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This research examines the psychological and cultural aspects that affect
students' indifference towards or lack of response to their classmates'
comments in English as a foreign language classroom in Vietnam. Data were
gathered via a qualitative phenomenological approach through semi-
structured interviews with five final-year English language students at a
college. The investigation revealed three primary categories of factors
contributing to the avoidance of peers' input. The first factor is the passive
learning habit rooted in cultural roots, shaped by a conventional school
environment that prioritizes conformity and the avoidance of disagreement.
Psychological impediments, including uneasiness while expressing oneself,
fear of adverse judgment, and a deficiency in self-confidence, represent the
second category. The third factor is a classroom climate that fails to provide
psychological safety. Alongside evaluating the present circumstances,
students suggested several enhancements, such as modifying the asking
technique, facilitating more adaptable study groups, and fostering a
welcoming and open learning environment. The research enhances empirical
insights into learning behavior within certain cultural settings and offers a
practical foundation for educators to develop more suitable interactive
activities in English as a foreign language classroom.
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Nghién ciru dinh tinh

L6p hoc tiéng Anh nhu ngoai ngit

Nghién ctru nay xem xét cac khia canh tam Iy va van hoa anh huong dén su tho
o hoic thiéu phan héi cua hoc sinh di véi cac binh luan caa ban cling 16p trong
céc 16p hoc tiéng Anh nhu mot ngoai ngir tai Viét Nam. Dir ligu duoc thu thap
thong qua phwong phép tiép can hién tuong hoc dinh tinh théng qua cac cudc
phong van ban cau trdc véi nam sinh vién nam cudi chuyén nganh tiéng Anh
tai mot truong cao déng. Cudc didu tra da chi ra ba loai yéu t6 chinh gép phan
vao viéc tranh tiép thu y kién cua ban bé. Yéu t6 dau tién 1a thoi quen hoc thy
d6ng bét nguon tir gdc ré van hoa, hinh thanh tir méi truong hoc dwong thdng
thuong coi trong sy tuan thu va tranh bat dong quan diém. Nhiing tré ngai vé
mat tam ly, bao gdm sy lo ling khi thé hién ban than, so bi phan xét bét loi va
thiéu tu tin, dai dién cho loai tht hai. Yéu té thw ba Ia bau khéng khi 16p hoc
khong mang lai sy an toan vé mat tm ly. Bén canh viéc danh gia cac hoan
canh hién tai, hoc sinh da d& xu4t mot sé bién phap cai thién, ching han nhu
thay ddi ky thuat dat cau hoi, tao diéu kién cho céc nhom hoc tap thich nghi
hon va thic day méi truong 16p hoc coi mé va méi truong 16p hoc mé. Nghién
clru nay ting cudng hiéu biét thuc nghiém vé hanh vi hoc tap trong mot s6 béi
canh van héa nhét dinh va cung cap nén tang thuc té dé cac nha giao duc phét
trién cac hoat dong tuong tac phu hop hon trong cac 16p hoc tiéng Anh nhu mét
ngoai ngi.
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1. Introduction

In the context of globalization, English plays a key role in education, economics, and
international integration. However, the teaching and acquisition of English as a foreign language
in many Asian countries, including Vietnam, faces a notable challenge: learners' passivity in
group interaction activities, as noted by Johnson [1]. The phenomenon of students not responding
or not reacting to their classmates' opinions unless explicitly requested by the teacher is a clear
manifestation of this behavior. According Astuti and Barratt [2], this situation reduces the
effectiveness of cooperative learning methods and highlights the difference between
contemporary pedagogical theories and the characteristics of school culture in Vietnam, as
pointed out by Hofstede [3]. Krashen's [4] theory of language "input" suggests that exposure to
the target language through social interaction is crucial to the acquisition process. Many Asian
students are often anxious about giving or responding to their peers’ opinions, largely due to
psychological pressure and the influence of educational traditions that emphasize respect and
conflict avoidance, according to Horwitz [5] and Nguyen [6]. Pham’s [7] survey found that the
majority of students in Hanoi felt uncomfortable criticizing their classmates’ opinions for fear of
causing offense and did not perceive any clear benefits in engaging with their peers’ views. This
phenomenon highlights two fundamental problems. First, students show a lack of intrinsic
motivation, which hinders their active participation in the learning process, as noted by Deci [8].
Second, teaching methods have not really promoted safe and positive interactions in the
classroom environment. Le and Barnard’ [9] reported that most educators continue to use a
teacher-centered model, while group activities often lack both structure and clear goals. Previous
studies have shown that this phenomenon is deeply influenced by three main groups of factors:

