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ABSTRACT 

A key challenge for educators in Vietnamese higher education (HE) lies in the implementation 

of top-down national educational reforms. Professional learning and development (PLD) is 

viewed by the government as a primary means to enhance lecturers’ capacity to implement 

national educational initiatives. However, the nature of PLD for lecturers and its roles in 

supporting HE reforms in developing countries like Vietnam remain under-investigated. This 

study explores the practices of PLD for English as a foreign language (EFL) lecturers who are 

teacher educators within higher education, and the social, cultural, and political contexts within 

which these occur. The study employs a mixed-methods research methodology with a focus 

on qualitative approach and the use of Cultural Historical Activity Theory (CHAT) as the 

framework of analysis. A case study across three tertiary institutions provides the basis for an 

analysis of the phenomenon of PLD for EFL lecturers in Vietnam involving academic leaders 

and EFL lecturers. Complementary data collection methods were used: a questionnaire, 

individual semi-structured interviews, observations of PLD sessions, and relevant document 

review. Data were analysed both deductively and inductively to explore the roles of PLD in 

the educators’ personal and professional growth, and their capacity to enact mandated 

initiatives in the selected institutions. The findings indicate that PLD is a complex, political 

and culturally situated phenomenon that plays a key role in supporting the professional 

aspirations of lecturers. The study foregrounds the lecturers’ PLD experiences, the 

implications of PLD, and the influence of government and institutional policies and initiatives 

on the lecturers’ PLD. This study proposes a model of PLD that raises critical questions about 

how HE institutions and policy makers might provide a supportive PLD environment to better 

foster lecturers’ capacity to bring about changes at both personal and institutional levels. This 

model shows that PLD needs to be viewed across diverse forms including formal, collaborative 

and informal PLD. For PLD to be effective, consideration should be given to ensuring lecturers 

experience it as: (1) needs-based, relevant and meaningful for their learning and applicable to 

their teaching contexts, (2) encouraging them to be active and self-regulated learners, (3) 

promoting reflective and experiential learning, and (4) based on negotiated understandings of 

the purpose and function of PLD among all involved stakeholders. The study contributes to an 

understanding of PLD requirements for EFL teacher educators in an Asian context, and may 

be relevant to PLD for tertiary lecturers in a wider international context.  
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CHAPTER 1                                                                          

INTRODUCTION 

 

Over the last decade government initiatives in Vietnam have resulted in major education 

reforms in higher education (HE) to establish a quality assurance system, link teaching and 

research, and upgrade foreign language education. A key challenge for Vietnamese 

institutions lies in implementing the ambitious targets of these top-down initiatives set by 

the government and the Ministry of Education and Training (MOET) (Hayden & Lam, 

2007a). Although the policies have been in operation for several years, educators and 

administrators question the feasibility of reaching many of the assigned targets (K. D. 

Nguyen1, Oliver, & Priddy, 2009). The Vietnamese reform agenda emphasises professional 

learning and development (PLD) for lecturers so that they can respond to mandated 

initiatives in HE; however, the national directives have not provided these educators with 

clear guidelines for the provision of PLD. There is a need for effective PLD to enable 

lecturers to better understand these initiatives, fulfil their roles and implement the 

government policies successfully (K. D. Nguyen et al., 2009). 

 The nature of PLD for educators and its roles in supporting HE reforms in developing 

countries like Vietnam are not fully understood, and an in-depth investigation is necessary 

to identify the effects and influences of PLD on staff in the tertiary context. The aim of this 

study is to analyse these issues in depth to better understand the phenomenon of PLD in 

bringing about change in educators’ practice at tertiary level. This chapter outlines the 

educational context in Vietnam and challenges to meeting the government’s educational 

targets, and presents the rationale for this study.  

Educational context in Vietnam 

Education in Vietnam is regarded as a driving force for national development. Together 

with science and technology, education is prioritised in national policy (Vietnamese 

                                                 

1 Initials are provided to distinguish Vietnamese authors with the same surnames. 
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Assembly, 2005). The government of Vietnam and MOET have launched strategic plans 

for educational development and national directives for Higher Education Reform Agenda 

(HERA) for the period 2006–2020, which aim to boost educational quality and provide 

high quality intellectual human resources for globalisation (Vietnamese government, 

2005).  

 The HERA emphasises that higher education institutions (HEIs) must promote both 

teaching and research in order to raise the competitive position of Vietnamese education in 

the Southeast Asian region and in the world. Major universities in Vietnam are to develop 

into national scientific research centres and provide advanced undergraduate education 

programmes with English as an instructional medium. The government has signalled that 

world-class universities are to be built and operational by 2020 in major cities of the 

country. The HERA has also set specific targets: 20,000 more lecturers with doctoral 

qualifications at HEIs by 2020, 60% of academics with an MA degree and 35% with a PhD 

degree, and reduction of the student/teacher ratio to 20/1 (Vietnamese government, 2005).  

 There are several initiatives to develop quality assessment and quality assurance 

across all sectors of the educational system (MOET, 2007). Educational programmes for 

all disciplines are expected to be updated, focusing more on raising graduates’ outcomes 

and their work-related and lifelong learning skills. These practices aim at standardising 

educational quality, and informing society of the resources, objectives and student 

outcomes from a particular institution (MOET, 2007).  

 English language and EFL teaching and learning plays a crucial role in the broader 

context of national goals and strategies to advance Vietnam and its educational system 

within Southeast Asian region and in the world. EFL teaching and learning policies are 

influenced by the Vietnamese socio-cultural and political context and the government’s 

goals and visions for national advancement. Enhancing English competence of Vietnamese 

work-force will support the national goals and development in the context of globalisation 

and economical integrations. There has been a significant reform in teaching and learning 

foreign languages, particularly English as a Foreign Language (EFL), targeted in a national 

project named “Teaching and learning foreign languages in the national education system 

from 2008 to 2020” (Vietnamese Prime Minister, 2008). This project aims to improve the 
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quality of foreign language education and implement new foreign language programmes 

across all sectors. The projected outcome is that by 2020, most Vietnamese graduates will 

be able to use foreign languages confidently and successfully in communication, when 

studying, and when working in a multi-cultural and integrated environment. English is 

considered the key foreign language, and EFL has become a compulsory subject in the ten-

year school curriculum, from grades three to twelve. Foreign languages are intended as a 

tool to strengthen the Vietnamese people’s contribution to national industrialisation and 

modernisation.  

 The language education project involves three stages varying in focus. The first stage, 

from 2008 to 2010, focused on developing curricula and teaching materials, assessment 

methods for all sectors, preparing qualified teachers, and piloting the ten-year EFL 

curriculum. The next stage, 2011−2015, was spent popularising the ten-year EFL 

curriculum, and developing intensive language programs in HE. The last stage, 2016−2020, 

will focus on implementing the new curriculum, and intensive language programs in 

vocational, tertiary education throughout the country. This national reform, particularly in 

ELT, has raised the important role of both EFL tertiary teacher educators and EFL school 

teachers in implementing the government policies. Their changing roles require them to 

undertake PLD to improve their professional competencies and be able to enact top-down 

initiatives in education. 

Challenges to reach the reform targets 

Educators have raised concerns that there are insufficient human resources to enact 

government’s initiatives in education (Hayden & Lam, 2007a; K. D. Nguyen et al., 2009). 

Teaching and research are considered to be the two most important tasks for university 

academics (MOET, 2008). However, barriers such as a full teaching load, limited time, 

resources, knowledge and skills, and limited institutional support prevent Vietnamese 

educators from effective professional learning and research engagement (H. H. Pham, 

2006). Additionally, there are challenges related to the numbers of EFL teachers who have 

the resources to enact the reform in EFL education. The majority of EFL teachers in primary 

schools struggle to meet the English standard to teach the new curriculum (VietNamNet 
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Bridge, 2012; Parks, 2011). Similarly, in HE the quality of curricula, teaching, assessment, 

and student outcomes in EFL education is considered problematic (Vu, 2010).  

 The current educational context suggests that those working in HE need support to 

understand, implement, and creatively work through the government’s priorities. However, 

current practices of PLD seem anecdotally to be unsatisfactory. Common forms of PLD 

such as workshops, seminars and short training courses for educators in Vietnam are 

perceived by educators to be of little benefit, a waste of time and money, and often fail to 

meet the participants’ needs (Ngo, 2011; Thanh Binh, 2010).  

Rationale of the study 

I am an EFL teacher educator in a small university in Vietnam where there are few 

opportunities for teacher learning and professional support. I recognise the need for PLD 

to improve my own teaching as an EFL lecturer, but also acknowledge how PLD might 

help me to maintain the necessary skills and capacity to function as a teacher educator and 

a facilitator who can work alongside EFL university graduates when they enter the teaching 

profession in schools.  

 Studies on PLD for educators have largely taken place in Western rather than in Asian 

countries, and PLD for teacher educators, or teachers of teachers, has not been widely 

investigated (Ben-Peretz, Kleeman, Reichenberg, & Shimoni, 2010; McGee, 2011; 

Swennen & Bates, 2010). Specifically, PLD for EFL lecturers may vary greatly from PLD 

for educators in other disciplines because it involves language learning theory and language 

teaching pedagogy, and thus is worth investigating. Moreover, although the relationship 

between PLD provision and contextual factors is well acknowledged (Hamano, 2008; Liu, 

2009), the impact of sociocultural factors on EFL lecturers’ PLD in a developing country 

has not been fully investigated. Asian cultural features such as a hierarchical system, the 

dominant role of MOET, and top-down policies (Hallinger, 2010; Hayden & Lam, 2007b) 

might influence Vietnamese EFL lecturers’ learning and teaching, especially given their 

changing roles in a time of educational reforms.  
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 This study aims to investigate the role and function of PLD in supporting EFL teacher 

educators’ personal and professional growth and their capability to implement government 

initiatives in Vietnamese context. Just as teachers’ impact on their students’ learning, 

teacher educators’ learning and their teaching capabilities have a crucial influence in the 

quality of teacher education (Boei et al., 2015; Smith, 2003). Additionally, it is clearly 

stated in Vietnamese educational policy documents that for national educational reforms to 

be effective, teachers, and teacher educators alike, are key change agents (MOET, 2011; 

Vietnamese Prime Minister, 2008, 2012). Taking the above issues into consideration, in 

order to find out how to enhance Vietnamese teacher educators’ professional competencies 

through PLD engagement, it is important to understand these educators’ perceptions of 

PLD, how their PLD actually occurs, and what meanings and expectations they have for 

their PLD. An in-depth study of these aspects of PLD for educators will inform evidence-

based policies to foster these educators’ learning, which will empower their ability to act 

on required changes, and ultimately benefit their students’ learning. Broadly, this study is 

responsive to an international-wide call for in-depth understanding of teacher educators’ 

PLD in their teaching contexts (Ben-Peretz, Kleeman, Reichenberg, & Shimoni, 2010; 

Smith, 2003). This study on PLD for Vietnamese teacher educators of EFL is especially 

timely as PLD is a key strategy for improving their teaching quality and implementation of 

educational initiatives. 
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CHAPTER 2                                                              

LITERATURE REVIEW 

 

While there has been a wealth of literature on PLD for school teachers, PLD for teacher 

educators has not been widely investigated. However, teacher educators are also teachers, 

which means that PLD for teacher educators shares common features with PLD 

experienced by school teachers (Davey & Ham, 2010; Knight et al., 2014). Indeed, PLD 

for both groups has a focus on teacher learning, and aims to support these teachers’ teaching 

and their student learning. The theoretical foundation of this study, therefore, is built on 

recent literature on teacher learning, PLD for teachers in general, and PLD for teacher 

educators in particular.  

 This chapter explores the concept of PLD and the role it plays in education. It then 

reviews PLD for HE educators, and PLD specifically for teacher educators in international 

contexts. An overview of English language teaching in Southeast Asia is provided, 

followed by a review of English teaching and PLD for EFL teachers in Vietnam. The final 

section describes EFL teacher educators in this study. Literature in these areas reveals the 

complexity of PLD in different contexts.  

Professional learning and development in education 

This section describes the following aspects of PLD in education: (1) the nature of teacher 

learning, (2) understandings of PLD, and (3) changes in perspectives and implementations 

of PLD.  

The nature of teacher learning 

Lawler and King (2000) emphasise that tertiary educators’ learning is consistent with adult 

learning, and suggest utilising principles of adult learning for planning educators’ learning 

and development. They describe six major principles for promoting adult learning, 

including respect for learners’ prior knowledge and experience, active participation, 

experience-based learning, collaborative inquiry, learning for action, and participants’ 
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empowerment. However, unlike novice adult learners, in-service teachers possess 

professional experience, knowledge, and skills which affect their learning goals. Building 

on this assertion, King and Newmann (2001) highlight four principles of teachers’ learning, 

stating that effective learning occurs:  

1. When teachers focus on instructions and students’ outcomes in their own teaching 

2. When teachers have continuous opportunities for learning new things, trying them in 

their practice, and getting feedback on their work  

3. When teachers collaborate with their peers and have access to support and expertise 

from both inside and outside experts 

4. When teachers can impact on their own process of professional development.  

 Given that teacher learning is similar to, and consistent with, teacher educators’ 

learning, literature on PLD for teachers can be used to provide a theoretical foundation for 

studying PLD for teacher educators in this study.  

Understandings of PLD 

Professional learning and development could simply be understood as the process by which 

lecturers learn to update and improve their knowledge and teaching skills. The function of 

this form of PLD is typically to enable educators to perform their job and meet the required 

qualifications for teaching. Traditionally within Vietnam, PLD is viewed as professional 

development (PD) and consists of attending training courses, workshops, and conferences, 

and undertaking independent learning (lecturers learning on their own, in their own ways). 

In Vietnamese, lecturers and educational leaders use the terms bồi dưỡng2 chuyên môn 

(improving one’s expertise), or phát triển chuyên môn (developing one’s expertise), or tự 

bồi dưỡng chuyên môn (self-improving one’s expertise) to refer to two kinds of PD practice: 

attending PD provided by experts, and undertaking independent learning such as reading 

books, practising English skills, and learning from teaching experience. Sometimes, the 

                                                 

2 English equivalences for bồi dưỡng can be: foster, nurture, or improve.  

In this study, Vietnamese words are italicised and their English translations are provided to clarify the 

meanings if needed.  
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term học tập (learning) is used together with the above terms, but not as frequently, 

particularly in policy documents. However, this thesis incorporates the concept of 

‘learning’ into the conceptualisation and function of PLD in HE.  

 Professional learning and development has been described in the literature in diverse 

ways including teacher development, professional development (Day, 1999; Guskey, 

2000), in-service education for teachers or INSET, continuous professional development 

(CPD) (Kelchtermans, 2004), continuing education and lifelong learning. These terms have 

overlapping meanings and are defined differently by different researchers (Bolam & 

McMahon, 2004). The same terms used by the authors of the reviewed literature will be 

used in this section.  

 Many of the various definitions of PD focus on improving students’ learning. For 

example, Diaz-Maggioli (2004) states that PD is a career-long process during which 

educators change and improve their pedagogical practices to meet students’ learning needs. 

Similarly, Guskey (2000, p. 16) defines PD as “an intentional, ongoing, and systemic 

process” that enhances educators’ professional knowledge, skills, and attitudes so that they 

might improve the students’ learning.  

 Other researchers focus more on a broader concept of PLD, especially on teachers’ 

changes and their teaching capacities. For example, CPD is defined as “all activities in 

which teachers engage during the course of a career which are designed to enhance their 

work” (Day & Sachs, 2004, p. 2). In terms of its impact, teachers’ professional learning is 

considered to address the development of personal, social and occupational aspects (Bell 

& Gilbert, 1996). Further, taking into account the complexity of teaching which involves 

not only teachers’ cognitive but also affective competencies, Hargreaves (2003) emphasises 

the moral purpose of teaching, and the role of PD in supporting teachers’ emotional 

intelligence and emotional understandings which are vital in helping them to improve their 

work performance, personal relationships and the development of the organisation.  

 While Hargreaves (2003) separates the two concepts professional learning and 

professional development, other authors integrate them when referring to PD as learning 

experiences or learning processes (Day, 1999; Kelchtermans, 2004). Acknowledging the 

complexity of the teacher learning and the range of daily learning opportunities teachers 
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have, Day (1999) includes the notion of critical reflection within the definition that involves 

“the process by which, alone and with others, teachers review, renew and extend their 

commitment as change agents to develop critically the knowledge, skills and emotional 

intelligence essential to good professional thinking, planning and practice” (p. 5). 

 In these definitions, teachers’ development is understood to be located both in their 

personal and professional lives, and in the context and policies of the school within which 

they work (Day, 1999). Kelchtermans (2004) develops this further by considering CPD as 

a learning process resulting from meaningful interaction with the context leading to changes 

in teachers’ practice and in their thinking about that practice. Similarly, teachers’ learning 

is viewed as a complicated process of a “multicausal and multidimensional nature” with 

three types of inter-related influences mediating teachers’ learning: the teachers’ individual 

learning orientation, the school-level learning orientation, and the learning activities 

themselves (Pedder, Opfer, McCormick, & Storey, 2010, p. 390). When exploring PD for 

tertiary teacher educators Smith (2003) explains that PD is for professionals to improve the 

quality of their work and try to “become the best professional one can possibly be” (p. 203).  

 Contemporary definitions of ‘PD’ have started to move towards ‘PLD’ in order to 

reconceptualise these concepts (O’Brien & Jones, 2014; Opfer & Pedder, 2011; Webster-

Wright, 2009). Webster-Wright (2009) argues that the current conceptualisation of PD 

draws on a deficient approach implying that professionals are inadequate and need to be 

developed or filled with new knowledge. There has been a tendency for PD research and 

practices to separate PL from professionals’ working contexts and under-investigate 

informal professional learning. Webster-Wright (2009) addresses these limitations and 

proposes an alternative term “continuous professional learning” (CPL) referring to lived 

learning experiences of practicing professionals in context. 

 This study addresses the call in literature for research focusing on teacher learning in 

their natural working contexts (Opfer & Pedder, 2011; Webster-Wright, 2009) and adopts 

the term PLD to foreground both the learning and developing components in lecturers’ 

experiences. The understanding of PLD used in my study includes Day’s (1999) definition 

of PD and is grounded in characteristics of teachers’ learning (Bell & Gilbert, 1996; 

Hargreaves, 2003; King & Newmann, 2001; Knight, Tait, & Yorke, 2007) that provide 
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empirical evidence of features of effective professional development and professional 

learning practices. This study takes a sociocultural perspective that emphasises authentic 

teacher professional learning situated in a particular social and cultural context 

(Kelchtermans, 2004; Opfer & Pedder, 2011; Rogoff, 2003; Vygotsky, 1978; Webster-

Wright, 2009). In this study PLD is also contextualised within Vietnamese HE, and includes 

understanding of PLD as specified in Vietnamese educational policy documents. 

