills, knowledge, 

and confidence on the use of ICT applications in the lessons for their pre-service teachers. As a 

result, if such factors were negative, the application of ICT in the EFL initial teacher education 
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programs would be badly affected or limited. For example, when an educator was not confident 

with their skills and knowledge about ICT, they would find using CALL technologies time-

consuming; and therefore, they would choose not to use them or only use to a limited level. 

Another obstacle to using CALL technologies in the educators’ teaching practices was 

the so-called ‘fear of change’. Some educators noticed that their colleagues did not want to 

move away from their familiar teaching style to try new features, for example, ICT 

applications, fearing that such changes might be too difficult or might not be suitable in their 

situations.  

The biggest barrier here is the teachers’ thoughts, many of them, who are quite old-aged, are 

afraid of doing it [using ICT]. They keep thinking that it will be too time-consuming, they 

don’t even try it just once, to see that it is good, okay, and there is no problem with it. (E1) 

 

This educator’s interview response showed the barriers educators encountered with 

attention to their anxiety of change when deploying CALL-related and ICT-related activities in 

their lesson planning and delivery. 

 

5.2.2. Provision of infrastructure 

All three interviewed educators shared the views that one of the biggest barriers to ICT use in 

their context was the limited institutional infrastructure. More specifically, they were most 

concerned about issues with the infrastructure with respect to the availability and quality of the 

Internet connection. It was clear that these educators found it difficult, sometimes impossible, 

to make good use of ICT applications they wanted to use in their lessons if the Internet 

connection was unstable, unreliable, or even unavailable. The use of mobile internet connection 

from their mobile phones was only a temporary solution because it was costly and required 

technical skills from the educators. 

In addition, the poor quality of the ICT equipment in class was another problem for the 

teacher educators. Some educators emphasised that the available equipment in their classes, 

such as computers, projectors, smart boards, audio systems was unreliable due to the frequent 

errors whilst using such equipment. They reported facing challenges in troubleshooting such 

equipment. One of the most optimal solutions was that they had to prepare their own laptops or 

ended up using traditional ways of teaching instead of blending their lessons with ICT 

applications. One educator noted that “Ah … yes … I think there are a number of difficulties. 

Firstly, as you may know, there is Wi-Fi connection here in some buildings, but it is really 
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unstable, on and off” (E2). Educator 2’s response highlighted issues related to the poor quality 

of infrastructure, e.g. poor internet connection, at the higher education institution. 

An additional issue that many educators mentioned was the limited and slow support 

they received in cases of technical errors with ICT equipment. When a piece of equipment in 

the classroom was not functioning properly as it should; for example, a projector was broken 

down, unable to show images or connect to the computer/laptop, the educator had to call for a 

technician for support. It was obvious that the educator in this scenario expected a fast and 

helpful technician to minimise the downtime of the lessons. However, the educators in this 

study reflected that the technical support they received in such situations was normally slow 

and limited, which contributed to the obstacles preventing their use of ICT in their EFL initial 

teacher education programs (E2, E3). 

 

5.2.3. EFL pre-service teacher-related obstacles 

Some educators believe that their pre-service teachers’ attitude, interest, and readiness are also 

part of existing barriers to ICT use in their initial education. One educator stated that, 

Ah, generally speaking when I use Moodle with my class, some of them are quite lazy. 

Actually, sometimes I post the documents online, but they don’t log in to get it, so I have to 

check if they access it regularly, some students do it every two days, some take longer. …. So, 

it depends on the students. (E2) 

 

The interview excerpt showed issues with regards to individual pre-service teachers’ 

dispositions. Student disengagement in the lesson caused interruption of educators’ use of 

CALL technologies in their classroom. 