The learning culture in Vietnam, which emphasizes respect for hierarchy and avoidance of
conflict [2], along with passive learning habits formed from the traditional educational
environment [8]. Psychological barriers such as language anxiety, fear of negative evaluation,
and lack of self-confidence [4], as well as a lack of intrinsic motivation due to learners feeling
disempowered in the learning process [7]. Challenges in applying cooperative learning due to
inflexible activity design, unclear instructions, and an unsafe psychological environment Johnson
[1], Long [10], leading to group activities often being more formal than opportunities for real
skill development by Van van [11], Canh [12] and Tran [13]. However, most previous studies
have focused on quantitative perspectives or assessments from the teacher's side. The focus is on
technical factors and teaching competencies, while ignoring the psycho-social aspects from the
learner's perspective. The subjective experiences of learners in the context of Vietnam's unigque
educational culture have not been explored in depth.

This research gap requires a qualitative study using the phenomenological method, using
learners' real-life experiences to clarify the root causes of indifference to peer feedback. To fill
this gap, this study was conducted to answer three main questions:

1. What psychological factors affect students' indifference to peer feedback?

2. What sociocultural factors influence the emergence of this phenomenon within English
classrooms in Vietnam?

3. What solutions do learners suggest for enhancing the interactive learning environment?

The three research questions show that the lack of interest in receiving peer feedback is
influenced by many factors, including personal emotions, classroom environment, and the
cultural context of Vietnam. The next section will establish a solid foundation for exploring this
issue by integrating findings from related studies.

2. Methodology
2.1. Participants

This research focused on a target group of five final-year English language students from a
college in District 7, Ho Chi Minh City. The participants, aged 18 to 24, including two males and
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three females, were selected using purposive sampling to guarantee representativeness and the
amount of information required for comprehensive qualitative research. Firstly, the selection
criteria were rigorously defined, which included specific requirements for initial qualifications.
Students were being in their last year and had accumulated a minimum of three years of
experience in an English language major, guaranteeing a substantial degree of exposure to
specialized academic procedures. Secondly, participants exhibited a range of engagement levels
in interactive learning activities, encompassing both active and passive students, which elucidates
variations in attitudes and behaviors regarding feedback reception in the classroom. Lastly, all
participants volunteered after being thoroughly informed about the research objectives, personal
rights, and confidentiality protocols. Concentrating on final-year students not only guarantees
cognitive maturity but also yields intricate thoughts and views from persons who have garnered
substantial practical experience in studying English within a professional context.

2.2. Data collection instruments

This study used semi-structured interviews with 10 open-ended questions to collect data,
aiming to explore students' practical experiences in group work, psychological barriers affecting
interaction, the influence of socio-cultural factors on attitudes towards learning English, and
suggestions for improving teaching methods from the learners themselves. The interview
questions were designed to be open and adaptable, facilitating adjustments based on the
conversation's natural progression, thereby encouraging participants to share their personal
experiences in depth and with honesty. The interview was conducted in Vietnamese to facilitate
participant comfort and expression. The data collection period was conducted over one week,
involving five students through individual appointments. Alongside verbal responses, audio
recording equipment was utilized, following participant consent, to enhance data accuracy and
integrity. Additionally, detailed observation diaries were maintained to document significant non-
verbal expressions, thereby enriching the analysis and facilitating the interpretation of underlying
factors present in direct speech during the data analysis phase.