 In this study, PLD is considered as an on-going learning process that contributes to a 

rounded development of an individual both personally and professionally during her or his 

career. As stated in the regulations for lecturers’ professional development (MOET, 2013), 

PLD plays a role in enhancing both lecturers’ phẩm chất (moral qualities) and năng lực 

(competencies). Specifically, the document specifies four purposes of professional 

development for lecturers. These purposes are adopted to elaborate on the definition of PLD 

in this study, including: 

1. Update new content knowledge for teaching and improving educational quality; 

2. Meet the requirements of professional standards as required for different titles 

of lecturers; 

3. Improve competencies in teaching, research, and organising and managing 

institutional activities;  

4. Improve moral qualities, political premise, and professional conscience required 

for lecturers.  

 Hereafter, I will use PLD as an alternative term for PD or CPD used by other 

researchers in previous studies. In this study PLD specifically refers to any activities 

undertaken by lecturers to enable them to fulfil their professional roles effectively and to 

meet the required qualifications and competencies in the profession.  

Changes in perspectives and implementations of PLD  

The traditional view of PLD for teachers as an activity to fix their ‘deficiencies’ or 

‘inadequacies’ in knowledge and teaching skills now seems to be inappropriate (Fiszer, 

2004; Guskey, 2000). Research has analysed problems inherent in previous PLD practices 

designed and implemented based on traditional approaches (Fiszer, 2004; Villegas-

Reimers, 2003). Models of PLD are limiting when they represent one-size-fits-all 
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workshops and seminars (Mundry, 2005, p. 9), or dialogue-free sessions when teachers 

passively listen to outside experts talking about something that may not be relevant to their 

own teaching contexts (Fiszer, 2004, p. 1). It has been argued that these models of PLD are 

not likely to promote teachers’ learning and practice (Steyn, 2010).  

 Traditional PLD has been described as ineffective, unsatisfactory or failed for various 

reasons (Chaudary, 2011; Fiszer, 2004; Guskey, 2000; Mundry, 2005; Villegas-Reimers, 

2003). First, it may not consider participants’ needs or their teaching problems because the 

PLD planning may be carried out in a top-down manner (Fiszer, 2004). Time limits mean 

there are usually limited opportunities for discussion or collaborative activities (Fiszer, 

2004). Participants tend to be viewed as passive learners during these PLD programmes. 

There is often a lack of follow-up activities to help teachers apply new knowledge and skills 

(Ebert-May et al., 2011). Finally, evaluating a PLD programme can be problematic when 

using “a one-page evaluation form” asking about the participants’ satisfaction with the 

presentations rather than evaluating PLD effects on teachers’ practice (Fiszer, 2004, p. 2).  

 The learning and working of teachers, and lecturers alike, are influenced by a variety 

of cultural and organisational factors, including organisational norms and cultures, 

bureaucratic regulations, workload, student characteristics, and collegial relationships 

(Bartell, 2005; Hwang, 2014). A school context with little collegial interaction and 

collaboration, insufficient administrative support, and a tight curriculum schedule may 

hinder teachers’ learning and capacity for implementing instructional changes (Liu, 2009).  

 Other factors affecting PLD may include teachers’ stress and tension derived from 

the workplace context and the pressure to implement educational reforms (Gao, 2008; 

Kwakman, 2002; Pattie, 2009; Yamagata-Lynch, 2003). Bartell (2005) also states that 

teachers’ growth is influenced by personal factors related to family, personal goals and 

interests, and life stage. These studies point out the interrelation between teachers’ daily 

work and life, and their working contexts, and highlight the necessity of constructing a 

supportive working environment to enhance teachers’ PLD and well-being.  
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The roles of PLD in education 

This section reviews the effects of PLD at individual and institutional levels. The role of 

PLD as a means to support teachers’ professional growth, facilitate policy implementation, 

and improve student learning is explored.  

Impact of PLD on teachers’ changes 

PLD helps to address teachers’ learning needs and enhance their teaching motivation. 

Shumack and Forde (2011) investigated PLD activities, and the interests and perceptions 

of 109 secondary business teachers over 12 months. Results from this online survey 

indicated that teachers perceived that PLD had a positive impact on their classroom practice 

and led to an improvement in their content knowledge, confidence, co-operation with 

colleagues, and motivation for trying new teaching practices. However, data from this 

online survey did not provide an in-depth understanding of these teachers’ experiences of 

PLD and their motivation for engaging in PLD. Additionally, the study did not investigate 

how variations in these teachers’ characteristics and school types affected their PLD 

experiences.  

 Green (2010) investigated secondary English teachers’ perceptions of further 

education as a form of PLD and the reasons why they undertook it. Data were collected by 

means of questionnaires delivered to 119 English teachers with various degree 

backgrounds, and from different secondary schools in London. The most common reasons 

for teachers’ participation in postgraduate programmes related to their desire for academic 

development, career development and promotion, and personal interests. However, other 

kinds of teacher learning within their local teaching contexts were not included in this 

study, which prevented a holistic understanding of the variety of learning activities school 

teachers undertook and how they evaluated their experiences. Also, the study did not 

analyse how teachers’ PLD needs and motivation varied according to individual 

differences. 

 The issue of teachers’ changing needs for and concerns about PLD over their career 

has attracted other researchers. A study involving 520 teachers (360 at primary schools and 

160 at junior high schools and high schools) in Israel found that teachers expressed different 
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attitudes toward pedagogical changes during various stages of their career (Maskit, 2011). 

Data were collected by using two questionnaires completed by these teachers, followed by 

an open interview with 15 randomly selected teachers. The study found that teachers 

identified different preferences for the forms of PLD according to their career-stage and 

experience. Richer, Kunter, Klusmann, Ludtke, and Baumert (2011) reported similar 

findings. They examined how secondary maths and science teachers engaged in formal and 

informal learning activities. They defined formal learning as structured learning following 

a specified curriculum (e.g., training, conferences, and workshops). Informal learning was 

defined as voluntary learning, involving teachers’ initiatives, and including both individual 

(e.g., reading books and observing their peers’ classrooms) and collaborative learning 

activities (e.g., mentoring, conversations with colleagues, and teachers’ network). Data 

from questionnaires delivered to 1939 teachers at 198 German secondary schools showed 

that formal learning activities and self-directed learning were used most frequently by mid-

career teachers. In contrast, informal learning forms, especially collaboration and 

observations, were used more frequently by less-experienced teachers. However, the two 

studies above, despite acknowledging individual perspectives in PLD, neglected the 

relationship between teachers’ learning and their own work context which might 

significantly affect their motivation, career goals and learning interests. Moreover, they do 

not acknowledge that teachers’ learning often occurs in a social context rather than in 

isolation (Bourke & St. George, 2008). 

 Mentoring and coaching is identified as an important form of PLD for teacher 

learning within a collaborative learning environment. Marlow (2009) studied the impact of 

a leadership project that connected beginning school science teachers (1–2 year teachers) 

with experienced science teachers and university mentors in planning workshops and 

presenting in a national science conference in California. The project provided participants 

with both informal and formal learning opportunities for working collaboratively to finish 

a task (e.g., attending workshops, working in teams to prepare for a presentation, reflecting 

on their learning experiences through teachers’ journals and digital stories). For assessing 

the impact of this project on the teachers’ sense of self, the study employed Likert-type 

questionnaires and interviews that focused on teachers’ attitudes towards professionalism. 

Results showed that mentoring as a form of PLD had a positive impact on strengthening 

the professional identity of both mentors (experienced teachers) and mentees (beginning 
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teachers). The study addressed problems of disconnection and feelings of reduced 

motivation facing mid-career teachers, and found that their practice of leading and 

mentoring new teachers helped to solve these problems. This also increased the mid-career 

teachers’ sense of professional identity, connection to the profession, and “a renewal of 

commitment to teaching” (p. 1). The mentored group in the study also experienced growth 

in their professional identity. This study is consistent with the work of Lawler and King 

(2000) who suggested that the direction of faculty development needed to move away from 

keeping educators up-to-date in their field, focusing on their disciplinary expertise or 

teaching skills, and understanding the complexity of teaching and learning process. Instead, 

PLD would be more effective if it were channelled towards improving educators’ vitality 

and renewal.  

 Teaching, especially in tertiary contexts, can at times be a stressful profession 

(Klassen, Usher, & Bong, 2010; Lai, Du, & Li, 2014). Therefore, PLD addressing teachers’ 

beliefs, attitudes, and perceptions, all of which greatly influence their practices, can lead to 

fundamental changes in their motivation and quality of teaching. Research shows that PLD 

can help develop teachers’ well-being, confidence and professional satisfaction. Supporting 

teachers to deal with changes, stress, and obstacles may also encourage them to stay on the 

job (Forde, McMahon, McPhee, & Patrick, 2006; Shawer, 2010).  

Teacher impact on institutional changes and educational reforms 

Teachers have been identified as key agents for change and school improvement (Day, 

1999). They can contribute to the professional growth of colleagues, build a professional 

community, change school cultures and structures, and enhance school capacity (King & 

Newmann, 2001; Little, 1992). When teachers within a school work collaboratively 

towards a shared goal and mission, this collective power strengthens the organisational 

capacity to change (Jones, Stanley, McNamara, & Murray, 2011; Sales, Traver, & Garcia, 

2011; Youngs & King, 2002).  

 There is evidence that PLD functions as a mechanism to support major education 

changes. A study by Starkey et al., (2009) on PLD for implementing assessment reforms in 

senior secondary schools in New Zealand is an example of a successful model of PLD for 

system change. The study focused on the embedding stage of the reform. Results from 
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teacher surveys and case-studies of selected schools highlighted crucial features for 

effective practice. These features included teachers’ networks and shared learning, PLD 

personalised to meet the needs of individual teachers, and facilitators’ expertise. The study 

emphasised the necessity of tailoring PLD to the purpose of the reform and teachers’ needs 

at each stage of the reform. 

 Similarly, Borko, Elliott, and Uchiyma (2002) studied the role of PLD in an education 

reform in Kentucky. The policies to support PLD in Kentucky included (1) viewing PLD 

as the “lynch pin” of the reform (p. 985), (2) offering substantial resources, (3) providing 

extensive, multifaceted PLD addressing all reform strands, and (4) ensuring that PLD 

support reached all schools. The study emphasised outstanding features of the four 

exemplary schools: having PLD plans that met teachers’ needs, allocating PLD funds 

flexibly based on the school context, and using Kentucky resources for on-going PLD that 

targeted all aspects of school capacity. The research concluded that Kentucky provided a 

successful PLD model for a large-scale standards-based educational reform, and that the 

exemplary schools showed evidence of the link between PLD and improved school 

capacity. 

  There are cases where educational innovations have failed due to insufficient 

preparation of resources or acknowledgement of contextual factors (Hu & McGrath, 2011; 

Lai, 2011). A study in a HE context found that although the success of educational reform 

mainly depended on the quality of teachers who were given responsibilities to implement 

the reforms in their own practice, it was uncommon for teachers to be involved in initiating 

reform or given adequate preparation and support to fulfil their tasks (Hu & McGrath, 

2011). These oversights undermined the success of top-down reforms. 

 In addition to limited resources and a tendency to overlook the needs of teaching 

staff, distinctive cultural features may also act as barriers to reform enactment. Hallinger 

(2010) analysed educational reforms in five rapidly developing countries in Southeast Asia 

and found that these societies experienced similar responses to innovations imported from 

Western cultures. The countries shared ‘distinctively Asian’ obstacles to reform progress, 

namely (1) top-down initiations, (2) reform overload, (3) the cultural distance created by 

power structures leading to passive receptiveness or passive resistance to policy 
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implementation, (4) lack of stability in the change process, (5) insufficient staff preparation, 

and (6) the mismatch between reform initiatives and the local context (pp. 408–412). 

Hallinger’s study, however, investigated educational initiatives in general, rather than 

focusing on reforms in tertiary contexts.  

 Although Vietnam was not included in the above study, the process and strategies for 

education reforms in Vietnam may have followed a similar pattern to those outlined in 

Hallinger’s (2010) study. Therefore, further research is needed to understand sociocultural 

influences on the practice of PLD for Vietnamese educators and on reform efforts, 

particularly in tertiary education. 

Impact of teachers’ PLD on students 

Positive changes in teachers’ knowledge, skills and classroom instructions from effective 

PLD may lead to better student outcomes (Guskey, 2000). For example, Buczynski and 

Hansen (2010) studied the effect of an Inquiry Learning Partnership (ILP) for year 4–6 

teachers in elementary science education. The ILP programme was carried out through the 

collaboration of a university, a science centre and two urban school districts. This 

programme aimed at improving teachers’ science content knowledge and pedagogy, the 

quality of math and science teaching, and students’ achievement in maths and science. 

Buczynski and Hansen (2010) reported that data were collected from multiple sources such 

as pre/post content exams, surveys, focus group interviews, and assessment data in order to 

analyse the effect of the ILP programme on teachers’ pedagogical practices and students’ 

outcomes. The study found that the programme increased teachers’ science content 

knowledge and skills, and their implementation of inquiry instructions in the classroom. 

There were also modest gains in the students’ grade in the standardised science 

achievement exams after one year of the PLD programme. The researchers described 

several barriers to this PLD practice in the studied school, including limited resources, time 

constraints, and teachers’ difficulty in mastering the required curriculum pacing and 

classroom management techniques.  

 To find out the impact of teachers’ instructional practices on their student outcomes, 

this study compared the science standard test scores of students from 2005 to 2006. The 

results revealed a slight improvement among students taught by ILP teachers, and these 
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students’ improvement was slightly higher than that of non-ILP teachers, yet this trend was 

not consistent across different districts. Additional results of the locally developed 

assessments based on inquiry learning showed that students taught by ILP teachers 

performed better than students in the classes of non-ILP teachers. Teachers who engaged 

in ILP programme also perceived that their inquiry strategies contributed to their students’ 

improvement achievement in the successive year. However, the connection between 

teachers’ practices and student outcomes was not significantly proved in this study.  

 It is commonly accepted by scholars of PLD that it is difficult to establish a causal 

relationship between student achievements and teachers’ PLD (Yoon, Duncan, Lee, 

Scarloss, & Shapley, 2007). This relationship is not addressed in the current study, and I 

will instead focus more on understanding the nature of PLD for educators and their 

organisations.  

PLD for HE educators in international contexts 

Tertiary lecturers’ roles are becoming increasingly diverse and challenging. Besides 

teaching, these educators play other roles such as researcher, scholar, adviser, manager 

(D’Andrea & Gosling, 2005; Davey & Ham, 2010; Smith, 2003). It is widely agreed that 

tertiary lecturers feel under increasing pressure from managers and students alike that they 

should excel in all these responsibilities (Blackmore & Blackwell, 2006; Teräs, 2014). 

These roles compete for time, priority, and effort and require educators’ engagement in 

continuous learning. Professional learning can help lecturers meet new demands and 

perform multiple roles in their rapidly changing work environment.  

 Despite the important role of PLD in supporting lecturers’ teaching and their 

students’ learning, studies suggest that in some contexts lecturers perceive PLD aimed at 

supporting their teaching as inadequate (Chaudary, 2011; Liu, 2012). For example, in a 

viewpoint article, Chaudary (2011) comments that PLD provision for tertiary lecturers in 

Pakistan is problematic because “in most cases, it does not exist; and if it does, it is very 

brief, sporadic and traditional, and is conveyed off-site through top-down teacher training 

strategies” (p. 633). Data from a qualitative case study of “six information-rich cases” and 

semi-structured interviews found that Pakistan tertiary lecturers valued their experience of 
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self-directed, reflective and experiential learning (p. 634). They also wished to have PLD 

organised locally within their workplace. This shows that from these lecturers’ 

perspectives, PLD needed to allow for autonomy in their learning and relate to their 

teaching context and professional practice. This article, however, did not clarify details of 

the lecturer participants, their backgrounds, professional roles and practices, and their 

tertiary work contexts. Insufficient information about these issues limited readers’ specific 

understanding of how PLD for Pakistan lecturers actually occurred, what motivated their 

PLD engagement, and what factors influenced their PLD experience. Further details about 

these issues would enable a better understanding of the reason why “tertiary teachers are 

‘at-risk’ practitioners in Pakistan” who have a pressing need for changes in their PLD 

access (p. 637).  

 Other studies identified diverse expectations and experiences of PLD in both formal 

and informal PLD settings (Knight, Tait, & Yorke, 2007; Teräs, 2014; Wichadee, 2012). 

There is an increasing interest in the impact of professional learning communities on 

tertiary lecturers’ learning. For example, Teräs (2014) studied tertiary lecturers’ 

engagement in online professional development. The study involved seven Finnish tertiary 

lecturers from different backgrounds participating in an authentic learning-based, online 

postgraduate certificate programme on tertiary teaching and learning. Findings from a 

narrative analysis indicated that the participants perceived significant improvement in their 

teaching practices and their professional attitudes. This learning model, however, did not 

fully address variations in the participants’ learning needs, expectations and interests. The 

study aimed to use online PLD programmes to enhance lecturers’ self-regulation skills and 

authentic learning rather than striving to accommodate their differences. Also, a crucial 

factor for this model to be effective was the support for and facilitation of lecturers’ 

collaborative learning. The study sheds light on online collaborative learning communities 

as a promising form of PLD for tertiary lecturers in the 21st century where lecturers must 

adapt to rapid change. This study, however, employed the participants’ self-stories as the 

sole source of data and involved only seven lecturers who were highly motivated to 

participate in the programme. The findings, therefore, are unlikely to reflect the perceptions 

of and engagement in this kind of PLD by a wider population of university lecturers. While 

lecturers’ individual characteristics (e.g., age, backgrounds, disciplines, experience) and 
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their working contexts may have an impact on their PLD engagement, as found in the 

literature (Wichadee, 2012), these factors were not fully discussed in this study.  

Teacher educators’ professional practices and professional learning  

Literature on teacher learning and teacher education can provide an appropriate knowledge 

base for the practices and PLD of teacher educators (Davey & Ham, 2010; Knight et al., 

2014). However, teachers and teacher educators differ in their working contexts, degree of 

professional autonomy, responsibilities, and expectations of competencies attached to their 

respective roles (Loughran, 2014). Specifically, teacher educators are considered as “a 

professional group that for all intents and purposes has much more autonomy and control 

over their work than teachers per se” (p. 271). Tertiary teaching is perceived increasingly 

demanding as teacher educators are required to implement policy changes as well as to 

manage both teaching and scholarship development. Therefore, research on teacher 

educators, their roles, professional practices and PLD is gaining more attention (Loughran, 

2014; McGee, 2011). Recent studies aim to gain better understandings and interpretations 

of teacher educators’ professional practices and learning, and to offer “a well-developed 

knowledge base” to  explain the complexity of teacher educators’ learning (Knight et al., 

2014, p. 268). This section presents an international perspective on teacher educators’ 

professional practices and professional learning. A review of previous studies on PLD for 

teacher educators in different contexts helps to establish a theoretical ground for the current 

research.  