 

5.2.4. CALL technology integration policies 

All of the interviewed educators claimed that there were no official requirements in their 

institution regarding the use of ICT in the education programs, or, at least, they had never been 

aware of any such requirements. According to the educators, their institutions’ management 

boards only encouraged them to use ICT, if possible, to enhance the quality teaching and 

learning. Therefore, many of the educators explained that their use of ICT in their teaching 

practices came from their personal interests in ICT and CALL technologies in education. They 

believed that this was an effective way to help improve their teaching performance and 

capabilities. Also, one educator expressed their desire for an official institutional guideline or 
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policy document with a key focus on the implementation and use of ICT applications and 

CALL technologies in their EFL initial teacher education program, stating that, 

I think, …ah…, there should be a specific requirement because at the moment some people 

may find designing lesson plans and then using online learning platform a bit time and energy 

consuming, but it is only short-term, for long-term, this will have more benefits. (E1) 

 

They argued that this clear policy was necessary for a long-term positive effect on the 

quality education and training of the institution. One educator highlighted that “at the moment, 

it is still at the encouragement level with some directions and the development of the current M-

learning platform also serves as a fundamental step to encourage the educators here to use 

more ICT in their teaching” (E3). 

Educator 3’s sharing indicated the inconsistent policies on the integration of ICT and 

CALL tools into the teaching and learning in the program. No official policy on requirements 

and guidelines about the CALL technology integration resulted in the variations in educators’ 

practices, which affected the pre-service teachers’ learning experience and academic outcomes. 

 

6. Discussion 

 

6.1. The significance of opportunity to learn for professional development 

While answering the first research question on the perceived ICT integration in the EFL initial 

teacher education program, the current study found that EFL pre-service teachers perceived and 

valued opportunity to learn in their initial education program. For example, the majority of 

participants were provided with highly present opportunities to learn CALL-related knowledge 

and skills, which is consistent with findings of a study conducted by Schmidt et al. (2011) 

stating the important role of learning opportunities with emphasis on domains of knowledge in 

teacher preparation. The current study argued that the English language teacher education 

institution structures pre-service teacher competence as an outcome of initial teacher education 

through their provision of opportunity to learn to the extent that is consistent with the 

philosophy of the articulation between initial teacher education and actual teaching (Blömeke 

& Delaney, 2014). This philosophy, which has been dominant in guiding teacher education 

reforms in the past decades, emphasises the need to enhance teacher knowledge preparation in 

which teachers are viewed as learners of teaching, what they need to know and can do 

(Shulman, 1987). The current study has furthered understanding on the provision of 

opportunity to learn as an important dimension of the quality assurance of the initial teacher 
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education program. More specifically, the opportunity to learn CALL-related knowledge 

importantly contributes to preparing pre-service teachers for the technology integration into 

their competent practices once they complete their initial program (Le et al., 2022; McGarr & 

McDonagh, 2021; Schmidt et al., 2011; Valverde-Berrocoso et al., 2021). 

In addition, qualitative interview analysis showed interesting findings. The interviewed 

educators expressed their desire for and expectations about their professional development 

opportunities with key focus on pedagogical and technological competence. These findings 

concur with the observations in the literature that foreground the teacher educators’ needs for 

continuing professional development with particular attention to their personal demands, 

interests, and practices through various modes (Nguyen, 2019; Nguyen et al., 2022). By 

considering various presence of opportunity, the current study contributed to the literature on 

the integration of ICT and CALL technologies in the initial teacher education where prior 

research usually explored only a few traits such as use of ICT in the program (Gudmundsdottir 

et al., 2020), modelling in ICT (Aşık et al., 2020), and extensive attention to digital competence 

(McGarr & McDonagh, 2021). 

 

6.2. Framed barriers and inconsistent policies 

The results showed the factors influencing the integration of ICT and CALL technologies in the 

initial teacher education with attention to educator-related and pre-service teacher-related 

challenges, the provision of resources, and policies on CALL teacher education. While 

educators admitted adverse influence of professional knowledge, skills, confidence, and 

psychological fear of change on their deployment of CALL activities, pre-service teachers’ 

attitude, engagement and willingness were reported as existing obstacles to ICT- and CALL-

integrated initial teacher education. These findings prove that the teacher educators are sure that 

they are prepared for their personal continuing professional development in many ways and 

willing to update the trend and innovations (Nguyen et al., 2022). While in agreement with the 

observations that the educators’ attitudes toward technology had a significant impact on their 

teaching practices (Afshari et al., 2009; Masoumi, 2021), the current study highlighted that 

although the educators are regarded as agents of change, they would face challenges in 

accepting the changes for their practices as “technology integration takes time: time to learn 

about the innovation, time to be adequately prepared to use it” (Afshari et al., 2009, p. 96). In 

addition, the current study argued that the initial teacher education program provides EFL pre-

service teachers with opportunities to learn and practise the CALL-related knowledge in their 

coursework program to prepare them well for teaching and learning as categories of teacher 
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knowledge are part of constituents to the EFL pre-service teacher professional competence 

(Blömeke & Delaney, 2014; Le et al., 2022; Shulman, 1987). 