2.3. Procedure of data collection

The data collection process was conducted in three primary stages over the course of a week
to ensure scientific rigor, reliability, and adherence to ethical standards in qualitative research.
Initially, in the pre-interview phase, the study sought permission from the school's language
department head to ensure compliance and obtain administrative support. Participants were
directly approached with a comprehensive introduction to the study's objectives, content, and
benefits. The scheduling of interviews was flexible, with an emphasis on selecting quiet locations
to enhance data quality. The subsequent phase involved interviews, each lasting between 30 to 45
minutes, conducted with full consent from the participants and recorded in their entirety. The
researcher recorded significant non-verbal expressions, including gestures, eye contact, and
hesitation, to enhance the data analysis process. In the post-interview stage, the complete content
was transcribed and subsequently returned to the participants for accuracy verification using the
member checking method, a widely recognized technique for authenticity validation in
qualitative research as outlined by Guba and Lincoln [14]. The process was conducted rigorously,
adhering to research ethics standards, particularly the principles of voluntariness, the right to
withdraw, and confidentiality of personal information, thus ensuring trustworthiness and ethical
integrity throughout the research process.

2.4. Data analysis method

The analysis employed a phenomenological approach, emphasizing the subjective experiences
of learners. The analysis process comprised three stages: open coding, axial coding, and the
identification of common phenomenological patterns. The author conducted the analysis manually,
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employing continuous comparison of responses to identify intersections and differences, rather than
utilizing coding software. Furthermore, observation diaries and non-verbal expressions served as
supplementary data to elucidate the underlying meanings of the utterances. Participants S1, S2, S3,
S4, and S5 represent the five individuals who were interviewed.

3. Result and Discussion
3.1. Results

This study explored how final-year students in Vietnam avoid giving and receiving peer
feedback in English classes based on their experiences. The main manifestations include passive
attitudes, avoiding dialogue, and negative stereotypes. Three main groups of causes were identified:
psychological barriers, cultural factors, and learning environment. Psychological barriers include
fear of being judged and the worship of "knowledge hierarchy." Cultural factors were expressed
through passive learning habits and pressure to conform to groups. The learning environment was
identified as having inflexible activity designs and content that is far from reality.

To overcome this, students proposed practical solutions: organizing small group classes with
familiar topics, building a safe, non-judgmental space, and applying the "curiosity-inducing
guestion” method. These findings demonstrate the complexity of the phenomenon, reflecting the
overlap between individual psychological pressures, cultural educational specificities, and
limitations in learning environment design.

3.1.1. A phenomenological inquiry into collaborative interaction patterns

This study applied a phenomenological approach to explore and analyze collaborative
interaction models in English classrooms through the subjective experiences of five research
subjects. The analysis results showed the presence of three main aspects that govern the
interaction process: classroom atmosphere, individual behavior, and the impact of emotional
factors. Regarding the classroom atmosphere aspect, the data collected from the research subjects
reflected the diversity in the interaction state. Student S1 described a clear polarization
phenomenon: "Everyone often listened attentively; some students actively volunteered, while
many others did not pay attention and used their phones." In contrast, student S2 emphasized
discipline and structure when saying, "Everyone focused on listening and taking notes to prepare
the correct answers." In particular, S4 pointed out three different emotional states of the
classroom: "excited when students want to answer, quiet when avoiding, and passive when losing
focus,”" while S5 mentioned the phenomenon of social bias: "l pay more attention to my best
friend's answers than other members feel anxious when being called on." This analysis highlights
the heterogeneity in the learning environment, reflecting the diversity of students' motivations
and confidence levels, thereby posing the requirement for flexibility in designing collaborative
interaction models suitable for different groups of subjects. In addition, the study also showed
that individual behavior in the learning environment manifests on a spectrum from active to
passive, reflecting three main forms of interaction. The first form is active interaction through
reflective learning, as demonstrated by S1's statement, "Actively listen, give additional feedback,"
and S2's, "Compare information with personal answers; discuss if there are any discrepancies.”
The second form is passive interaction based on dependence on authority, illustrated by S3's
comment, "Just wait for the teacher to provide the correct answer," and S5's, "Listen passively to
avoid heated debate.” The third form of interaction is supportive interaction, as demonstrated by
S4's sharing, "Positive feedback makes classmates feel more confident.” It is worth noting that
this interaction behavior is strongly influenced by classroom culture and each individual's
intrinsic motivation, in which active students often express clear learning goals, whereas passive
students are often dominated by fear of making mistakes or lack of confidence. From a
theoretical perspective, this result is consistent with previous studies in educational psychology
particularly Deci & Ryan's [8] self-determination theory regarding intrinsic motivation, Johnson
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& Johnson's [1] findings on cooperative learning structures, and Horwitz [5] research on foreign
language classroom anxiety, and also expands the understanding of learning motivation in a
multicultural context.