 There is a consensus that teacher educators have an important influence on the quality 

of teacher education and of education in general. Indeed, they play a key role in determining 

the quality of teachers, who in turn have great influence on the quality of their students’ 

learning in the school sectors (Boei et al., 2015; Smith, 2003). Research on teacher 

educators who work in tertiary contexts highlights challenges teachers educators face in 

fulfilling two key roles: being teachers of teachers and being lecturer-researchers (Hill & 

Haigh, 2012; Robinson & McMillan, 2006). The important roles teacher educators play in 

education, and challenges they face in order to undertake both teaching and research require 

them to possess certain competencies and undertake continuous learning to be the most 

effective teacher educators possible (Boei et al., 2015).   
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  In the field of teacher education, there seems to be an agreement about the 

advantages of teachers’ and/or teacher educators’ learning in a professional community. 

McNicholl (2013) conducted a case study of a collaborative inquiry project involving a 

group of five biology teachers working together with a university teacher educator. The 

collaborative project aimed to foster these teachers’ ability to conduct inquiries into their 

own practices. The study employed multiple data collection methods, including initial 

questionnaires, workshop notes and follow-up questionnaires, and final interviews with the 

teachers. The study showed that this PLD model encouraged teachers’ self-regulated 

learning, ownership of their learning and the skills to work towards authentic goals that 

supported their teaching improvement. The teacher participants perceived this collaborative 

PLD as effective because it promoted changes in the teachers’ recognition of their students’ 

perspectives, and subsequently changes in their teaching practices. This form of PLD also 

improved the teachers’ confidence, and their ability to impact each other. The study 

identified factors that contributed to positive outcomes to the project, including (1) the 

teachers’ engagement in self-directed learning related to their needs, (2) the inquiry 

activities which were rooted in teachers’ experiences and classroom practice, and (3) a 

supportive collaborative working environment which enabled critical reflection and sharing 

of expertise and experiences among the participants. The study highlighted the teacher 

educator’s dual roles of being both a co-researcher and a facilitator who worked 

resourcefully to support the teachers’ inquiries and their capacity to work with others 

toward the desired outcomes. However, it did not offer insightful understanding about the 

professional practice and professional learning of the teacher educators as they engaged in 

this collaborative project. It did not consider how this experience was perceived from the 

teacher educators’ perspective.  

 Other studies investigated PLD programmes which focused on the collaborative 

learning of teacher educators from the point of view of the participants (Lamont, 2011; 

McGee, 2011; McGee & Lawrence, 2009). The teacher educators in these studies reported 

positive perceptions and learning outcomes from engaging in collaborative inquiry. Integral 

features of collaborative learning included: establishing learning communities based on 

mutual trust, respect and support; teacher educators reflecting critically on their practices; 

and enhanced leadership capacity to support this form of PLD. These studies also identified 
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such factors as time and competing institutional PLD priorities as challenges to sustaining 

effective collaborative learning within an organisation.  

 Overall, studies reviewed in this section focused more on the implementation and 

effects of particular PLD initiatives or PLD programmes designed for teacher educators. 

Contemporary research tends to address the issue of teacher educators’ research 

engagement and their PLD through participating in collaborative inquiry or self-study 

research. There is still a lack of a holistic understanding of potential PLD inherent in teacher 

educators’ daily practices and working contexts, reasons why educators chose to engage in 

PLD, and how their learning actually happens. Although offering in-depth understandings 

of collaborative inquiry as a promising PLD model for teacher educators, most of these 

studies took place in Western countries (e.g., New Zealand, Australia, United Kingdom) 

where teacher educators normally had teaching experience in the school sectors before 

entering tertiary institutions. These teacher educators’ multiple roles in teaching and 

research varied across university-based and school-based settings. In contrast, Vietnamese 

teacher educators’ roles, professional practices, and work conditions may be culturally and 

contextually different from those of their Western colleagues. This suggests that a study on 

PLD for teacher educators in Vietnam and how they engage in different forms of PLD will 

contribute to current understanding of PLD for teacher educators in different cultures.  

English Language Teaching (ELT) and PLD for EFL teachers 

This section first provides an overview of ELT in the Southeast Asian region in order to 

capture the wider context in which this study is situated. It then reviews English teaching 

and PLD for EFL teachers in Vietnam. Finally, a general description of EFL teacher 

educators in this study is provided.  

ELT in Southeast Asia 

In the context of globalisation, English plays an important role in the communication and 

economic integration in the world, as well as among countries in the Association of 

Southeast Asian Nations (ASEAN), which includes ten countries, namely Burma, Brunei, 

Cambodia, Indonesia, Laos, Malaysia, the Philippines, Singapore, Thailand, and Vietnam 
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(Kirkpatrick, 2011). Indeed, the political decision to adopt English as the official language 

of ASEAN, increases the value of and demand for English in the Southeast Asian region. 

Within the international context and in the ASEAN community, English is the dominant 

language of communication in many fields such as education, science, employment, 

technology and trade. 

 English has assumed a growing importance as an international global language and 

lingua franca, or “transnational contact language” (Canagarajah, 2006, p. 198) within 

ASEAN. This major role in regional communication has had a trickle-down influence on 

English teaching and learning policies in Southeast Asian countries. Key trends in English 

language policies in the region include: (1) teaching and learning of English in primary 

education, (2) focus on English as a medium of instruction, (3) pedagogical initiatives in 

ELT, including adopting the communicative language teaching (CLT) approach and using 

technology in teaching, and (4) governmental initiatives to enhance the quality of English 

teacher education, including both pre-service and in-service teacher education. 

 First, there is a trend for English to be taught at an earlier age, from primary school 

in Southeast Asian countries (Hamid & Nguyen, 2016; Nunan, 2003). English is a 

compulsory or a core subject in the primary school curricula of most countries in the region. 

Although Indonesia is the only country which does not have English as a compulsory 

subject in primary school, English is also taught in many primary schools there due to social 

and parental demand for English (Kirkpatrick, 2011). The introduction of English earlier in 

educational curricula is based on a common belief that the earlier children learn a language, 

the better language users they can become.  

 There is also an increasing use of English as the medium of instruction (EMI) across 

educational sectors in the region (Hamid, Nguyen, & Baldauf, 2013). For example, many 

countries such as Brunei and Singapore use EMI in primary schools, particularly for 

teaching maths and science (Kirkpatrick, 2011). In HE, there is also a greater focus on 

delivering advanced university programmes in English in countries such as Malaysia, 

Vietnam, and China (Hall, 2015; Hamid & Nguyen, 2016; Vu & Burns, 2014). The purpose 

of this policy is to enhance graduates’ English competencies, and to raise the international 

ranking of HEIs amongst educational competition (Hall, 2015). However, the 
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implementation of EMI both in pre-tertiary and tertiary levels faces great challenges, 

including teachers’/lecturers’ limited English competence, pedagogical skills, and 

professional confidence in delivering subject knowledge in English; a shortage of teaching 

resources; and students’ limited language proficiency and learning styles (Hamid et al., 

2013; Vu & Burns, 2014). 

 In terms of ELT methodology, CLT has been widely implemented in most Asian 

countries. However, previous studies show that there have been great challenges to 

implementing CLT effectively in Asia in the face of cultural and contextual factors (Nunan, 

2003; Stroupe, 2012). Limited teaching and learning resources, especially in rural areas, 

and unfavourable classroom conditions (e.g., large class sizes, developing English 

proficiency of students, limited student motivation) hindered successful application of 

pedagogical innovations in ELT. Additionally, due to teachers’ and students’ limited 

exposure to English outside the classroom, the application of communicative 

methodologies appears to be more difficult in EFL contexts such as in Indonesia, Thailand, 

Cambodia, Laos, and Vietnam (Hamid & Nguyen, 2016; Kam, 2002). 

 Changes in English language policies highlight the important role of English teachers 

in enhancing students’ English proficiency and implementing national language policies. 

However, the rapid increase in the demand for English and the implementation of nation-

wide policies in English language teaching and learning have brought to light a number of 

unforeseen challenges. The most common problem is a shortage of suitable English 

teachers. There are also few teachers holding appropriate qualifications at all levels of the 

educational system to implement national policies in ASEAN countries (Kam, 2002; 

Schneider, 2014; Stroupe, 2012). Previous studies highlight the problem of in-service EFL 

teachers with limited English proficiency and pedagogical skills, as found in Thailand, 

Indonesia (Yuwono & Harbon, 2010), and Vietnam (Dudzik & Nguyen, 2015; T. N. Pham, 

2014). 

 To enhance English language teaching and learning quality, several countries have 

invested in upskilling English teachers and improving the quality of English teacher 

education. Countries such as Malaysia (Hall, 2015), Thailand, and Vietnam (Dudzik & 

Nguyen, 2015) have undertaken nation-wide assessments of in-service teachers’ English 
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language proficiency in order to ensure that they meet the required national standards of 

language proficiency. These assessments are followed up with PLD programmes to 

enhance teachers’ English proficiency so that they can improve their teaching and thus 

student learning outcomes, as found in Indonesia (Widiati & Hayati, 2015). However, there 

is insufficient PLD provision to meet the high local demand for qualified English teachers 

in the region (Hamid & Nguyen, 2016; Nunan, 2003).  

 Another problem across ASEAN is the workload pressure faced by English teachers 

to comply with mandated top-down reforms in ELT. Teachers find that implementing 

innovations in ELT and achieving the objectives of language education reforms is 

unfeasible and problematic in practice in their local contexts. This implies that tensions 

may occur when policy-makers fail to consult practitioners at the grass-roots level (Hall, 

2015; Hayes, 2016). Hamid and Nguyen (2016) refer to this situation as “policy dumping” 

in which local schools and English teachers are required to enact top-down policies without 

receiving on-going PLD and professional support (p. 26).  

 Overall, countries in Southeast Asia have followed a similar trend in implementing 

major educational reforms and changes over the past few decades (Hallinger, 2010). The 

importance of English in ASEAN is evident in the language education policies enacted in 

the region. In the field of ELT and English education, Vietnam shares common trends with 

other Southeast Asian countries (Nunan, 2003; T. N. Pham, 2014). Thus, this study on PLD 

for EFL teacher educators in Vietnam offers new understanding about the role and function 

of PLD in an EFL context in Vietnam, and may have broader implications for the field of 

PLD for EFL teacher educators within the Southeast Asian region, particularly within the 

ASEAN community.  

English teaching and PLD for EFL teachers in Vietnam 

English language teaching and learning policies in Vietnam have been influenced by the 

increasing role of English as a priority foreign language and the government’s strategic 

plan for enhancing educational quality as a prerequisite for social and economic 

development and globalisation. As English is recognised as the lingua franca in ASEAN, 

there is an urgent need for Vietnamese people to be able to communicate in English to 
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support their learning and working in inter-cultural environments. English is, therefore, 

considered as a necessary tool for both individual and national advancement.  

 As described in Chapter 1, Vietnam is implementing foreign language education 

reform across all sectors. This national reform in foreign language education aims to raise 

students’ competence in English across all educational sectors, and strives to ensure that 

university graduates meet the standards of English proficiency for employment, 

communication, and further studies. The reform specifies English outcomes for students 

across all educational sectors, and English proficiency standards for teachers of different 

disciplines. In a recent policy document (MOET, 2014), MOET has specified five basic 

requirements of professional competencies of English teachers. As presented in Table 2.1, 

these include: (1) knowledge about the subject and curriculum, (2) knowledge about ELT, 

(3) knowledge about students, (4) professional values and attitudes, and (5) networking and 

reflection on ELT.    

Table 2.1 Basic requirements of EFL teachers’ professional competencies 

 

Aspect of 

competencies 

 

Demonstrations of competence 

1. Knowledge 

about the 

subject and 

curriculum 

 

• English competence or proficiency standards for EFL teachers (e.g., 

level 4/6 for teachers at primary and secondary schools, and level 5/6 

for teachers  at high schools, according to CEFR3 levels) 

• Knowledge about CEFR and ability to apply it in ELT in Vietnam 

• Content knowledge, or knowledge of English language (e.g., 

pronunciation, vocabulary, grammar) 

• Knowledge about English learning and applying this in teaching and 

independent learning 

• Knowledge about the cultures of English-speaking countries, and ability 

to integrate intercultural knowledge in teaching  

• Ability in using materials in English appropriately in teaching  

• Knowledge about English curricula at school and ability to use the 

textbooks and materials appropriately to achieve educational objectives. 

                                                 

3 CEFR: Common European Framework of References 
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Aspect of 

competencies 

 

Demonstrations of competence 

2. Knowledge 

about ELT 
• Ability in teaching and employing different methods in teaching the four 

language skills (listening, speaking, reading, and writing)  

• Ability in lesson planning relevant to curriculum objectives and 

developing the four language skills for students 

• Ability in organising a variety of learning activities effectively 

• Ability in assessing student learning 

• Ability in selecting, adapting, and exploring teaching resources 

• Using technology in teaching English  

3. Knowledge 

about students  
• Understanding students’ cognitive, physical and psychological 

development factors  

• Understanding characteristics in students’ language development  

• Developing students’ cultural values and experiences 

• Developing students’ creativity and critical thinking 

4. Professional 

values and 

attitudes  

• Demonstration of professionalism in ELT  

• Demonstration of collaboration in ELT  

• Ability for professional development and life-long learning 

• Contribution to English teaching and learning through engaging in 

professional training programmes, sharing experiences with colleagues 

5. Networking 

and reflection 

on ELT  

• Understanding the importance of networking, sharing their learning and 

teaching experiences with colleagues 

• Engaging in on-going self-reflection, teaching evaluation, and 

independent learning to improve the quality of teaching and learning 

  

 It can be seen that the requirements focus greatly on content knowledge, pedagogical 

skills, and standards of English proficiency. These reflect EFL teachers’ professional 

competencies. This MOET document identifies EFL teachers’ professional competencies 

and standards necessary for qualified EFL teachers to implement the reform in foreign 

language education. MOET also recommends that these professional competencies be used 

in designing and revising EFL teacher education programmes in HEIs.   
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 The implementation of the EFL teaching and learning policy has faced several 

problems, mainly related to the teaching staff. Currently, EFL teachers in primary schools 

are neither sufficient in number nor have sufficient EFL proficiency and pedagogical skills 

to meet the standards (VietNamNet Bridge, 2012). Although the reform policies have been 

in effect for several years, MOET and local schools are still at the stage of upskilling and 

preparing qualified teachers.  

 A case study by H. T. M. Nguyen (2011) on EFL teaching at primary schools 

illustrates how teacher capacity presents challenges to the reform. Results showed that the 

schools (one private and one public primary school) did not have enough teachers, teaching 

materials, resources, or PLD provision. The participating teachers reported struggling 

because they had been trained to teach at secondary schools rather than primary schools. 

Additionally, PLD activities offered by MOET and by the schools were insufficient, and 

PLD sessions were perceived as having little benefit (H. T. M. Nguyen, 2011). Despite 

reporting the same problems as the public school, the private school had more resources 

and better PLD opportunities. The study revealed local challenges in enacting government 

policies, and highlighted the need to improve PLD quality for teachers and HEIs’ 

responsibility for preparing qualified EFL teachers.  

 There have also been problems related to the quality of EFL teaching and learning at 

tertiary level. The biggest issue appears to be lecturers’ limited understanding of the 

teaching and learning process, leading to a lack of consistency in setting learning objectives 

and students’ outcomes for different educational levels (Vu, 2010). Large mixed-ability 

classrooms also challenge EFL lecturers and hinder effective application of pedagogical 

innovations.  

 Universities in Vietnam tend to use international English tests to assess students’ 

English language skills. Many HEIs prefer the Test of English for Intercultural 

Communication (TOEIC) as it claims to measure candidates’ ability to use English for 

communication in work-oriented contexts, and graduates with high TOEIC scores can find 

jobs more easily. However, Vu (2010) argues that TOEIC may not be appropriate because 

in reality many lecturers just train students in test-taking strategies and neglect proficiency 

practice. Ironically, because TOEIC tests limited skills (it does not examine speaking and 



 

  

29 

 

writing), many students with high TOEIC scores are actually unable to communicate in 

English. Vu (2010) concludes that PLD for university EFL lecturers is critical in improving 

lecturers’ ability to design programmes and teaching materials for inclusive education, and 

employ effective kinds of assessment to evaluate and promote learning. 

 There are only a few studies on PLD for EFL tertiary lecturers in Vietnam. H. H. 

Pham (2006) addressed the problem of lecturers’ research engagement. Although research 

is a requirement as well as teaching, most EFL lecturers in Pham’s study were not motivated 

to conduct research. They reported discouraging institutional policies related to research 

funding, regulations in research, evaluation processes, and challenges in disseminating 

research products. Other obstacles included lecturers’ limited research knowledge and 

skills, few resources and their high teaching workload.  

 Research was not the only challenge to teacher educators. H. T. M. Nguyen (2008) 

showed that most EFL young lecturers in her study were dissatisfied with their mentoring 

experience. The mentors were too busy to provide them with careful feedback and 

professional support. Although the mentors were experienced lecturers, they apparently did 

not have sufficient skills in mentoring. From these findings, H. T. M. Nguyen (2008) 

suggests that PLD programmes should be carefully designed to equip mentors with 

necessary knowledge and skills for mentoring young EFL lecturers. 

 Another aspect of lecturers’ collaborative learning was studied by Vo and Nguyen 

(2010). They investigated the value of Critical Friend Groups (CFG), a type of PLD 

involving lecturers’ collaboration in problem-solving and mutual learning. The four 

beginning EFL university lecturers involved in their study had a positive perception of 

CFG, and reported that it promoted their motivation, instructional practices, and 

collaboration in solving teaching problems through peer observations and giving feedback. 

Vo and Nguyen (2010) suggested CFG as a possible PLD model for Vietnamese EFL 

lecturers and recommended further research on a wider application of a collaborative 

approach to PLD.  

 Overall, PLD for EFL teacher educators within the reform context of Vietnamese HE 

has not been widely investigated. Therefore, it is both timely and warranted to study how 

the current social, cultural, and political context affects Vietnamese EFL teacher educators’ 
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PLD, and how they manage to enact mandated initiatives in tertiary context as well as to 

support EFL school teachers in implementing the new EFL curriculum.  