In addition, the analyses of interviews showed issues with the limited quality of 

infrastructure related to poor internet connectivity, under-resourced and dated ICT equipment, 

and slow support to troubleshooting technological problems. These findings aligned with 

previous results that the level and available accessibility of the ICT infrastructure with 

particular attention to equipment, hardware, and software importantly affect the efficient and 

effective practice of ICT and CALL technology integration (Aşık et al., 2020; Tran et al., 2020; 

Valverde-Berrocoso et al., 2021; Vo et al., 2020). The current study argued that the EFL initial 

teacher education program focuses on the sufficient provision of resourceful opportunities for 

ICT integration and ongoing support in terms of technology and administration in an 

appropriate manner as the quality of equipment and infrastructure is also at the core of the 

support. 

The results also noted an absence of policies on official requirements for and guidelines 

on the implementation of ICT and CALL technologies in the initial teacher education program. 

Many researchers have argued that the lack of consistent policies and concrete training content 

has been considered as key barriers influencing the practices of ICT and CALL integration and 

the consistency across educators’ teaching (Peeraer & Van Petegem, 2012; Vo, 2019; Vo et al., 

2020). The findings partially corroborate Hong’s (2010) findings, sharing three factors, namely, 

individual educator factors, EFL pre-service teacher-related factors, and contextual factors. 

Interestingly, the current study further highlighted the factor of CALL integration policy. This 

distinction suggests that CALL practices and policy on EFL initial teacher education in the 

context of Vietnamese higher education need further investigation. 

 

7. Conclusion 

The study showed that EFL pre-service teachers perceived a high presence of opportunity to 

learn CALL-related knowledge in their initial education program, and several factors 

influencing ICT integration in the EFL initial teacher education were identified. These factors 

were related to the individual educator- and EFL pre-service teacher-related obstacles, the 

provision of infrastructure, and the policies regarding CALL technology integration. According 

to Hong (2010), CALL initial teacher education factors, individual educator factors, and 

contextual factors significantly impact the integration of ICT in the EFL pre-service teachers’ 

initial education. We argued that the preparation of CALL-related knowledge for EFL pre-

service teachers with a focus on their opportunity to learn and policies on the implementation 
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of technology pedagogies in the initial teacher education programs made a pivotal contribution 

to the practices of ICT or CALL technology integration into the EFL initial teacher education. 

The study suggests that these components are interdependent with an intertwined relationship 

across each of them. 

It is to be noted from the study that EFL pre-service teachers could be helped to reflect 

critically on their initial education, which may provide more insights for them to take 

advantage of the opportunity to learn. Informed by the EFL pre-service teachers’ voice, the 

educators may be able to better scaffold instruction and curriculum content to prepare the EFL 

pre-service teachers well for their needs with regard to the CALL-related knowledge 

preparation. The study further highlights the need for educators’ continuing professional 

development in terms of better pedagogical and technical training as well as more 

administrative support, to propose official policy and explicit guidelines from the institution for 

the implementation of ICT or CALL technology integration into the ITE programs as the basis 

for educators’ teaching practices. 

The study, despite its contribution, has some limitations. For example, the number of 

participants in the current study was small, and the research site was a higher education 

institution in southern Vietnam. The findings of this study, therefore, are not meant to be 

generalised for all EFL pre-service teachers’ and educators’ views regarding the ICT integration 

in the initial teacher education in Vietnamese higher education and internationally. In addition, 

the study does not examine the educators’ evaluation of integrating ICT into their pre-service 

teachers’ CALL-related knowledge preparation. Future research may investigate the educators’ 

assessments to gain more insight into their practices. Finally, the program curriculum is a factor 

impacting the knowledge preparation for EFL pre-service teachers. However, the current study 

has not explored how the institutions’ program curriculum has affected the practices of ICT 

integration into the initial teacher education. Future studies could be conducted to investigate 

how the program curriculum influences the educators’ practices. 
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