Furthermore, the analysis of the impact of emotional factors on classroom apathy revealed
three main factors. The first factor is the "self-sufficiency™ effect when students stop listening due
to a sense of mastery, as in the case of S1: "When | know the answer, | don't care about your
answer," and S3: "Just wait for the teacher to confirm the correct answer." The second factor is
related to the double standard in evaluating the contributions of classmates, as shown in the
statements of S2: "The answer is not serious; the information is not complete,” and S4: "Your
answer is off-topic." The third factor is the influence of time conditions on the ability to
concentrate, as shared by S5: "The class is almost over; | am tired and do not want to learn."
These findings highlight that apathy is not simply a result of individual attitudes but is also
influenced by interaction quality and environmental conditions. Therefore, the design of group
activities should take into account flexibility and attractiveness to maintain learners’ active
participation throughout the learning process. In summary, through a phenomenological lens, this
study has shed light on the complex nature of collaborative interaction models in English
classrooms. By analyzing learners’ subjective experiences in depth, the study has shown that
effective collaborative interaction models need to be designed with consideration of students’
diverse learning motivations, self-efficacy, and emotional factors. From a practical application
perspective, these findings have important implications for improving teaching methods and
designing language learning environments, aiming to optimize learning experiences and promote
learners’ language abilities in higher education contexts.

3.1.2. Psychosocial barriers to active participation

The phenomenological analysis of psychosocial barriers affecting active participation in
foreign language learning environments has revealed three main barriers based on learners’
experiences. The first barrier relates to academic self-confidence, in which students often feel
anxious and shy when faced with situations where they have to demonstrate their abilities in front
of a crowd. Specifically, S1 admitted, “/ feel shy and worried when | am judged as incompetent
through the way | ask questions,” reflecting deep concerns about personal image and professional
competence. Similarly, S2 also shared a feeling of lack of confidence when stating, “Because I
feel unconfident and my answers are not informative enough,” indicating the pressure to meet
expectations about the quality of contributions in an academic environment. Notably, S4
described in more detail the negative emotional chain that arose from the lack of background
knowledge: “When | did not master the information of the lesson that day, leading to a lack of
knowledge to respond and share information with my classmates, |1 would have different emotions
such as anxiety, shyness, and lack of motivation.” These experiences not only illustrate the “fear
of negative evaluation,” a common psychological barrier in foreign language learning, but also
highlight the complex relationship between cognitive ability and emotional response.

In addition, the data showed that the second barrier is related to the difference in the way
information is received from teachers and classmates, creating a phenomenon of “knowledge
power hierarchy” in the classroom. In this regard, S1 clarified the distinction in reception: "For
lecturers, listening requires high concentration because it is the core information of the lesson.
As for other members of the class, | have to pay attention to how they express themselves and the
content they share to gain experience.” This statement is further reinforced by S3's sharing: "The
difference here is that classmates share information according to their perception and
understanding of each lesson, while for lecturers, it is information from the course series,”
showing a higher appreciation for the systematic and comprehensive nature of knowledge from
lecturers. Similarly, S4 emphasized the value of information from lecturers: "Listening to
information from lecturers requires high concentration, because not only does it expand
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knowledge but also improves and reinforces my incorrect perspectives.” More interestingly, S5
summarized this difference clearly: "Each way of listening has its own uniqueness; for example,
listening to the lecturer is to gain new knowledge based on their experiences, and listening to
classmates is to listen to their perspectives." Notably, S2 expressed the opposite view when she
said, "Because for the teacher or other classmates, | have to try to listen and analyze the
content...," reflecting the diversity in learning styles and information processing strategies.