EFL teacher educators in this study 

In the context of my research, EFL teacher educators are defined as lecturers who work in 

a tertiary institution and teach prospective EFL teachers enrolled in a pre-service teacher 

education programme. These educators also support in-service EFL local teachers through 

providing university-based PLD programmes on content knowledge and pedagogical skills 

to the teachers.  

 Higher education in Vietnam shares recent trends and demands with HE contexts 

internationally in terms of a desire to improve teaching and learning quality, research 

outputs, and competitive capacity for globalisation and integration (Bai & Hudson, 2010; 

Boei et al., 2015; Hayden & Lam, 2007; Hwang, 2014). In this respect, teacher educators 

in Vietnam share similar responsibilities and challenges to those of their international 

colleagues. However, the process of becoming a teacher educator Vietnam greatly differs 

from the experience of teacher educators in other contexts. Unlike Western contexts where 

most teacher educators have teaching experience in schools before becoming teacher 

educators (Davey & Ham, 2010; Lamont, 2011; McGee, 2011; Murray, 2010), Vietnamese 

teacher educators do not necessarily have teaching experience as school teachers, as 

previously mentioned. Rather, they can be graduates from pre-service teacher education 

programmes who were trained to become teachers in school sectors. These graduates, if 

satisfying required qualifications for university lecturers, are recruited to become teacher 

educators at universities. As a result, it may be challenging for these educators, especially 

novice teacher educators in Vietnamese HEIs to fulfil multiple roles of being teacher 

educators and university researchers, and striving to develop as academics.  

 An increasing body of literature on PLD for teacher educators has been established 

mainly in Western contexts (Davey & Ham, 2010; Gallagher, Griffin, Parker, Kitchen, & 

Figg, 2011; Lamont, 2011; McGee, 2011; McGee & Lawrence, 2009; Murray, 2010) while 

PLD for Asian teacher educators, including Vietnamese ones, has not been widely 

investigated. Sociocultural factors, HE context, and the backgrounds of teacher educators 

in Vietnam may shape the phenomenon of PLD for these educators uniquely. It is, 
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therefore, important to study Vietnamese teacher educators’ experiences of PLD to widen 

an understanding of PLD for professionals across different cultures. This study also helps 

to inform PLD policies to support teacher educators’ learning and professional practice in 

Vietnam.    

Summary 

The literature review shows that PLD can be a means of enhancing educators’ personal and 

professional growth, implementing educational initiatives, and possibly improving student 

learning. Previous studies indicate that PLD can be effective when it is ongoing, job-

embedded, relevant to educators’ needs, collaborative, reflective, and enhances meaningful 

learning. As PLD is socially situated, it is important to consider factors related to policies, 

cultures, leadership, and learning communities as these all have the potential to influence 

educators’ PLD practices and their professional growth.  

 There is a trend towards taking into account key principles of teacher learning and 

characteristics of teachers as adult learners, as professionals, and as reflective practitioners. 

There is a call for shifting the focus of PLD research and practices from merely delivering 

content towards an in-depth understanding of how professionals learn in their contexts and 

how their continuing learning can be fostered (Webster-Wright, 2009). In addition, some 

vital issues of PLD have not been sufficiently investigated, including educators’ motivation 

to engage in PLD, and how PLD might transfer into their daily work context. While PLD 

for teachers is widely studied, there is limited international literature on tertiary educators’ 

PLD, especially empirical studies on PLD for EFL teacher educators in the context of 

educational reforms. This study responds to these gaps in PLD research. It considers 

redefining the concept of PLD and focuses on the authentic and transformative learning 

experiences of EFL teacher educators in Vietnamese tertiary education. This study 

contributes to the knowledge base of PLD for teacher educators in an Asian context as well 

as providing insights for policy-making and improving the quality of PLD for teacher 

educators in general.  
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 The study sets out to explore the following research questions:  

1. What role and function does professional learning and development (PLD) play in 

EFL teacher educators’ learning in tertiary education settings? 

2. Why do EFL teacher educators in Vietnam access particular models of PLD? And 

what PLD do they value? 

3. How do the educational reforms in Vietnam influence the forms of PLD promoted 

and accessed by EFL lecturers? 

4. How does PLD support educators’ capacity to implement these educational 

reforms? 

 The following chapter outlines how this will be achieved, and the methodological 

approaches most relevant for this endeavour. 
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CHAPTER 3                                                             

METHODOLOGY 

 

Teachers’ learning is seen as a complicated and multidimensional process (Pedder, Opfer, 

McCormick, & Storey, 2010) which is influenced by their work contexts. Tertiary 

institutions are dynamic with different stakeholders (e.g., lecturers, academic leaders, 

students, policy makers) serving various roles. This complexity requires methodological 

approaches that can offer an in-depth account of both ‘what’ and ‘how’ PLD can influence 

and support lecturers. It is also important to utilise a research approach that best fits the 

research objectives (Johnson & Christensen, 2012), and that can ensure ethical integrity. 

This chapter outlines and justifies the appropriateness of methodological approaches, 

including: the theoretical framework of the study, methodological framework, research 

methods, and strategies for enhancing the research trustworthiness.  

Theoretical framework: Cultural Historical Activity Theory (CHAT) 

It is important to employ a framework that can encapsulate the context of PLD and reveal 

how PLD is conceptualised and operationalised within and across tertiary settings, and 

within the government reform agenda. Given that PLD for Vietnamese lecturers cannot be 

fully understood without understanding its context, this study employs cultural historical 

activity theory (CHAT) as a theoretical framework of analysis. Activity theory takes 

account of the social, political and cultural context of activity within a system, and allows 

for a sophisticated understanding of lecturers’ engagement in PLD activities. This 

framework also enables an understanding of both internal and external factors, tensions, 

and contradictions within the lecturers’ PLD activity systems, as shown in previous studies 

on PLD in education (Bourke & McGee, 2012; Bourke, Mentis, & O’Neill, 2013; 

Yamagata-Lynch & Smaldino, 2007).  

 This research was predicated on sociocultural understanding of learning where 

learning is achieved through participants’ use of mediating artefacts (PLD) as proposed by 

Vygotsky (1978). Activity Theory originates in the earlier work of Vygotsky which 
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emphasised the social origins of thoughts and learning. Vygotsky viewed learning and 

development as interactive and dependent upon the context, theorising that learning and 

development are concurrently social, cultural, historical and individual processes. 

Vygotsky identified that artefacts (tools and social others) played an important role in 

mediating individual learning and development. He argued that all human social activities 

and learning are mediated by tools, artefacts and signs which have been created by members 

of a society. Through their interactions in cultural, historical, and institutional settings, 

individuals make meanings of the world while modifying and creating new activities that 

transform artefacts, tools and people in their environment (Rogoff, 2003; Yamagata-Lynch, 

2010). Vygotsky’s (1978, p. 40) concept of mediated action was normally transcended by 

a triangular model of “a complex, mediated act” (Figure 2.1).  

 

Figure 2.1 Vygotsky’s model of mediated action (Engeström, 2001) 

 This model of object-oriented action mediated by cultural tools and signs (Vygotsky, 

1978) is referred to as the first generation CHAT (Engeström, 2001; Yamagata-Lynch, 

2010). However, in this model, the unit of analysis was the individual (Engeström, 2009), 

and mediation by other human beings and social relations was not fully depicted 

(Engeström & Miettinen, 1999). The second generation of CHAT was built on Leont’ev’s 

work that further developed Vygotsky’s theory and emphasised the collective rather than 

individual nature of human activity (Yamagata-Lynch, 2010). The concept of mediated 

action is expanded to object-oriented activity: 

Object-oriented activity refers to mediation processes in which individuals and groups 

of individuals participate driven by their goals and motives, which may lead them to 

create or gain new artefacts or cultural tools intended to make the activity robust. 

(Yamagata-Lynch, 2010, p. 17).  

Mediating artefact 

Subject Object 
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 The concept of activity focuses on a complex interrelation between the individual 

subject and his or her community (Engeström, 2001). In his example of the “primeval 

collective hunt” Leont’ev (1981, pp. 210–213) distinguished between individual goal-

oriented action and collective object-oriented activity, and elaborated the division of labour 

among individuals engaging in this collective cultural activity (Engeström & Miettinen, 

1999). Although driven by a shared motive to achieve the general object of the collective 

activity, individuals, depending on the role they play within the activity, undertake different 

individual actions directed at specific and temporary goals. Their actions contribute to the 

overall achievement of the object of the entire activity. The relationship between action and 

activity is hierarchical and interrelated, because “actions constitute activities, but activities 

motivate particular action sequences” (Roth & Lee, 2007, p. 201).  

 Leont’ve’s theorising of human activity was further developed by Engeström (2001) 

through the model of a collective activity system illustrating its complex structure and 

internal relations (Figure 2.2).    

 

 Figure 2.2 The structure of a human activity system (Engeström, 2001) 

  

 Key elements of the activity system include: subject/subjects, object, artefacts, rule, 

community, and division of labour (Engeström, 2001). Artefacts refer to instruments, tools, 

or other people that act as resources mediating the subjects to engage in the activity. 

Artefacts are culturally and socially created and transferred from one generation to another 

in the society. However, when people take part in activities, they not only use existing 

artefacts, but also change these and create new ones to facilitate their actions and help to 

achieve their object of the activity. The subject(s) can be an individual or groups of 

Mediating artefact 

Subject(s) Object 

Rules Community Division of labour 

Outcome 
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individuals involved in the activity. They are motivated by an object and act toward the 

object. Object refers to the goal or the motive of the activity, something that draws all 

elements of the activity system together. The rules, community and division of labour 

components highlight the socio-historical aspects of the activity. These elements influence 

the way people participate in the activity, how they may or may not achieve the object, and 

how they perceive the meaning of the experiences. The rules are formal or informal 

regulations that influence the subject’s ability to achieve the object. Every organisation has 

its own sets of rules which can be implicit or explicit, and serve to guide organisational 

members’ perceptions and behaviours. Cultural practices and expectations of people’s 

behaviours are also part of the rules mediating people’s engagement in activities. The 

community is the social group which the subject belongs to. The division of labour refers 

to how the tasks are shared among members of the community. Because a community 

usually involves members of different backgrounds, expertise, characteristics, and 

experiences, issues related to power relations and diversity of individual roles, perspectives 

and interests may influence the interactions and behaviours of the community members 

when taking part in a collaborative activity.  

 The second generation of CHAT identifies a single, complex, and changeable activity 

system as the core unit of analysis (Bourke et al., 2013). In reality, “all activity systems are 

part of a network of activity systems that in its totality constitutes human society” (Roth & 

Lee, 2007, p. 200). Also, within its process of development a new activity system may 

historically evolve from the current central activity system, which forms a network of 

interacting activity systems. As each activity system is constantly changing and inherent 

inner contradictions arise (Engeström, 1999, 2000), a joint activity system will certainly 

encompass multiple voices, perspectives, interactions, and contradictions among its 

elements (Engeström, 2001; Roth & Lee, 2007). There is a need to provide “conceptual 

tools to understand dialogue, multiple perspectives, and networks of interacting activity 

systems” (Engeström, 2001, p. 135). As a result, the third generation of CHAT was 

developed by Engeström to involve an analysis of networks of activity systems. The basic 

model of CHAT is expanded to include minimally two interacting activity systems (Figure 

2.3).  
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Figure 2.3 A model for the third generation of activity theory (Engeström, 2001) 

   

 In this analytical model, “the object of activity is a moving target, not reducible to 

conscious short-term goals” (Engeström, 2001, p. 136). For Engeström, it is crucial to 

distinguish between short-lived goal-directed actions and durable, object-oriented activity 

systems in activity theory (Engeström, 2000, p. 960). In his view, activity systems, which 

are in constant movement, realise and reproduce themselves by generating actions and 

operations (Engeström, 2000). This means that the overall object of a collective activity 

system is constantly changing and reconstructed after individual or group actions are 

accomplished. The transformation of objects, as seen in Figure 2.3, proposes that the 

interactions within activity systems in a network will create contradictions (resulted from a 

lack of alignment among different objects of the individual systems, and by multiple 

perspectives within and across these systems). This creates the need to redesign the object 

of each constitutive system. For example, Object 1 refers to the initial (‘raw material’) 

object determined for each single activity system. When two individual activity systems 

cooperate and become a joint activity system, their initial objects are modified to create a 

collectively meaningful object (Object 2). When the joint activity system unfolds in 

practice, due to the complexity of interrelatedness and interactions among different 

elements in its structures, the modified objects in the two interacting activity systems may 

be different, but potentially there is a shared or jointly constructed object (Object 3).  

 This third generation of CHAT research enables the exploration of multiple 

voicedness as well as structural tensions and contradictions both within and between 
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activity systems (Roth & Lee, 2007). An examination and analysis of multiple perspectives 

in interacting activity systems of an individual or a group of individuals who share the same 

object, or strive for different objects, will help to raise people’s awareness of structural 

contradictions and stimulate changes to resolve them. To do this, there are generally five 

principles of Activity Theory to adhere to (Engeström, 2001), all of which serve to inform 

the discussion around PLD as the object. These will be briefly elaborated on.  

 The first principle takes into account the notion that all action and activity takes place 

in multiple contexts in which “a collective, artefact-mediated and object-oriented activity 

system, seen in its network relations to other activity systems, is taken as the prime unit of 

analysis” (Engeström, 2001, p. 136). Individuals normally belong to different activity 

systems at the same time and are mediated by interrelated elements between these systems 

(Roth & Lee, 2007). Therefore, human activities and learning can only be understood when 

taking into account the multiple perspectives as well as the social mediational settings in 

their entire activity system. The second principle is the multi-voicedness of activity systems 

which reveals multiple points of views, traditions and interests among different members 

involved within the activity systems. The third principle is historicity which refers to 

transformation of activity systems over periods of time. Historical issues, therefore, need 

to be taken into consideration in order to fully understand problems and potentials of the 

activity systems. The fourth principle highlights the central role of contradictions and 

tensions as sources of change and development. Contradictions within the activity systems 

may generate either conflicts and tensions or opportunities for changing the activity. 

Finally, the fifth principle refers to the possibility of expansive transformation in activity 

systems. For Engeström, it is essential for an organisation to have the ability to change and 

a CHAT analysis allows for an analysis of this change. As he notes, “An expansive 

transformation is accomplished when the object and motive of the activity are 

reconceptualised to embrace a radically wider horizon of possibilities than in the previous 

mode of the activity” (Engeström, 2001, p. 137). 

Employing CHAT as a theoretical framework for analysis 

Several studies have employed CHAT to explore PLD in a range of contexts (Ahn, 2009; 

Bourke & McGee, 2012; Bourke et al., 2013; Cho, 2014). Because this study focuses on 
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the phenomenon of PLD involving university lecturers, and as noted above, within a 

dynamic cultural and political setting in Vietnam, CHAT is a useful framework to employ. 

 Lecturers’ learning is a socially constructed activity which takes place both within 

their individual and classroom contexts, as well as their institutional environment with its 

own rules, resources, and cultures. Their professional practice and PLD are also situated in 

the wider context of rules and requirements from the government, MOET, and society. Any 

changes in the context (e.g., the introduction of an initiative as a new rule) have the potential 

to influence the work of the whole system (e.g., teacher educators’ motives, their use of 

tools and artefacts, their interactions with others within the system, and new kinds of 

division of labour). Therefore, CHAT is a suitable approach for analysing lecturers’ PLD 

experiences in within such a dynamic work environment. 

 The use of CHAT as the theoretical framework was influenced by the research 

objective which is to gain a deep understanding of PLD from the Vietnamese lecturers’ 

perspectives and experiences. As a relevant analytical tool, CHAT also enable an analysis 

of data in a manageable and meaningful way (Yamagata-Lynch, 2010). A CHAT analysis 

allows an analysis of possible tensions and contradictions inherent in the PLD activity 

systems (e.g., lecturers’ PLD activity system, and its interacting systems), as highlighted in 

earlier research on PLD in educational settings (Ahn, 2009; Bourke & McGee, 2012; 

Bourke et al., 2013; Lim & Hang, 2003).  

 In this study both the 2nd and the 3rd generations of CHAT are used in order to fully 

understand the phenomenon of PLD across three university sites, at both individual and 

system levels. The 2nd generation of CHAT enables a specific analysis of the inter-relations 

and interactions between different components in the PLD activity system within each 

university site. In a broader sense the 3rd generation of CHAT allows for a holistic 

understanding of PLD for lecturers at a system level, highlighting multiple voices of 

different stakeholders involved in the PLD activity systems, and providing insights into 

contradictions and tensions inherent within and between the network of the lecturers’ PLD 

activity system and its interacting systems. Overall, the findings from a CHAT analysis will 

enable a better understanding of different perspectives on the nature of PLD for the lecturers 

in the study. The CHAT analysis also reveals tensions and contradictions within the tertiary 
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contexts and possible ways to resolve them in order to better support the lecturers’ PLD 

and professional work. 

Methodological framework 

This section outlines and justifies the appropriateness of methodological approaches 

underpinning the study. Specifically, the following aspects will be presented: (1) 

ontological and epistemological assumptions, (2) the use of mix-methods research, (3) case 

study design, and (4) ethical issues.  

Ontological and epistemological assumptions 

A worldview, or paradigm is defined as “a basic set of beliefs that guide action” (Guba, 

1990, p. 17). A research paradigm comprises four concepts: ontology, epistemology, 

methodology, and ethics (Denzin & Lincoln, 2000). This section addresses my ontological 

and epistemological views as a researcher and how these influence the research process.  

 Ontology refers to nature of reality and truth (Johnson & Christensen, 2014), or “how 

we see the world and our place within it” (Burton & Bartlette, 2009, p. 17). Epistemology 

refers to the theory of knowledge (Johnson & Christensen, 2014). It is about how 

knowledge is created (Burton & Bartlette, 2009), and the relationship between the inquirer 

and the would-be known (Denzin & Lincoln, 2000). There are different views on reality 

and knowledge creation. Two distinctive research paradigms, corresponding to quantitative 

and qualitative research respectively, are positivism and interpretivism (Burton & Bartlette, 

2009, Denscome, 2002). While positivism views social reality as existing externally to 

people, intepretivism stresses the way that people shape society and their experiences. 

Researchers following interpretivism, which is also referred to as constructivism 

(Denscome, 2002), tend to focus their attention on the way people make sense of the world 

and how they create their social world through their actions and interpretation of the world.  

 My study aims at seeking a deep understanding of the phenomenon of PLD in the 

participants’ natural settings, how they experienced PLD, and how they evaluated their 

experiences. The methodology of the study was determined by the research purpose, and 
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reflects my worldview, ontological and epistemological assumptions as a researcher 

(Johnson & Christensen, 2012).  