Furthermore, social motivation emerged as a third barrier, strongly influencing the level of
student participation in collaborative learning activities. In this regard, S3 showed positive
motivation when she saw participation as an opportunity to verify knowledge: "I think this is a
way for me to check the information of other members in the class with my prepared answers." In
contrast, S5 expressed apathy stemming from a feeling of disrespect: “Because | realized that my
friends were not interested in my answers, | did not need to respond or give them feedback.” This
contrast clearly illustrates the “reciprocity principle in social interaction,” a social psychological
phenomenon in which the level of individual investment in the interaction process depends on the
perception of investment from others. In particular, S5’s statement shows that a lack of
recognition from the learning community can lead to a negative spiral of apathy and self-
isolation, thereby reducing the quality of academic interactions in the classroom.

In summary, the phenomenological analysis of psychosocial barriers has clarified three main
barriers affecting students’ active participation: academic self-confidence, differences in
information reception, and social motivation in interaction. These findings not only enrich our
understanding of the psychological factors that influence language learning but also provide a
theoretical basis for designing supportive learning environments and developing teaching
strategies to overcome these barriers. From a practical perspective, teachers should focus on
creating psychologically safe learning spaces, providing opportunities for students to develop
self-confidence through structured interactions, and promoting a culture of respect and
recognition of each individual’s contributions within the learning community.

In summary, three main psychosocial barriers that affect students’ active participation include
lack of confidence when being publicly evaluated, perceived asymmetry between peer and
teacher feedback, and learning motivation affected by recognition from the classroom
community. These barriers are not only individual in nature but also deeply reflect the cultural
structure of foreign language classrooms in Vietnam.

3.1.3. Socio-cultural drivers of peer non-responsiveness in classroom interaction

The phenomenon of apathy in receiving feedback from peers in the classroom is not only a
purely individual behavior but also reflects deep-rooted sociocultural factors in the learning
environment in Vietnam. Data from five students show that this apathy stems from systemic and
long-term factors, in which passive learning habits play a central role. S1 stated that “Vietnamese
students in general have become accustomed to traditional passive learning methods in the past”
and “the lack of specific interaction in the classroom is the main reason why students are less
interested in class.” This view reflects a classroom cultural context where peer interaction is
limited, reducing the motivation to receive feedback from friends.

Furthermore, S3 emphasized that “just waiting for the teacher’s response” created a passive
learning state, which made “feedback from peers seem ‘redundant.”” This view is consistent with
S1’s observation and contributes to the hypothesis that the teacher-centered classroom model is a
major sociocultural factor that reduces the role of feedback from other students. S4 added that
“long-term habits that have influenced the way students learn in the past” have “gradually
become difficult to change,” thereby highlighting the inherent and difficult-to-change nature of
the current learning model.

On the other hand, contemporary personal and social factors also contribute to shaping this
apathy. S2 mentioned “using phones during class for non-study purposes” as an important cause
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of disruption to the process of receiving information from peers. At the same time, this student
stated that “not everyone can be confident and courageous enough to provide feedback to
others,” implying a sociocultural barrier in communication and fear of being judged in the school
environment. Meanwhile, S5 mentioned the aspect of intrinsic motivation and career orientation
when stating that “those students do not like the subject and that subject is not in their future
career orientation” combined with “individual self-discipline” to create apathy. In addition, lack
of interest in the lesson content and physical factors were also noted as causes of apathy. S4
stated that “boredom” comes not only from “uninteresting lesson content” but also from “poor
health, feeling tired... and the influence of games,” emphasizing the intertwined personal-social
factors outside the classroom. Similarly, S2 also used the word “Boring!” to describe the
dominant feeling of their classmates in the class, a feeling that may be a result of the lesson
design not being dynamic enough or not being interactive enough.