 The interpretivist or constructivist approach fits my existing professional and 

personal beliefs. I consider learning as co-constructed when individuals participate in social 

activities. People learn and make sense of the world based on their prior knowledge and 

experiences which shape and are shaped by sociocultural and political contexts they belong 

to. Therefore, in this study the understanding of PLD is co-constructed between the 

participants and myself as a researcher. Additionally, such understanding would be 

obtained through different complementary tools which serve the research purpose.  

 This study is predominantly qualitative in nature. As a researcher, I am the main 

research instrument (Eisner, 1998), and therefore my own knowledge, experiences, 

professional identity, and assumptions possibly influenced the research design, data 

analysis, and interpretations of findings. My beliefs about PLD and the teaching profession 

were shaped by my prior education in the field of TESOL, and over 12 years of experience 

as an EFL lecturer/ teacher educator at a university in Vietnam. My PLD experiences and 

perceptions have been formed through my pre-service teacher education programme, my 

current teaching of both pre- and in-service teachers, and my participation in postgraduate 

programmes. This PLD experience has been embedded both in my attendance at PLD 

sessions as a learner, and in my practices of providing PLD for school teachers.  

 I believe that there are “multiple constructions of reality and knowledge” (Lee, 2012, 

p. 411). That means individuals may have different perspectives and interpretations of a 

single phenomenon. As a result, this research aims to explore the different perspectives 

individual lecturers may have when experiencing a particular professional practice (e.g., a 

PLD activity) and the meanings they associate with their experiences. My knowledge and 

understanding about Vietnamese sociocultural and political context, educational policies, 

and tertiary teaching and learning experience are of an insider (e.g., a lecturer within the 

same education context as the participants), and this facilitates my understanding and 

interpretations of the participants’ responses. This understanding not only offers insights 

into the participants’ experiences, but also helps me respect their expertise and attempt to 
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present their experiences and perceptions accurately and fairly (Eisner, 1998; Israel & Hay, 

2006).  

 As well as deciding how well the research adheres to a particular research paradigm 

such as positivist or interpretivist, a guiding principle for research is to select the methods 

and analysis that work best to address the research questions and its purposes (Denscome, 

2002; Green, 2007). For the purpose of the study, the research philosophy of pragmatism, 

a worldview which is placed between the positivism and interpretivism or constructivism 

spectrum (Denscombe, 2002), is employed. Pragmatism is defined as “a worldview, or 

philosophy [that] arises out of actions, situations, and consequences rather than antecedent 

conditions” (Creswell, 2014, p. 245). Pragmatism is the advocated paradigm for mixed-

methods research (Johnson & Onwuegbuzie, 2004). A pragmatic paradigm views truth, 

meaning, and knowledge as tentative and changing over time, and takes an explicitly value-

oriented approach to research that is derived from cultural contexts (Johnson & 

Onwuegbuzie, 2004). This paradigm values flexibility in research, and suggests that 

inquirers choose the combination of methods and procedures that works best for answering 

the research questions (Green, 2007). The pragmatic philosophical stance acknowledges 

the importance of contexts (Johnson & Onwuegbuzie, 2004). This fits well with the utility 

of CHAT to explore the influence of a complex and dynamic Vietnamese tertiary context 

on EFL lecturers’ PLD. A reflection on the CHAT analysis of lecturers’ PLD will explore 

multiple perspectives of those involved in tertiary PLD, and offer insights into necessary 

changes in order to improve PLD quality and resolve potential contradictions and tensions 

within and between the lecturers’ PLD activity systems. This approach relates well to the 

emphasis of pragmatism on problem-solving. 

Mixed-methods research 

Mixed-methods research design integrates both quantitative and qualitative data and 

analyses and enables a multidimensional approach to inquiry (Creswell, 2014; Miles, 

Huberman, & Saldana, 2014). Green (2007) emphasises the value of mixed-methods 

inquiry in allowing “better understanding of social phenomena, which are inherently 

complex and contextual” (p. 14, italics in the original).  
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 In this study a mixed-methods research design was employed for various purposes, 

including complementarity, triangulation, and development (Creswell, 2014; Green, 2007). 

Different research methods that capture different facets or dimensions of the same complex 

phenomenon enable “broader, deeper, and more comprehensive social understandings” of 

the researched issue (Green, 2007, p. 101). Results from the different methods serve to 

elaborate, enhance, deepen, and broaden the overall interpretations and inferences from the 

study. Multiple sources of data provide a more comprehensive and complete account of the 

investigation of the lecturers’ PLD perceptions and experiences.  

 Another strong rationale for employing a mixed-methods approach is for the purpose 

of triangulation, which refers to seeking convergence, corroboration, or correspondence of 

results from multiple methods (Creswell, 2014; Green, 2007; Silverman, 2011; Yin, 2014). 

As Silverman (2011) identifies, triangulation of findings from various data sources helps 

to produce a more accurate, comprehensive and objective representation of the studied 

issue. This enhances the validity and credibility of the findings (Creswell, 2014; Green, 

2007; Yin, 2014) because drawing conclusions based on different data sources helps to 

reduce the likelihood of misinterpretations of the data (Stake, 2008). When the findings 

obtained from different methods correspond and draw the same or similar conclusions, the 

validity of those findings and conclusions has been enhanced (Silverman, 2011). In this 

study, the corroboration of quantitative and qualitative data sources accommodates multiple 

viewpoints of PLD, and increases the researcher’s confidence that the combined data sets 

address the research questions. The use of different methods also enables additional 

interpretations and meanings in addition to confirming particular conclusions (Flick, 2006).  

 Finally, a mixed-methods research design is used for the purpose of development 

(i.e., using the results of the first method to inform the design of the follow-up method). A 

sequential explanatory mixed-methods design (Creswell & Plano Clark, 2011; Johnson & 

Christensen, 2012) was employed in this study. Explanatory sequential mixed-methods is 

a strategy that involves a two-phase project in which the researcher collects quantitative 

data in the first phase, analyses the results, and then uses the results to plan the qualitative 

phase (Creswell, 2014, p. 243). The overall aim is for better understanding of the researched 

issue as well as making full use of each method (Green, 2007).  
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 This study, however, foregrounds the qualitative approach in order to seek an in-

depth understanding of the research problem (Johnson & Christensen, 2012; Merriam, 

2001). Although both quantitative and qualitative methods are incorporated, my own 

qualitative thinking about the issues tertiary educators face in relation to PLD opportunities 

was a starting point (Mason, 2006). Thus, my research questions were mainly based on a 

qualitative worldview and aimed to provide deep understanding of people’s lived 

experiences in their social contexts. My study employed “a qualitatively driven approach 

of mixing methods”, and that was appropriate for researching questions about 

multidimensional social experiences because “our understandings are impoverished and 

may be inadequate if we view these phenomena only along a single dimension” (Mason, 

2006, p. 9).  

Case study design 

Case studies are employed when it is important to understand a phenomenon in detail and 

in circumstances when ‘how’ and ‘why’ questions are posed, the investigator has little 

control over events, and the focus is on a contemporary phenomenon within a real-life 

context (Yin, 2009). Case study research is used to figure out complex phenomena (Johnson 

& Christensen, 2012), and is “the method of choice when the phenomenon under study is 

not really distinguishable from its context” (Yin, 2003, p. 4). In case study design, the 

researcher is interested in a holistic description of the case and how different parts of the 

system (the case) operate together (Johnson & Christensen, 2012). As “case studies are 

characterised by their multilevel, multidimensional characteristics” (Sharp et al., 2012, p. 

48), a case study approach is suitable for exploring the nature of PLD in its dynamic natural 

contexts. 

 A qualitative case study is normally intensive and studied in-depth (Stake, 1995). The 

strength of a case study is in its richness, completeness, depth, and closeness to real-life 

situations which allow an exploration of the phenomena as they unfold in practice 

(Flyvbjerg, 2011). The qualitative case study approach is, therefore, relevant for studying 

PLD for EFL lecturers in complex settings such as Vietnamese tertiary institutions with 

multiple interrelated levels of interactions among various stakeholders involved in PLD.  
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 In case study research, the case is a specific, bounded system, and it is necessary for 

the case boundaries to be clearly defined (Stake, 1995, 2008). Stake describes three kinds 

of case study: intrinsic, instrumental, and collective case study. Briefly explained, intrinsic 

case study is used when the researcher is interested in understanding a specific case itself. 

In instrumental case study, the primary interest is in understanding something more general 

than the particular case. That means using the case as an instrument in order to better 

understand an important issue, or phenomenon. In a collective case study, or multiple case 

study (Yin, 2014), multiple cases are studied concurrently for the purpose of gaining a 

greater understanding, or better insight into a researched issue. In a collective case study, 

the cases are usually studied instrumentally rather than intrinsically. 

 This study was designed as a single instrumental case study (Stake, 1995). The 

purpose of investigating the phenomenon of PLD is consistent with the definition of an 

instrumental case study which is used when “we have a research question, a puzzlement, a 

need for general understanding, and feel that we may get insight into the question by 

studying a particular case” (Stake, 1995, p. 3). In an instrumental case study, the researcher 

studies the case to learn about something more general (Johnson & Christensen, 2008). As 

with the current research, the focus is on explanation as a key goal, and on understanding 

how and why an important phenomenon such as PLD within a tertiary context operates as 

it does. 

 In this study, the case is defined as the phenomenon of PLD for EFL lecturers. The 

case is bounded by time, location, and sociocultural factors in relation to PLD. Specifically, 

the study aimed at investigating the lecturers’ experiences of PLD over two academic years 

(2011–2013) across the three university settings. However, in order to obtain a holistic 

analysis (Stake, 1995) of PLD as a situated and culturally grounded phenomenon, there is 

a need to account for social, cultural, and political factors that shape the interpretation and 

enactment of educational policies, as well as influence the way PLD is conceptualised and 

experienced in its natural setting. The three selected universities involved in this research 

function as instrumental sites to enable an in-depth understanding of the PLD phenomenon. 

This study aims to provide a detailed account and analysis of the tertiary lecturers’ PLD 

perceptions and experiences of the phenomenon and how these are influenced by 

sociocultural and contextual factors, rather than to evaluate the selected universities 



 

  

46 

 

themselves. Overall, studying the phenomenon of PLD across three university sites allows 

an in-depth understanding of the complexity of the case: PLD for the lecturers in 

Vietnamese tertiary education. The case study design involving different sites also fits well 

with the sociocultural and socio-historical methodological approach employed in this study.  

Ethical issues 

Ethical principles underpin educational research and ethical practice throughout the process 

is needed in order to enhance the trustworthiness and reliability of the research findings 

(Basit, 2013; Walker, 2007). Ethics refers to “the system of moral principles by which 

individuals can judge their actions as right or wrong, good or bad” (Denscombe, 2002, p. 

175). In practice, there is a set of principles that assists researchers in conducting research 

ethically and sensitively throughout the research process (Johnson & Christensen, 2012). 

Educational researchers must be aware of the importance of establishing trust with 

participants and aim to respect the rights and interests of those participating in their study. 

Therefore, ethical consideration is more than regulatory compliance. Instead, ethical 

conduct reflects the researchers’ commitment to enhance the quality standards and 

professional integrity of their research (Denscombe, 2002; Israel & Hay, 2006). This 

research followed ethical guidelines, especially in ensuring ethical principles were used 

when working with the research participants. The study received ethical approval from the 

Ethics Committee of Victoria University of Wellington (No. SEPP/2012/75 RM19494).  

 Informed consent is a benchmark, or a central concept in ethical research practice 

(Denscombe, 2002; Johnson & Christensen, 2014; Wiles, 2013). Informed consent refers 

to the potential participants’ voluntary agreement to participate in a study after being 

informed of its aim, procedures, risks, benefits, and limits of confidentiality (Israel & Hay, 

2006; Johnson & Christensen, 2014). Informed consent is necessary to ensure that their 

participation is voluntary and that they feel comfortable to take part in the study. Voluntary 

participation is important because it shows the participants’ autonomy in their decision and 

intentional commitment to the research. This also follows the principle of respect for those 

who trust the researcher and contribute to the research (Israel & Hay, 2006).  

 In this study potential participants received detailed and comprehensive information 

about the research such as its purposes, methods, demands, inconveniences, possible 
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outcomes, and how results might be published (Israel & Hay, 2006). The information was 

presented in Vietnamese to ensure the participants’ understanding. The participants were 

also consulted about the schedules for data collection, the locations of the interviews, and 

observations of events to ensure convenience for the participants. The participants received 

a clear message that they had a right to refuse to participate or to withdraw from the 

research. Before the interview, participants were provided with the research information 

and encouraged to express their concerns, questions or interests related to the research, their 

roles and rights (Israel & Hay, 2006). Written informed consent was gained from the 

institutions’ leaders and all participants who agreed to take part in the interview.  

 Confidentiality is another key principle for an ethically conducted study. 

Confidentiality means that the participants’ identities are not revealed to anyone other than 

the researcher and the supervision team (Israel & Hay, 2006; Johnson & Christensen, 2014). 

In this study, participants and their institutions were assured that their identities would not 

be revealed at any stage and in any reports of the research findings. Identifiers such as 

names of the participants and their institutions were removed and replaced by codes. 

Geographical clues and demographic data of the institutions and of participants (e.g., age 

group, qualifications, gender) were presented selectively or removed when necessary in the 

writing up stage to ensure the participants’ identities were not revealed (Israel & Hay, 

2006).  

 However, it is at times difficult to hide the identities of some participants from 

themselves, their peers, or members of their communities (Denscombe, 2002). In this case, 

participants who shared sensitive details (e.g., disapproval of policies) were clustered to 

avoid attributing ideas to particular individuals. Additionally, the researcher made an effort 

to remove sensitive and identifying information when preparing research publications. 

Ensuring the confidentiality of data and of the participants’ identities will minimise any 

possible adverse effect on the participants (Denscombe, 2002). 

 Other ethical matters arose in this study. The hierarchical structure and culture within 

a Vietnamese tertiary organisation might make it socially inappropriate for individuals to 

express disapproval of their leaders’ practices or question top-down policies. Therefore, the 

participants might have wished to protect the prestige of their university by just revealing 
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positive aspects. By ensuring the confidentiality of the participants’ identities and the name 

of their institution, the participants might have felt free to express their true thoughts and 

reflections on their own and the institutional practices. By assuring trust and behaving 

honestly and honourably, I encouraged the participants to contribute openly and fully to the 

study (Israel & Hay, 2006).    

 Additionally, there was a concern that if the lecturers expressed disapproval of their 

institutional and national policies, this may negatively affect their work and position. To 

work through this problem, care was taken in the wording of the questions in the 

questionnaire and interviews. For example, instead of asking “Are you satisfied with PLD 

opportunities for EFL lecturers?” the question was framed as “To what extent do PLD 

opportunities meet your needs?” With the latter questions, the participants did not need to 

make negative judgements, but could reflect on the key issue. Additionally, the participants 

were informed that they had the right to refuse to answer any questions, and they could 

remove or change any of their comments in the interview transcripts written in Vietnamese 

(the language used during the interviews). One participant reworded some details in order 

to clarify her ideas. The others either accepted the content recorded in the transcript or gave 

no responses. In the findings report and discussion, the participants’ perspectives were 

reported in a respectful way. For instance, if the participants used negative or critical 

language, I translated and paraphrased this using non-inflammatory phrases such as 

‘challenging the policies’, or ‘concern about the relevance of the policies’. Careful word 

use helped to report the participants’ responses and views accurately without unnecessarily 

or inaccurately positioning them as adversarial.  

Research methods 

The study employed complementary data collection methods including a questionnaire, 

individual interviews, observations, and document analysis. Method triangulation enhances 

data credibility and trustworthiness in a study (Eisner, 1998; Johnson & Christensen, 2012; 

Yin, 2009). Using multiple sources for data collection also enhances the richness and depth 

of the case. A summary of the focus of each data collection method is presented in Table 

3.1, and details of these methods are presented in later sections of this chapter, according 

to the research phase in which each method was used.  
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Table 3.1 Focus of data collection methods 

 

Methods Focus 

 

Questionnaire 

Overall understanding of the  participants’ perceptions and experiences 

of PLD 

Preliminary trends and patterns of PLD that could be explored further in 

the interviews and observations. 

 

Interviews  

In-depth exploration of the participants’ PLD perceptions and 

experiences 

- Sociocultural factors that influenced the participants’ PLD 

- Further explanations of questionnaire choices 

 

Observations 

Understanding of PLD in practice 

- PLD types and processes 

- Contextual factors 

Triangulating data from the other sources 

 

Document analysis 

Understanding of context and policies in HE and in the selected 

institutions 

Triangulating data from the other sources 

 

Sites of the case study 

The case study focused on the Mekong Delta in Vietnam because this vast region has been 

found to have the lowest quality of education compared to other regions in the country. The 

total population of the region is over 17 million, among which the proportion of college 

and university students only accounts for 2.6% (VietNamNet Bridge, 2011). Common 

problems in the region include the shortage of teaching staff, low average grades achieved 

by students in secondary national examinations, limited funding and resources, and low 

enrolment of tertiary students. The central government, local authority and HEIs have made 

a concerted effort to upgrade educational quality in this area. Therefore, investigating HEIs 

to provide a better understanding of EFL lecturers’ learning experiences will provide 

insights into how to support their PLD in the future, which will help to improve the quality 

of education in the region. 
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 The study involved three public universities in the Mekong Delta. The selected 

institutions were accessible to me given my role as a tertiary educator. Public universities 

were selected because they have full-time lecturers, who are expected to strictly follow 

MOET directives, especially in implementing reforms. Therefore, this kind of university 

would provide information-rich cases for my research (Patton, 2002). The HEIs were 

purposively selected to vary according to their location, organisational structure, and 

experience in teacher education. The three HEIs were located in different provinces in the 

region. One university served a whole region, and was recognised by the MOET as a key 

university in Vietnam. The other two universities were at provincial levels, and recruited 

students from fewer provinces in the region. The three universities, therefore, varied in size, 

training capacity, resources and funding. The selection of HEIs of various types was 

intended to reveal whether different contexts affected EFL lecturers’ PLD and their 

professional practice differently. There had not been any official guidelines for PLD in 

support of the current HE reforms in Vietnam, so there may have been differences in the 

way management and staff within HEIs interpreted the reforms and related policies to enact 

these reforms. Although these HEIs shared common educational and geographical features, 

variations in their own institutional structures, capacity and resources may have affected 

their choices of PLD and reform efforts. Studying three sites, as a result, enabled a full 

understanding of the contexts in which PLD was conceptualised and operational, and the 

influence of contextual factors on the case, as shown in Figure 3.1. 
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Figure 3.1 Overview of the case study 

 

Case study 

Questionnaire 

(n = 55) 

Interview 

(n = 26) 

Observation 

(n = 13) 

Document 

review 

Site A Site C Site B 

16 

participants: 

13 Ls, 3 ALs 

6 PLD events: 

3 workshops,   
3 seminars 

10 

participants: 

7 Ls, 3 ALs 

Relevant 

national and 

institutional 

documents 

17 

participants:  

14 Ls, 3 ALs 

Relevant 

national and 

institutional 

documents 

 

0 PLD events 

8   

participants: 

4 Ls, 4 ALs 

7 PLD events: 

6 workshops,   

1 course 

 

Relevant 

national and 

institutional 

documents 

 

8   

participants: 

6 Ls, 2 ALs 

22 

participants: 

19 Ls, 3 ALs 

Notes: AL: Academic leader; L: Lecturer 
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Mixed-methods design 

The purpose of this mixed-methods sequential explanatory study was to identify the tertiary 

lecturers’ perceptions and experiences of PLD in a Vietnamese tertiary context. The 

quantitative phase involved a questionnaire survey which aimed to elicit a broad 

understanding of lecturers’ experiences of PLD, and to identify “wide patterns and 

changes”, as well as “trends, commonalities and averages” from their responses (Mason, 

2006, p. 16). The questionnaire was also used as a means to invite the participants to 

participate in the next stage of the study. The qualitative phase of the research was 

conducted with semi-structured interviews, observations of PLD sessions, and policy 

document analysis to provide multiple insights into the tertiary educators’ experiences in 

their academic environment, and to uncover the meanings they attached to their experiences 

(Creswell, 2009; Patton, 2002).  