Another important aspect is how students evaluate peer feedback. S1 said that feedback that
is “too long or too confident” can make others feel uncomfortable, while S5 said that sharing “too
much irrelevant information is considered ‘showing off.” This reflects a rather sensitive
communication culture, where modesty and restraint are highly valued, and any behavior that
falls outside of this norm may be considered deviant.

Overall, from the shared data, it can be seen that the indifference to receiving feedback from
peers is the result of the intersection of traditional learning culture factors, limitations in teaching
models, social pressures in academic communication, and individual learning motivation. These
factors need to be taken seriously when designing interactive learning environments in order to
enable students to not only listen but also appreciate the role of peer feedback as an essential part
of the language learning process.

3.1.4. Learner-initiated educational innovations

In the context of the modern classroom shifting from a traditional teaching model to a learner-
centered model, listening to and taking on board suggestions for innovative learning methods from
students themselves those who directly experience the learning process is especially necessary.
Data collected from five students revealed a number of practical and authentic recommendations,
reflecting the urgent need for changes in classroom organization and pedagogical interactions.

First of all, a common point that emerged from the sharing was the desire for teachers to create a
friendly, open, non-judgmental learning environment while also focusing on structuring learning
activities. S1 suggested that “teachers can change the way they ask questions, choose topics that
are close to students, and divide into small groups to solve problems,” which shows an interest in
personalizing learning content and enhancing group interactions. Furthermore, S1 emphasized that
students “are willing to participate in learning activities if the teacher is comfortable, does not
make negative comments, and provides specific guidance.” This is clear evidence that a safe
psychological atmosphere plays a decisive role in learners’ active participation.

Similarly, S2 recommended that the lecturer should address ““sensitive issues” and “give timely
suggestions” to avoid students “being confused about finding answers.” This reflects an
expectation of the lecturer’s flexible support role and also shows that students expect the
discussion issues to be realistic and relevant to life. As S2 shared, “I am willing to participate in
the activities of the lesson when there are specific, interesting, and practical suggestions.”

Another notable aspect is the desire to respect privacy and avoid feeling controlled, especially
expressed by S3: “l am willing to participate in activities on the condition that no strangers will
monitor my activities.” At the same time, S3 proposed the method of opening up by “wrong
questions that attract attention” to stimulate learners’ participation, showing that they value
curiosity and surprise in approaching knowledge. Meanwhile, S4 showed a more reserved
attitude, saying that “I am not willing to participate in the activities of the lesson because | feel
uncomfortable and forced.” However, this student still proposed a specific solution: that the
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lecturer should “check the soundness and attractiveness of the questions” as a way to increase
attraction. This shows that, even in a passive state, students are still capable of reflecting and
suggesting improvements to teaching methods if they are asked seriously and respectfully.

Finally, S5 offered a more flexible approach by suggesting that “depending on each class,
lecturers should facilitate group discussions instead of just asking questions.” However, this
student also expressed that he would only participate in activities if he was compelled to do so,
unless he could contribute ideas privately and without pressure. This emphasizes the need for
respect for individual voice and voluntary participation in learning.

According Carless [15], these recommendations are consistent concept of “feedback literacy,”
which emphasizes that learners need to be equipped with the skills to receive, evaluate, and use
feedback from peers, an element that is lacking in the English as a Foreign Language (EFL)
environment in Vietnam.

In the process of shifting to a learner-centered education model, pedagogical suggestions from
students themselves represent a practical vision for classroom reform. Research data shows that
three key solution axes are formed from learners' needs. First, restructuring interactive activities
through practical topic discussion groups combined with the use of a system of questions to
stimulate creative thinking to replace the traditional question-and-answer format. Second,
building a psychologically safe environment requires teachers to apply encouraging rather than
judgmental language while respecting privacy and allowing anonymous feedback to minimize
social pressure. Third, optimizing academic content by choosing topics that both address pressing
social issues and are closely linked to personal career orientation, thereby turning language
knowledge into a tool to solve real-life situations. Overall, these recommendations not only
reflect learners' critical thinking abilities but also provide a framework for developing reflective
thinking abilities in the context of foreign language education in Vietnam.