 In this study, the integration of the two phases occurred at the intermediate stage 

when preliminary findings of the survey were used to inform the interview protocol and 

aspects of PLD observations in the qualitative phase. Results from both quantitative and 

qualitative phases were integrated during the interpretation of the study findings, which 

resulted in higher quality of inferences (Creswell, 2009).  

Phase 1: Quantitative inquiry 

Participants 

The quantitative phase of the study employed the questionnaire (Appendix A) in order to 

obtain an overall understanding of PLD experienced by the EFL lecturers from the three 

selected universities. Purposive sampling was used to select the best possible sites (as 

described previously) and participants that would best help the researcher understand the 

research problem and provide in-depth insights into this specific phenomenon (Creswell, 

2014; Yin, 2014). 

 Specific criteria for participation were described in the Information Sheet (Appendix 

B) to optimise the opportunities to invite questionnaire participants who were eligible and 

had rich experience of the PLD phenomenon. These criteria included: (1) being a full-time 

EFL lecturer who trained school teachers of EFL or other disciplines, and (2) with at least 
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two years of working experience in tertiary education. This was to ensure that they had 

experience of PLD and reform implementation in their institutions. Although there were 

around 20–30 EFL lecturers eligible for the questionnaire survey in each university, many 

of them were engaged in full-time post-graduate programmes, and were not available for 

the study. Among the 62 questionnaires delivered to the lecturers (20, 20, and 22 in sites 

A, B, and C, respectively), 57 were completed and returned. This represented a high 

response rate of 91.9%. However, two of the returned questionnaires were not valid (one 

participant had not engaged in teacher education within their institution, and thus did not 

meet the selection criteria; the other did not provide any demographic data in the first part 

of the questionnaire). As a result, 55 completed questionnaires were analysed (16, 17, and 

22 participants from sites A, B, and C, respectively). A detailed description of the 

participants’ demographic data is presented in Table 3.2.  

Table 3.2 Questionnaire participants’ demographic data 

 

   

Sites 

 Gender  Position Age group Years of teaching experience 

Male Female Ls  ALs 20–30 31–40 41–50+ 2–5 6–10 11–15 16–20+ 

 

Site A 

n=16 
 5 11 13 3 3 10 3 3 4 5 4 

Site B 

n= 17 
 7 10 14 3 5 6 6 6 4 3 4 

Site C 

n= 22 
 7 15 19 3 4 15 3 4 14 4 0 

Total 

n= 55 
 19 36 46 9 12 31 12 13 22 12 8 

 Note: Ls = lecturers, ALs = academic leaders 

 In total, 19 male and 36 female participants participated. Of the 55 participants, two 

had a PhD degree, 50 had a master’s degree, and three had a bachelor’s degree. The 

participants represented different age groups, ranging from 20–30 to over 50 years old, and 

with different teaching experience, from two to over 20 years. The highest number of 

participants (31) was in the age group of 31–40, and had 6–10 years of experience (22).  
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 All participants had teaching roles in EFL teaching within the Faculty4 of Education 

or the Faculty/Department of Foreign Languages. Nine participants (four males and five 

females) were lecturers with leadership roles in addition to their teaching roles, and 46 were 

lecturers without leadership roles. Hereafter these nine participants will be referred to as 

academic leaders (AL) when there is a need to distinguish them from the lecturers. When 

findings or statements apply for both groups, they all will be referred generally as the 

lecturers, the teacher educators, or the participants.  

Questionnaire  

A 55-item questionnaire was distributed to EFL educators. The purpose of the questionnaire 

was to gain an overall understanding of the phenomenon of PLD before investigating 

specific issues in-depth. From the preliminary analysis of the participants’ responses, 

important issues, initial trends, themes and patterns about their perceptions and experiences 

of PLD and of reform implementation were identified (Johnson & Christensen, 2012). 

These issues were explored in greater details in the interviews. Further, the questionnaire 

data helped to identify which participants were likely to contribute rich insights during the 

interview phase.  

 The questionnaire was developed based on the research questions, an initial review 

of national educational policy documents in Vietnamese tertiary context, features of 

effective PLD drawn from empirical studies on PLD and teachers’ learning (Borko et al., 

2002; Starkey et al., 2009), and questionnaires used in previous PLD research (Pedder et 

al., 2010; Starkey et al., 2009). The questionnaire included both closed and open-ended 

questions and was written in Vietnamese, the local language, to ensure clarity of meaning 

for the participants.  

 The questionnaire was developed by the researcher because there was no other 

instrument available within the Vietnamese context. Given the need to focus on PLD for 

EFL teacher educators in this specific context of change, an original instrument for the 

purpose of this research was created. Since this study gives priority to the qualitative strand, 

                                                 

4 In this study, a faculty (khoa) is an institutional unit that comprises several department (bộ môn) in a 

university structure. 
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it does not aim to quantify the research issues as required within a purely quantitative 

approach. Therefore, standardisation of the research instrument (e.g., questionnaire survey) 

and generalisation were not major concerns in this study (Stake, 2008).  

 To test the validity of this instrument, the initial questionnaire was piloted with five 

non-participant EFL Vietnamese lecturers who had similar characteristics to the intended 

participants. The pilot participants were asked to complete the first draft of the 

questionnaire in Vietnamese. After that, they provided either oral or written feedback about 

the following issues: (1) the clarity of the questions; (2) how they felt about answering the 

questions; (3) the time they spent on the questionnaire; (4) and other comments or 

suggestions regarding the questions and the format of the questionnaire. The questionnaire 

was then modified on the basic of their feedback to ensure its clarity and relevance to the 

research focus. Suggested changes included rewording two questions to clarify the 

meaning, and modifying the format of the questionnaire to make it more user-friendly.  

Procedure of data collection 

Three public universities in the Mekong Delta of Vietnam were chosen purposively to 

reflect different training experiences, capacity and resources. Permission to conduct the 

research in each university was gained from the rector – the senior university leader who is 

responsible for managing all aspects of the university (Appendix C).  

 After receiving written consent from the rector of each university (Appendix D), at 

initial visits to the selected universities, I worked with a key person (e.g., a leader of the 

EFL department) to explain the research and ask for their support. From these meetings, I 

gained general information about the EFL lecturers as well as a schedule of coming PLD 

activities within the department. In two of the three universities, the key person also 

provided me with relevant institutional documents related to PLD for EFL lecturers.  

 For the questionnaire, potential participants were provided an information sheet 

explaining the study, but not a consent form. The participants’ completion of the 

questionnaire indicated their consent. To distribute the questionnaire, in one university, I 

contacted eligible participants in person to invite them to participate in the survey. I also 

provided them with an information sheet and the questionnaire in an envelope. Those who 
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agreed to participate in the research completed the questionnaire, and put it inside a sealed 

envelope without stating their names. The participants were asked to put their completed 

questionnaire in my research folder in the EFL lecturers’ staffroom. I collected the 

completed questionnaires on a scheduled date.  

 At the other two sites, because the EFL lecturers had no staff meetings scheduled at 

the beginning stage of my data collection, a colleague who was an EFL lecturer sent the 

information sheet and the questionnaire to eligible lecturers on my behalf, and was able to 

ensure that the lecturers’ participation was voluntary. Those who agreed to take part in the 

study completed the questionnaire and returned it within two weeks. The lecturers were 

also asked to put the completed questionnaire in the envelope provided, seal it (without 

writing their names) as mentioned above, and leave it in my research folder in the staffroom. 

My colleague at each of these universities collected the questionnaires and returned them 

to me at an agreed time. 

 The questionnaire also functioned as a recruiting tool for the individual interviews. 

At the end of the questionnaire, there was an invitation for the participants to participate in 

the follow-up individual interview. Those who were willing to take part in the interview 

were asked to write down their contact details so that I could contact them later.  

Quantitative data analysis 

Appropriate data analysis strategies enable the researcher to make sense of the data in order 

to answer the research questions. The software SPSS 19 was used to analyse quantitative 

data from the questionnaire. Descriptive statistical analyses were used to describe, 

summarise and make sense of the data (Johnson & Christensen, 2012). Specifically, 

measures of central tendency (e.g., percentage and mean) were produced to describe and 

summarise overall trends and patterns in the participants’ reports of their PLD perceptions 

and practices.  

 Because the questionnaire aimed to capture an overall picture of PLD in the selected 

HEIs, an analysis of the participants’ responses across the three sites was conducted as a 

whole. However, further analysis and cross-tabulations were conducted when necessary to 

explore the differences across the kinds of participants (academic leaders vs. lecturers, 
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novice vs. experienced lecturers). The participants’ responses to the two open-ended 

questions in the questionnaire were analysed manually in order to identify key trends and 

categories in these responses, including a list of educational reforms they have been 

implementing, and the kinds of PLD the participants wanted to have in the future.    

Phase 2: Qualitative inquiry 

Participants of the semi-structured interview 

For the individual in-depth interviews, purposive sampling was also employed to select the 

participants from a wide range of personal and academic circumstances, and including both 

lecturers and academic leaders. This selection was based on an assumption that lecturers at 

different career stages, and with different academic responsibilities would vary in terms of 

teaching perceptions, PLD engagement, PLD preferences, and learning needs.  

 The questionnaire was used as a recruiting tool to invite the participants to participate 

in the follow-up interview, as previously mentioned. This strategy of using an anonymous 

questionnaire to recruit interview participants who belonged to the larger survey group 

enabled an investigation and elaboration upon findings from the preceding quantitative 

phase (Creswell, 2014; Green, 2007). 

 The study involved 26 interviewed participants in total (10, 8, and 8 from site A, B, 

and C, respectively). Among these participants, 24 completed the questionnaire and 

volunteered to take part in the individual interview in the next stage. The other two 

participants did not complete the questionnaire, but were invited to participate in the 

interview. These two participants were leaders (one in site A, and one in site C) who were 

reported by the lecturer participants to be responsible for organising and supporting PLD 

activities for lecturers within the universities. Therefore, these leaders were approached and 

invited to the interview for the purpose of obtaining different perspectives regarding PLD 

for lecturers. Generally, all participants who volunteered to take part in the interview met 

the selection criteria. As a group, they provided variations in their age, gender, teaching 

experience (from two to 20+ years), academic qualifications (from BA to PhD degrees), 

and academic roles (with and without academic leadership). Their questionnaire responses 
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provided a range of PLD perceptions and experiences. Table 3.3 describes the interview 

participants. 

Table 3.3 Interview participants’ demographic data 

 

Sites 

Gender Position Age group Years of teaching experience 

Male Female Lecturers Academic 

leaders 

20–30 31–40 41–50+ 2–5 6–10 11–15 16–20+ 

 

Site A 

n =10 
3 7 6 4 3 4 3 3 3 1 3 

Site B 

n=8 
4 4 3 5 0 2 6 2 5 1 0 

Site C 

n=8 
4 4 6 2 0 7 1 1 6 1 0 

Total 

n=26 
11 15 15 11 3 13 10 6 14 3 3 

 In total, among the 26 participants, nine were academic leaders and 17 were lecturers. 

The academic leaders included the leaders of the Education Faculty and the Foreign 

Language Department or Foreign Language Faculty in each university. These people had 

at least an MA degree in Education or in English teaching, and also had a teaching role. 

They played important roles in informing the educators about institutional goals and reform 

requirements as well as arranging and supporting PLD for lecturers. The lecturers were 

mainly responsible for teaching EFL to students who would become teachers in schools. 

The lecturers were also supposed to undertake research and other professional duties. A 

few of them had been assigned additional duties such as organising extra-curricular 

activities for students, working as student advisors, or helping the leaders to facilitate PLD 

activities within the universities. Among 26 interviewees, 3 had a PhD degree; 21 had an 

MA degree, and 2 had a BA degree.  

 A code was assigned to each participant in order to protect their individual identity. 

Each code included a letter indicating the site (University A, B, or C), the group the 

participant belonged to (L means lecturers; AL means academic leaders), and a number. 

For example, A.L1 refers to lecturer participant 1 from University A; A.AL1 refers to 

academic leader 1 from University A.  
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Data collection 

Interview data – 26 individual interviews 

In-depth individual interviews provided the major source of data in this study. Individual 

interviews with participants enabled the researcher to find out things that could not be 

observed, enter into the participants’ perspectives, and discover the meaning they attached 

to their own experiences (Patton, 2002). Similarly, a “well-conducted interview is a 

powerful tool for eliciting rich data on people’s views, attitudes, and the meanings that 

underpin their lives and behaviours” (Gray, 2009, p. 370). Therefore, in-depth interviews 

were an effective tool to explore EFL educators’ and other stakeholders’ experiences of 

PLD, and probe the value and meanings of these experiences to them.  

 Each interview was semi-structured, with pre-determined key questions about the 

research focus to guide the interview (Johnson & Christensen, 2012). The order of the 

questions changed according to the flow of the conversation, and follow-up questions were 

used for clarification or to elicit more details and examples (Merriam, 2009). Therefore, 

semi-structured interviews provided flexibility, and allowed the researcher to respond to 

the emerging worldview of the respondent, and to pursue new ideas on the topic (Merriam, 

2009).  

 The individual interviews were piloted with two non-participants (one lecturer and 

one academic leader) who used to work as EFL teacher educators in Vietnamese tertiary 

institutions. They both had experience in PLD for EFL lecturers. The interviews were 

audio-recorded and conducted in Vietnamese. After the interviews, the interviewees 

provided oral feedback about the clarity of the questions, the relevance of the questions, 

the interviewer’s manner and asking techniques, their feeling and comfort during the 

interviews, and other comments they had. The interview transcripts were translated into 

English to enable the analysis to be discussed with my supervisors, including how to 

improve the question clarity and the interview techniques. The interview questions were 

then modified accordingly. The trial interviews helped to increase the research method 

validity (Johnson & Christensen, 2012), as well as to enhance my interviewing strategies 

to establish a positive interaction with the respondents (Merriam, 2009).  



 

  

60 

 

 The interviews with the EFL lecturers prompted them to share their perceptions and 

experiences of PLD, evaluations of PLD policies and PLD impact, barriers in reform 

implementation, contextual factors and collegial relationship, and PLD needs (Appendix 

E). The interviews with the academic leaders focused on institutional needs, goals, and 

resources, PLD policies, their roles in PLD provision, their evaluation of reform 

implementation, and strategic plans for PLD (Appendix F). The interviews were conducted 

in Vietnamese at the participants’ request. Each interview took between 45 to 60 minutes, 

depending on the participants’ willingness to provide further responses. The interviews 

were audio-recorded to ensure that all information was preserved for analysis (Merriam, 

2009).  

 The participants who volunteered to take part in the interview were contacted via 

email and telephone to provide further information about the interview and arrange an 

interview schedule (Appendix G, Appendix H). Prior to the interview, the ethical 

implications of their participation were explained, and then interviewees were given a 

consent form to sign (Appendix I).  

 There were potential problems inherent in conducting interviews. For example, the 

participants might have responded according to social expectations (Johnson & 

Christensen, 2012; Patton, 2002), especially within a Vietnamese culture that values face, 

authority and organisational reputation. This cultural practice might have prevented the 

interviewees from showing disapproval or expressing negative aspects of their institutional 

policies or collegial relationships. To avoid these problems, I explained clearly the research 

aims, and assured the participants of the confidentiality of their responses (Johnson & 

Christensen, 2012). Before the actual interviews, a list of key topics included in the 

interview was sent to the participants. This allowed the participants to have time to think 

about their responses and recall their experiences of the studied issues, which would make 

them feel more comfortable and prepared in the interviews. During the interview, I showed 

my willingness to listen to the participants’ experiences, and my respect for their voices, 

perspectives, and expertise in their own contexts (Merriam, 2009). By listening carefully 

and probing for concrete examples and feelings, I felt that I gained genuinely meaningful 

information from the participants (Eisner, 1998).    
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Observations – 13 PLD sessions 

The study included observations of PLD sessions happening at two of the three university 

sites. “Observations take place in the setting where the phenomenon of interest naturally 

occurs” and “observational data represent the first-hand encounter” with the research issues 

(Merriam, 2009, p. 117). Therefore, observations were used to understand how PLD 

actually occurred in practice and participants’ engagements in particular forms of PLD 

within their natural contexts. Observational data also helped to triangulate emerging 

findings from the questionnaire survey and the interviews, and to identify points for 

subsequent interviews (Merriam, 2009).  

 The process of conducting observations of PLD sessions was as follows. When there 

was a relevant PLD session, I contacted the chairperson or PLD provider of this session 

and asked for permission to observe and collect the PLD materials. An information sheet 

and consent form were given to these facilitators prior to the event (Appendix J, Appendix 

K). I tried to observe things in an unobtrusive way (Johnson & Christensen, 2012) to ensure 

that my presence did not affect people’s behaviours in the studied sites. Instead of video-

recording events, which might have inhibited people’s reactions, I used an observation 

guide (Appendix L), and took careful field notes of PLD forms and functions, the structures, 

the content and purposes of PLD, roles of facilitator(s), and their use of resources. The 

notes were transcribed immediately after each site-visit and observation to ensure all 

necessary data were recorded accurately (Appendix M). To protect the attendees’ identity, 

the observation notes did not record data generated by or about individual attendees or 

attribute any information to any individual. The materials used in each PLD session were 

collected whenever possible to support the analysis of the observation notes later.  

 The opportunities for observations varied from one university to another. Also, the 

observations were completed concurrently across the three sites depending on the 

availability of PLD sessions at each institution. Altogether, I observed 13 PLD sessions for 

EFL lecturers including workshops, seminars, and training courses (six at site A and seven 

in site C). At site B, no observations took place because of limited access to information 

about the staff events as well as the limited number of PLD sessions held at this university 

during the period of data collection.  
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Document collection 

The study involved an analysis of related policy documents at both national and 

institutional levels. Relevant documents were identified based on the research objectives, 

educational reforms in HE in Vietnam over the past ten years, and the documents or policies 

mentioned by the interviewees. Selected national policy documents (Appendix N), 

including the Education Law, the University Charter, HERA, and the foreign language 

education reform project were reviewed. Institutional documents, including HEIs’ 

functions and missions, strategic plans, and policies for staff management and reform 

implementation were collected. In addition, professional meeting minutes, PLD plans, and 

records of PLD activities were collected from the Department of EFL, whenever possible. 

These documents revealed the historical and cultural context of each HEI, their 

interpretation and implementation of national directives, and their strategies and policies 

for lecturers’ PLD.  

 The material within policy and official documents provided a rich data source as they 

highlight the areas foregrounded by government or institutional priorities and areas for 

focus. Such data can contribute to understanding the context within which the research 

takes place. Document analysis can “furnish descriptive information, verify emerging 

hypotheses, advance new categories and hypotheses, offer historical understanding, track 

change and development” (Merriam, 2009, p. 155). Unlike other sources, documents are 

unobtrusive and can be accessed easily (Merriam, 2009; Yin, 2009). Documentary data 

supplemented data from the other sources to capture a multifaceted picture of how PLD 

was conducted across the three sites.     

Qualitative data analysis 

In this study, data analysis was an iterative process (Patton, 2002) taking place during data 

collection (Merriam, 1988; Miles et al., 2014; Stake, 1995). The analysis was “interactive, 

involving a back-and-forth process between data collection and data analysis” (Teddlie & 

Tashakkori, 2009, p. 251). For example, the researcher’s reflections on the initial interviews 

at each site informed the adaptation of the following interviews. After the two or three first 

interviews at each site, important aspects of PLD began to surface. These initial reflections 

and insights prompted certain issues to be explored further in the following interviews, or 
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additional participants to be invited to offer different perspectives on the studied problem. 

During data collection, the researcher’s observations of the sites and their contextual 

factors, and memos of insights into the data contributed to decisions on what issues to 

further investigate, who else to include, and how to analyse different data sources. The data 

analysis started in the field during data collection and continued while research findings 

were written up (Teddlie & Tashakkori, 2009) when the analyst needed to come back to 

the original data to double check the validity of a finding, or to obtain more insightful 

inferences.  

 Overall, the analysis was conducted through several steps, from general to more 

specific, deductive to inductive, and analysing and synthesising segments of data. A CHAT 

analysis was employed to analyse qualitative data for the overall purpose of obtaining an 

in-depth understanding about the participants’ perceptions and experiences of PLD in their 

real-life contexts.  

 Data from all sources were coded directly from Vietnamese language to ensure their 

original meanings. Relevant data were translated by the researcher from Vietnamese to 

English for discussion in the thesis. To ensure the trustworthiness of the translation, back-

translation was used (Brislin, 1970). Specifically, a colleague who is an EFL lecturer in 

Vietnam and is fluent in both languages translated the English version back into 

Vietnamese to compare the language, tone, and voice of the two versions to make sure that 

they matched each other.  

 Before analysing qualitative data, a database for each site was established which 

consisted of all data accumulated about each site from the interviews, observations, and 

document review (Patton, 2002). All qualitative data were managed using the NVivo 10 

software programme.  

Analysing national policy documents  

The government policy documents were analysed separately in order to provide an overall 

picture of Vietnamese HE context as cultural and contextual factors were embedded within 

official regulations and these related to the researched issues. Content analysis was 

employed which refers to “any qualitative data reduction and sense-making effort that takes 
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a volume of qualitative material and attempts to identify core consistencies and meanings” 

(Patton, 2002, p. 453). After collection the policy documents were read through and 

relevant parts for analysis were identified. Then all selected parts of the documents were 

coded according to a pre-established set of categories (Silverman, 2011) which were based 

on the key trends found from the questionnaire survey and preliminary analysis of interview 

data. Key categories included: the PLD models mentioned in the documents, the official 

role and function of PLD, key initiatives and imperatives in tertiary educations, lecturers’ 

roles and responsibilities. During the process of analysing the documents, new categories 

(e.g., professional identity, social status of the teaching profession) emerging from the 

materials were added to the coding scheme. The key categories from the document analysis 

helped to capture a picture of the cultural, social and political context to which the 

documents belonged. Findings from the national policy document analysis were presented 

separately from findings of the quantitative phase and of the qualitative site findings in 

order to foreground the context and official policies related to tertiary education and PLD 

in Vietnam.  

Analysing interview data 

All interviews were transcribed in Vietnamese. The interview data were analysed both 

deductively and inductively. Interview data analysis from one university site was conducted 

and completed before moving to the next site. 

 First, each interview transcript was read at least three times to gain familiarity with 

the data and an overall understanding of the data. Next, a list of questions was used to 

deductively guide the initial analysis of each interview, and identified key issues that arose 

in each participant’s responses to the interview prompts. Although most of the guiding 

questions were similar across the interviews and based on key interview prompts, a few 

questions varied from one interview to another due to the differences in the participants’ 

responses about their PLD experiences. Sample questions included: How did the participant 

define PLD? What kinds of PLD did the participants engage in, and why? What were 

examples of PLD that related to a government or university initiative? What supported 

his/her PLD? What hindered his/her PLD? What key phrases or concepts might I follow up 
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with? What really surprised me? This stage of the analysis was conducted manually using 

different colours for key ideas and making notes on the margins of the transcripts.  

 After that, a more focused analysis was conducted for each interview. An initial list 

of categories of description was established by drawing upon empirical research on PLD 

practices in literature (Miles & Huberman, 1994), the research questions, main ideas in the 

interview prompts, and key trends from the findings of the questionnaire survey. This 

strategy was crucial because “establishing basic descriptive categories early on for coding 

[allowed] easy access to information in the analysis and interpretation stage” (Merriam, 

2009, p. 152). During the coding process, however, the list of categories was modified and 

new categories were added in order to capture key trends and insights emerging from the 

participants’ responses (Miles & Huberman, 1994).  

 At the end of this stage, a summary of the key categories and important ideas for each 

interview was undertaken. To enhance the validity of this analytical process and assure the 

relevance of the key categories identified in an interview, I translated two interview 

transcripts from Vietnamese to English (Appendix O), and discussed the categories 

emerging in these interviews with my primary supervisor. This strategy also helped to gain 

a greater inter-rater reliability (Thomas, 2006). After that, I coded and analysed the other 

interviews directly in Vietnamese, as previously mentioned, in order to retain the original 

meanings in the participants’ responses.  

 After finishing the initial analysis of all interviews in site A, all interview summaries 

were collated and key trends identified. All sites were analysed in this way. The key 

categories and their relations identified from the three sites were pulled together in order to 

highlight similarities, consistencies, as well as tensions and contradictions within and 

across the sites. These categories and their relationships were also used to provide a context 

and inform the CHAT analysis. The synthesis of findings from various sites and data 

sources would offer a holistic understanding of the complexity of the case – PLD for tertiary 

lecturers. Key findings from the study were later synthesised to identify fundamental 

concepts underpinning lecturers’ PLD engagement in the Discussion Chapter.  
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Analysing observation notes and institutional policy documents 

In this study observations provided useful data which helped to explore what and how PLD 

actually occurred in authentic settings. This captured PLD in practices and the diversity and 

complexity of the context it occurred. However, ethical issues were considered when 

deciding how much detailed observational data related to institutional factors, policies and 

observed PLD events should be revealed and discussed so that the identities of the 

universities and their members were still protected. For example, identifying details of 

observed PLD events (titles/ topics, dates, locations, activities) were either removed or 

generalised. Furthermore, as I only obtained informed consent from the Chairs and/or the 

presenters at the PLD sessions rather than consent from all attendants of these events (which 

is usually impossible regarding the PLD processes and organisations in Vietnamese 

context), I decided to minimise detailed descriptions about attendants’ engagement, 

behaviours, and ideas during the observed PLD sessions. Therefore, despite their richness, 

observation data were used only when relevant to support, justify, or elaborate the 

participants’ interview responses on their PLD experiences and what meaning they 

associated with these particular PLD experiences.  

 Similarly, data from relevant institutional documents were used to justify findings 

from interviews and other data sources rather than being analysed separately to generate 

their own themes or findings. Ethical issues were also considered when presenting 

institutional documents, and identifying information such as document titles, institutional 

names and websites, and demographic data were not reported in order to protect the 

institutions’ identities.  

 In this study, the analysis of institutional documents and observation notes was 

conducted after the interview data analysis in order to justify, explain or elaborate further 

the findings of the interviews. The observation notes and documents were coded and 

analysed according to the categories identified from the interview analysis for the purpose 

of triangulation of the study findings. Data from observations of PLD events and relevant 

institutional policy documents also offered insights into participants’ perceptions and 

experiences of PLD, and the meanings attached to their experiences as well.    

 



 

  

67 

 

Conducting a CHAT analysis of the three sites 

Further analysis of the findings from the three sites was conducted using CHAT as a 

theoretical framework. Key components of the PLD activity systems (subjects, object, 

artefact, community, rules, and division of labour) were identified within the activity 

systems in each site. A set of guidelines was used to prompt the analysis of the activity 

systems (Table 3.4).   

Table 3.4 Guidelines for analysing the PLD activity systems in individual sites 

 

Components Descriptions 

Artefacts or 

tools 

 Various PLD types (formal, collaborative, informal); 

 Resources (teaching and learning facilities, reference books and other materials);  

 Social others (PLD providers, colleagues, managers) mediating PLD for lecturers. 

Subjects  Individual lecturers, or a group of lecturers engaging in PLD, and acting to achieve 

the objects. 

Object  Improve teaching effectiveness; improve self-image and professional identity;  

 Improve students’ learning/ outcomes;  

 Improve lecturers’ qualifications (e.g., degrees, English proficiency); 

 Develop research ability, knowledge and skills, other professional skills;  

 Enact educational reforms / initiatives from the university and MOET/ government. 

Rules  Formal central and institutional regulations (e.g., educational law, university chatter, 

regulations on lecturers’ work and responsibilities, policies related to PLD provision, 

lecturers’ assessments, professional management); 

 Informal rules: unspoken norms and cultural practices (e.g., peer-respect, maintaining 

group harmony, and obedience for authority). These were considered part of informal 

rules because they influenced the participants’ views of PLD, their behaviours and 

their PLD practices. These informal rules affected how PLD took place.  

Community  Within the institution: students (of various types, needs and expectations), colleagues, 

ALs, university administrators, PLD providers; 

 Within lecturers’ personal lives: family members who may (not) provide support, or 

have expectations on the lecturers’ roles and responsibilities in the family); 

 Within a larger society: other universities, society, government, MOET. 
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Components Descriptions 

Division of 

labour 

 Individual lecturers’ roles and responsibilities: teaching, researching, supporting 

students’ learning (inside and outside the classroom), their own PLD 

 Colleagues’ roles and responsibilities: providing mutual support, engage in 

professional discussion, observing and giving feedback on peers’ teaching.  

 Leaders’ roles and responsibilities: support, encourage, give demands, assess and 

manage, solve problems, communicate with the lecturers about goals/ policies 

 Students’ roles and responsibilities: make effort and agency in learning, give feedback 

on teaching / learning issues 

 The policy makers’ roles and responsibilities: provide support, strategic plans, 

communicate goals/ visions, understand the lecturers’ needs 

 PLD providers’ roles and responsibilities: provide effective PLD, assess PLD effects, 

provide on-going support and follow-up activities. 

 The CHAT analysis aimed to reveal the inter-connection and interactions between 

different components of the PLD activity systems. This helped to highlight tensions and 

contradictions inherent within the PLD activity systems as well as across a network of 

interacting systems (e.g., lecturers’ activity system, policy makers’ activity system, and 

institutional leaders’ activity system). The CHAT analysis of the three university sites, 

therefore, provided a better understanding of how and why PLD for lecturers took place 

and of the multiple voices and roles of different agents engaging in the activity systems of 

PLD for lecturers in the selected sites.   

Strategies for enhancing research trustworthiness 

Because the researcher is also the instrument of data collection and interpreter of the data 

in qualitative research, the researcher’s perspectives of the research phenomenon were 

likely to affect the ways of collecting, analysing and interpreting the data (Johnson & 

Christensen, 2012). Therefore, it was important to enhance the trustworthiness of the 

research findings – the term often used to refer to the validity (Johnson & Christensen, 

2012) or authenticity (Creswell & Miller, 2000) of qualitative research. The study 

employed various strategies to enhance four components of trustworthiness: credibility, 
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dependability, confirmability, and transferability (Lincoln & Guba, 1985). Table 3.5 

summarises strategies used to enhance research trustworthiness.  

Table 3.5 Strategies to enhance research trustworthiness 

 

Components Strategies 

Credibility  Triangulation of data and methods 

 Piloted data collection instruments 

 Analysis of negative cases 

Dependability  Participants’ feedback 

 Peer-debriefing in coding and identifying categories 

Confirmability  Researcher reflexivity 

 Reflective journal 

 Peer-review 

Transferability  Thick description 

 Possibility for the readers to relate the findings to similar 

educational contexts 

Credibility  

Credibility refers to the validity or authenticity (Creswell & Miller, 2000), or the “true value” 

of the research (Lincoln & Guba, 1985, p. 296). These qualities were enhanced by using 

triangulation of data and triangulation of methods. In fact, the data from different methods and 

sources supplemented each other and enhanced credibility of the findings (Yin, 2003). 

Furthermore, the credibility of data collection tools (e.g., the questionnaire and interview 

protocol) was assured by piloting them with non-participant Vietnamese EFL lecturers, and the 

content and procedure of these instruments were modified if necessary to ensure that they are 

understandable and relevant to the research purposes. My engagement over a 6-month data 

collection period also strengthened the credibility of the findings (Yin, 1994). The study took 

account of ‘negative cases’ or instances that did not fit the patterns and trends identified from 

the data analysis (Johnson & Christensen, 2012; Patton, 2002). For example, further attention 

was paid to explore the reasons why a particular participant, unlike the others, expressed little 

interest and engagement in PLD activities. An analysis of alternative explanations added 

credibility by “showing the analyst’s authentic search for what made most sense rather than 

marshalling all the data toward a single conclusion” (Patton, 2002, pp. 554–555). Being open-
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minded to new understandings and aware that my existing beliefs and knowledge could be 

challenged by the research findings helped to reduce the problem of researcher’s bias in 

analysing and interpreting data (Johnson & Christensen, 2012).  

Dependability  

Dependability is an assessment of the quality of the integrated processes of data collection, data 

analysis, and theory generation (Lincoln & Guba, 1985). Dependability is enhanced if threats 

to inaccuracies of data collection and interpretation are reduced. To enhance descriptive and 

interpretive accuracy, I used low-interference descriptors such as field-notes, and audio-

recordings of interviews to capture all necessary information (LeCompte & Goetz, 1982). Also, 

the interview transcripts were shared with the actual participants for member checking 

(Johnson & Christensen, 2012). For data analysis, I used peer-debriefing, discussing the coding 

process and initial trends with my supervisors, to enhance the credibility of the process of 

coding, identifying emerging categories, and interpreting data. I discussed the research findings 

and conclusions with my supervisors, my colleagues who were also Vietnamese EFL lecturers 

attending PhD programmes at VUW, and other experts in education. From these discussions, 

problems such as misinterpretation, unconvincing explanations, and researcher bias were 

identified. Resolving such problems enabled more credible and defensible findings.  

Confirmability  

Confirmability is defined as “the degree to which findings are determined by the respondents 

and conditions of the inquiry and not by the biases, motivations, interests or perspectives of the 

inquirer” (Lincoln & Guba, 1985, p. 290). In this study, I clearly acknowledge that my 

perspectives, experiences, and motivations as an insider – an EFL lecturer in Vietnam – might 

have influenced the way I interpreted the data and the studied problem. Further, by actively 

engaging in critical self-reflection, I became more aware of my own potential influence on the 

research and the participants and attempted to address this problem (Johnson & Christensen, 

2012). For example, a reflective journal was used to keep a detailed record of my own thoughts, 

reasons for each decision, and interpretations during the process of data collection and analysis. 

On-going reflections helped me to acknowledge and explore how my assumptions, personal 

and professional experiences, thinking, beliefs, and emotions might influence the research.  
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Transferability  

Transferability refers to the degree to which the findings may be transferred to other contexts 

outside the study (Lincoln & Guba, 1985). The quantitative part of this study involved a small 

number of participants and the study was mainly qualitative in nature. Therefore, this study 

does not aim to make generalisations from the research findings to other populations or other 

contexts (Stake, 1995; Stake, 2008). Instead, the study focused on understanding “the particular 

in-depth”, PLD for educators at the selected HEIs in their real settings (Merriam, 1988, p. 177). 

The thesis provides a thick description of the research problem (Johnson & Christensen, 2012), 

and a detailed and precise description of the research process and methodology to help readers 

make sense of the findings, consider their own contexts, and to evaluate the study. This enables 

the readers to relate the insights of the study to similar educational contexts.  

The researcher’s position 

Being a university lecturer in Vietnam, I am aware that PLD plays a crucial role in HE, 

especially in supporting lecturers’ professional practices and capacities to enact educational 

initiatives. I also have a passion for teaching and learning. However, as a researcher, I 

understand that my beliefs and professional values may influence the way I collect data, 

analyse the data, and interpret the findings. Therefore, as previously presented, I have used 

several strategies in this study to minimise this potential influence. This section further 

elaborates my position in this study.  

 In the Vietnamese context, researchers are respected as having expertise in their 

research areas and thus the communication between researchers and participants may be 

influenced by the power culturally associated to the role of researchers. In this study, I 

positioned myself as a researcher who was also a colleague of the participants.  This helped 

me to build rapport with the participants and reduce the power gap between our roles. 