Practical suggestions from students show that when listened to and respected, learners are able
to reflect and come up with highly constructive solutions. This is an important basis for
redesigning the learning environment in a learner-centered direction, ensuring emotional,
motivational, and cultural factors in the process of organizing interactive activities.

3.2. Discussion

The findings from this study confirm that the phenomenon of students avoiding peer feedback
in EFL classes is not simply a result of individual characteristics but rather a result of a systemic
socio-cultural and psychological structure. The results are consistent with the argument of
Hofstede [3] and Le & Barnard [9] that Vietnamese education is strongly influenced by a culture
of power and the traditional teacher-student teaching model, where learners tend to limit their
initiative in expressing their views in the learning environment. At the same time, the study also
reinforces theoretical arguments in educational psychology, especially the Self-Determination
Theory of Motivation by Deci [8], when it indicates that students lack intrinsic motivation to
participate in interactive activities, mainly due to a lack of empowerment and a lack of a
psychologically safe learning environment. In addition, the phenomenon of lack of “feedback
capacity” is also clearly shown when students do not know how to handle or evaluate feedback
from classmates effectively [15].

Compared to previous studies, the novelty of this study lies in the application of a
phenomenological approach to deeply explore the subjective experiences of learners in the EFL
context in Vietnam. Not only stopping at listing the causes, the study has shown the connection
between feedback avoidance behavior and deep feelings about the learning role, fear, and need
for recognition. These are aspects that have not been deeply studied in existing quantitative
works in Vietnam. Unlike previous quantitative findings on peer-critique discomfort, this
qualitative study provides a more profound understanding of the negative emotional cascade
experienced by learners, namely anxiety leading to lack of confidence, which then manifests as
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avoidance behavior. In particular, the analysis shows that a perceived lack of recognition’
emerges as a key barrier to effective peer critique.

In terms of practice, the research results provide empirical data for teachers and curriculum
designers to adjust the organization of group activities, questioning methods, and classroom
design to increase students' participation in the interactive learning process, one of the important
factors contributing to improving the quality of English teaching in the context of higher
education in Vietnam.

4. Conclusion

This study has demonstrated that peer non-responsiveness in Vietnamese EFL classrooms is
not merely a matter of individual student behavior but rather a reflection of deeply rooted cultural
and institutional dynamics within the educational environment. Contributing factors include
culturally ingrained passive learning habits, fear of peer judgment, and the absence of
psychologically safe learning spaces. At the same time, student-generated feedback has offered
new perspectives on the desire for recognition, support, and more flexible and learner-centered
classroom conditions.

Academically, the study contributes to EFL research in Vietnam through the application of a
phenomenological approach, an underutilized method in this context, to deeply examine learners’
subjective experiences. Practically, the findings offer concrete suggestions for teachers and
curriculum designers to better identify psychological and sociocultural barriers and accordingly
redesign group activities, questioning strategies, and classroom environments to better support
Vietnamese learners.

However, the study has certain limitations. The small sample size, limited to five students
from a single college in Ho Chi Minh City, restricts the generalizability of the findings to the
broader population of English majors across Vietnam. Moreover, the reliance on relatively short,
self-reported interviews may introduce emotional or memory-related biases. Despite these
constraints, the use of member checking and observational triangulation helped strengthen the
reliability and depth of the data.

The core purpose of this study is to decipher the psychological-cultural mechanisms that
govern the avoidance of peer feedback in English classrooms in Vietnam. By exploiting learners’
subjective experiences, the study aims to provide empirical data for designing effective language
interaction environments. The results provide an application foundation for educators in
developing group activities, adjusting questioning methods, and creating psychologically safe
learning spaces, thereby promoting feedback capacity, which is a key factor in foreign language
training in the Vietnamese context.

Future research should expand the participant pool and incorporate mixed-methods
approaches to validate and extend the emerging themes identified here. In addition, experimental
implementation of pedagogical interventions, derived from these findings, is essential to
translating theoretical insights into effective classroom practices.
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