Showing that the researcher is also an ‘insider’ within the research context is a useful 

strategy to enhance the participants’ trust and willingness to express their ideas with the 

researcher (Nguyen, 2015). During the interviews, I neither relied on my own 

understanding about PLD and the HE context nor assumed that I understood everything the 

participants were talking about. Instead, I used follow-up questions to elicit further 
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explanations or examples in order to fully explore what the participants actually meant and 

how they perceived the meaning of their PLD experiences. Through questioning I was able 

to avoid making judgements about the participants’ opinions, their personalities, or 

professional values based on their interview responses. Similarly, when conducting 

observations of PLD, I played the role of a participant observer who also took part in the 

PLD sessions as a member of the participants’ community. This role allowed me to collect 

trustworthy data as explained previously. 

 When analysing the data, I allowed new understandings and insights from the data to 

evolve rather than trying to look for predetermined findings from the data. For example, I 

was alert to the negative case (Johnson & Christensen, 2012) emerging from interview data, 

and made an effort to explore further information to explain it. Similarly, I avoided making 

conclusions about observed PLD activities based on my own perceptions of effective 

factors of PLD sessions. Instead, I linked observation data to the participants’ interview 

responses in order to analyse how the observed PLD sessions were perceived from the 

participants’ perspectives. The conclusions in this study were based on findings from 

different data sources, which strengthened the trustworthiness of the findings.  

 In this study, my background, professional beliefs and values, and cultural 

understandings definitely influenced the research process and interpretations of the 

findings. However, regarding the qualitative dominance of this study, I consider my 

expertise in EFL teaching and learning in HE and understanding of the socio-cultural and 

political context in Vietnam as a strength contributing to the appropriateness in interpreting 

and communicating the research findings.  

Summary 

For the purpose of investigating the complexity of PLD for tertiary lecturers in Vietnamese 

contexts, this study employed CHAT as a theoretical framework, and took a sequential 

explanatory mixed-methods approach that gave priority to the qualitative inquiry. The study 

was designed as a single case study across three sites in order to fully investigate the complexity 

of PLD for teacher educators in Vietnamese tertiary sector. Using the questionnaire survey, the 

study aimed to obtain an overall understanding of the multidimensional phenomenon of PLD 

reflected in the participants lived experiences. The qualitative stage that followed involved 
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individual interviews, observations of PLD sessions, and policy document analysis to enable 

an in-depth understanding of the participants’ perceptions of PLD, the meanings they held 

about their experiences, and the influence of contexts on their PLD. Using both quantitative 

and qualitative methods, therefore, contributed to the completeness of the research findings 

about the case – the phenomenon of PLD for Vietnamese teacher educators. The study 

employed several strategies to improve the research trustworthiness and ethical standards. The 

next two chapters present the results of the study. 
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CHAPTER 4                                                                     

RESULTS: UNDERSTANDING PLD 

 

This chapter presents the findings from both the quantitative and qualitative phases of the 

study. In the first section, questionnaire results are described, providing an overview of the 

participants’ PLD perceptions and experiences. Next, findings from the national policy 

document analysis are presented to foreground the context and official policies related to 

tertiary education and PLD in Vietnam. Finally, results from the case study are described, 

focusing on the participants’ perceptions and experiences of PLD within each university 

site. Findings from the case study create a deeper and more insightful understanding of the 

participants’ perceptions of PLD and the meanings attached to their experiences.  

Questionnaire findings 

The total number of participants from the three universities completing the questionnaire 

was 55 (16, 17, and 22 participants from site A, B, and C, respectively), as outlined in the 

previous chapter. Findings from the questionnaire analysis are presented in five sections. 

The first two sections describe the participants’ perceptions of PLD roles and functions, 

and of PLD activities. The following sections present their PLD experiences, reported 

barriers to the implementation of educational reforms, and their perceived PLD needs. The 

frequency of the participants’ responses is presented in the form of percentages which are 

based on the number of valid respondents who answered each item in the questionnaire. 

For almost all of the items, the number of respondents was 55. Only a few items were 

answered by either 54 or 53 respondents. Such a small variation in data did not affect the 

general results of the questionnaire, thus these are not specified.  

PLD roles and functions  

Overall, the participants showed a positive perception of all the roles and functions of PLD 

mentioned in the questionnaire. All participants believed PLD was either ‘very important’ 

(60%) or ‘important’ (40%) in supporting their professional needs and goals. For most 
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participants (around 80%) PLD was considered ‘very important’ in improving their 

teaching effectiveness or updating their content knowledge and skills (Table 4.1).  

Table 4.1 Participants’ perception of the importance of PLD roles and functions 

 

How important are the following roles and 

functions of PLD in your learning and 

teaching? 

Not 

important 

Of little 

importance Important 

Very 

important 

% % % % 

Update my content knowledge and teaching skills 0 0 18 82 

Improve my teaching effectiveness 0 0 20 80 

Improve my student learning outcomes 0 2 25 73 

Support my professional needs and goals 0 0 40 60 

Improve my ability to facilitate EFL school 

teachers’ teaching and learning 

0 5 30 65 

Improve my teaching confidence and motivation 0 0 44 56 

Improve my research ability 0 3 44 53 

Address national educational reforms 0 2 51 47 

Meet professional standards stated by the 

institution and by MOET 

2 3 42 53 

Address institutional needs and goals 0 7 49 44 

Build a learning community in my institution 0 9 51 40 

Enhance collaboration and collegial support 0 5 62 33 

Change my beliefs and attitudes 2 9 60 29 

Enhance my leadership 7 40 34 19 

  

 The PLD associated with updating content knowledge and teaching skills, improving 

teaching effectiveness, and improving student learning outcomes was strongly identified 

by participants as important. Given these roles directly relate to lecturers’ teaching, this is 

consistent with their professional aspirations. 

 The participants also highly valued PLD that supported their ability to facilitate 

learning for school teachers, improved their own motivation and confidence, and developed 
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research skills. The roles of PLD in helping the participants to meet professional standards, 

and those addressing national educational reforms were also given high values.  

 As shown in Table 4.1, compared with PLD roles and functions which directly related 

to the participants’ individual needs and teaching duties, PLD roles in addressing 

institutional needs and goals, building a learning community, and improving collaborative 

support were less important to the lecturers. While some felt that PLD was ‘very important’ 

in contributing to changing their beliefs (29%), the majority saw this role as ‘important’ 

(60%).  

 The least important role PLD played for these participants was enhancing their 

leadership which was considered of little or no importance by 47% of the participants. 

However, further analysis showed that lecturers with leadership roles, or academic leaders, 

put much higher value on the role of PLD in enhancing leadership, compared with lecturers 

without leadership (Table 4.2). For example, 56% and 22% of academic leaders perceived 

this role as important or very important, compared to only 28% and 17% of lecturers 

selecting these responses.   

Table 4.2 PLD for enhancing leadership viewed by academic leaders and lecturers 

 

How important is the role 

and function of PLD in 

enhancing leadership? 

 

Not important 
Of little 

importance 
Important 

Very 

important 

N % N % N % N % 

Lecturers 

 

4 9 19 41 13 28 8 17 

Academic leaders 0 0 2 22 5 56 2 22 

 The differences in the responses on leadership enhancement from the academic 

leaders and from the lecturers without leadership is illustrated in Figure 4.1. 
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Figure 4.1 Lecturers’ perceptions of PLD role in enhancing leadership 

 A number of participants did not place a high value on the roles of PLD in in 

enhancing their leadership (47%), or changing their beliefs and attitudes (10%). This may 

suggest that these participants either had limited awareness of the role played by PLD in 

these areas, or that they prioritised teaching and disregarded these aspects. This may also 

indicate that these participants did not see themselves as leaders in their profession. Their 

responses may have reflected their understanding of leadership and towards their 

professional development. It was necessary to investigate further whether these perceptions 

were related to lecturers’ motivation in seeking for PLD opportunities and their decisions 

to take part in PLD available to them.  

PLD activities 

The participants were asked to select the level of importance they attributed to different 

PLD activities. There were 14 listed activities ranging from more formal to less formal, as 

often described in the literature (Callanan, Cervantes, & Loomis, 2011; Richer et al., 2011). 

More formal forms (hereafter referred to as formal PLD) included workshops, seminars, 

postgraduate courses, training courses, and organising/delivering PLD for teachers. More 

informal forms of PLD (hereafter referred to as informal PLD) included research, 

supervising student teachers’ research or teaching practice, and independent study. More 
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informal activities which involved participants’ collaborative working or learning with 

their colleagues or with student teachers were referred hereafter as collaborative PLD. 

These included engaging in peer observations and feedback, mentoring/coaching, co-

research, team work to complete assigned tasks, and participating in a teaching club or 

professional association.  

 Results show that the participants generally held positive perceptions of various PLD 

activities (Table 4.3). 

Table 4.3 Participants’ perceptions of the importance of PLD activities 

 

How important are the following PLD activities for 

your learning and teaching? 

Not 

important 

Of little 

importance Important 

Very 

important 

% % % % 

Independent learning by reading books, research reports, 

journals 

0 0 20 80 

Inside or outside training courses 0 2 47 51 

Committee or task force (e.g., curriculum development, 

course-book design, programme assessment) 

0 2 49 49 

Individual research 0 6 44 50 

Formal post-graduate courses leading to a degree or 

diploma 

0 7 46 47 

Supervising EFL teacher trainees’ research or teaching 

practicum 

0 2 64 34 

Inside workshops, seminars, conferences 0 7 58 35 

Outside workshops, seminars, conferences 0 5 64 31 

Organising PLD programmes for EFL school teachers 0 4 67 29 

Co-research with other lecturers 0 5 66 29 

Observing other lecturers’ classroom practice in your 

institution 
2 13 65 20 

Observing lessons by EFL school teachers 4 16 60 20 

Mentoring or coaching other lecturers in your institution 4 16 62 18 

Participating in a teaching club or a lecturers’ association 7 35 49 9 
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 Independent learning through reading books, research reports and journals was seen 

as either very important (80%) or important (20%) by the participants. Other activities such 

as attending inside or outside5 training courses and post-graduate study, and serving on a 

committee or task force were also perceived as either very important or important by over 

90% of the participants. Research was also given high values although individual research 

was perceived as more important than collaborative research.    

 Participants felt that PLD activities involving collaborative learning such as co-

research, peer-observing, and coaching or mentoring were less important, although these 

activities were still positively valued. While over half of the participants (58%) considered 

it important to participate in a teaching club or association, about one-third (35%) thought 

that this was of little importance. The overall trend was that individual learning activities 

were more highly valued than collegial or collaborative activities. Formal PLD activities 

were also rated higher than informal ones.  

The participants’ report on their PLD experience 

Overall, the participants reported a low level of engagement in listed PLD activities. The 

participants were asked to select the relevant level of frequency for each of the listed PLD 

activities (1 = never, 2 = sometimes, 3 = often, 4 = always). This question asked about the 

same 14 activities as those in the previous question.  

 As seen in Table 4.4, the most frequent activity was independent study, followed by 

serving on a committee or task force which participants reported undertaking either often 

or always (84% and 53% respectively). Among formal PLD activities, attending inside 

workshops, seminars and conferences, and inside or outside training courses were 

experienced more frequently than outside formal events and post-graduate courses.  

 

 

                                                 

5 Inside, or internal, PLD refers PLD activities organised within the participants’ institutions. External, or 

outside PLD refers to PLD activities organised outside the participants’ institutions. 
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Table 4.4 Lecturers’ report on their participation in PLD activities 

 

How often have you participated in these activities in the 

past two years? 

Never 

Some-

times Often Always 

% % % % 

Independent study by reading books, research reports 0 16 51 33 

Committee or task force (e.g., curriculum development, 

course-book design, programme assessment) 

5 42 31 22 

Inside workshops, seminars, conferences 2 65 29 4 

Inside or outside training courses 4 68 26 2 

Individual research 24 37 30 9 

Organising PLD programmes for EFL school teachers 29 25 46 0 

Supervising EFL teacher trainees’ research or teaching 

practicum 

29 33 33 5 

Outside workshops, seminars, conferences 15 60 25 0 

Post-graduate courses leading to a degree or diploma 24 54 18 4 

Observing other lecturers’ classroom practice in your institution 20 64 16 0 

Co-research with other lecturers 33 46 19 2 

Mentoring or coaching other lecturers in your institution 38 51 11 0 

Observing lessons by EFL school teachers 60 31 9 0 

Participating in a teaching club or a lecturers’ association 69 31 0 0 

 PLD activities which directly related to lecturers’ professional duties such as 

individual research, organising PLD for EFL school teachers, and supervising EFL student 

teachers’ research and teaching practice were also more frequently undertaken than the rest 

of the activities. Collaborative activities with colleagues such as peer observations, co-

research, mentoring and coaching were reported as occurring at low rates of frequency. The 

least frequent PLD activities were participating in a teaching club or association, and 

observing EFL school teachers’ lessons which around 60% of the participants had never 

undertaken. In general, the participants reported a low engagement in most PLD activities 

except for independent study. Participation in formal PLD activities and individual PLD 

were reported as occurring more frequently than collective ones.  
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 A comparison between participants’ responses in Table 4.3 and Table 4.4 showed 

that although the participants valued many aspects of PLD in theory, this was not reflected 

in their participation in PLD in practice. Table 4.5 displays a cross-tabulation of 

participants’ responses to the questions in Tables 4.3 and 4.4. Their responses were 

presented as means (referred as importance mean and participation mean, respectively) and 

put together in order to explore further how often the participants actually engaged in the 

PLD activities they perceived as important.  

Table 4.5 PLD importance vs. PLD participation 

 

PLD activities 

 

Importance 

Mean 
Participation 

Mean 
Mean 

differences 

Workshops, seminars, conferences 3.3 2.4 0.9 

Outside workshops, seminars, conferences 3.3 2.1 1.1 

Inside or outside course training courses 3.5 2.3 1.2 

Participating in a teaching club or a lecturers' association 2.6 1.3 1.3 

Mentoring or coaching other lecturers in your institution 3.0 1.7 1.2 

Observing other lecturers’ classroom practice in your 

institution 

3.0 2.0 1.1 

Co-research with other lecturers 3.2 1.9 1.4 

Organising PLD programmes for EFL school teachers 3.3 2.2 1.1 

Observing lessons by EFL school teachers 3.0 1.5 1.5 

Supervising EFL teacher trainees’ research or teaching 

practicum 

3.3 2.2 1.2 

Formal post-graduate courses leading to a degree or 

diploma 

3.4 2.0 1.4 

Independent study by reading books, research reports, 

journals 

3.8 3.2 0.6 

Individual research 3.4 2.2 1.2 

Committee or task force  3.5 2.7 0.8 

Notes: Rating of importance: 1 = not important, 2 = of little importance, 3 = important, 4 = very 

important; Rating of participation: 1 = never, 2 = sometimes, 3 = often, 4 = always 

 As seen in Table 4.5, there were significant differences between the participants’ 

perceptions of the importance of PLD activities and their actual experience in these 
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activities. This means that while lecturers highly appreciated the roles and functions of 

PLD, they reported a low level of participation in these activities. The importance-

participation mean gaps ranged between 0.6 and 1.5. The activity with the biggest mean 

gap between lecturers’ perceptions and their participations was observing EFL school 

teachers’ lessons, whereas the activity with the smallest value-participation gap was 

individual study. Research participation, either individually or collaboratively, was also 

reported at low rates (with the means of 2.2 and 1.9, respectively) while it was rated at a 

high level of importance (with the means ranging from 3.4 and 3.2). This suggests that there 

might be factors that influenced participants’ engagement in research activities, and this 

needed further investigation.  

 The results also showed patterns in the participants’ perceptions of the importance of 

PLD activities that were consistent with their participation in these activities. That means 

activities with higher values (e.g., individual and formal learning) were experienced more 

often than those with lower values (e.g., collaborative activities). Further investigation was 

necessary to explain why these participants reported lower frequencies in participating in 

all listed PLD activities while they gave very high values to these activities.  

 The participants were also asked about their experiences of particular informal and 

collaborative PLD activities (See Table 4.6).  

Table 4.6 Lecturers’ report on their participation in informal and collaborative PLD 

 

How often did these practices happen in your PLD over 

the past two years? 

Never Sometimes Often Always 

% % % % 

Modify teaching based on self-evaluation  2 4 58 36 

Modify teaching based on students’ feedback 0 13 62 25 

Discuss teaching problems and practices with colleagues in 

informal conversations 
0 34 53 13 

Read research reports as one source of ideas for improving 

practices 
0 36 51 13 

Modify teaching based on feedback from academic leaders 

and colleagues 
2 47 40 11 

Engage in collaborative learning with colleagues 13 47 35 5 

Plan PLD activities with other colleagues 9 55 30 6 
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 As seen in Table 4.6, participants were most likely to modify their teaching based on 

self-evaluation and on students’ feedback. Over 90% of the participants reported either 

often or always engaging in these activities. Other activities such as informal conversations 

to discuss teaching problems with colleagues, and seeking research-oriented ideas for better 

practices were also undertaken quite often, but at a lower frequency. Similar to the results 

from the previous parts of the questionnaire, activities involving collaborative work such 

as planning PLD activities and engaging in collaborative learning with other colleagues 

were reported with the lowest frequency. 

 The participants were also asked about the importance of various reasons for their 

decisions to engage in PLD activities. Ten reasons were listed in the questionnaire and the 

participants were asked to rate the importance of each reason from 1 to 4 (1 = not important, 

2 = of little importance, 3 = important, 4 = very important). Table 4.7 presents the 

participants’ responses to this part of the questionnaire.  

Table 4.7 The reasons to attend PLD 

 

I participated in PLD activities in order to / 

because… 

Not 

important 

Of little 

importance Important 

Very 

important 

% % % % 

Get new knowledge and skills related to my major 0 0 22 78 

Find solutions to improve my teaching effectiveness 0 0 25 75 

Improve students’ learning outcomes 0 4 34 62 

These activities were relevant to my PLD needs 0 2 54 44 

Improve my teaching motivation 0 7 47 46 

Improve understanding of educational reforms 0 11 54 35 

Follow up previous professional learning activities 2 17 63 18 

Have opportunities to meet other colleagues 2 27 60 11 

The institution/ department required me to participate 9 29 46 16 

Gain certificates and formal qualifications 16 25 53 6 
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 The results show that the most important reasons were directly related to their 

teaching practice, and the qualifications they needed to improve teaching and students’ 

learning outcomes. All of the participants considered it very important or important to 

attend PLD that directly supported their teaching by promoting knowledge and skills and 

offering solutions to teaching problems. Improving students’ learning outcomes was also 

seen as very important (62%) or important (34%) by the participants. 

 Other important reasons were seeking PLD relevant to their needs and motivation, 

developing understanding about educational reforms, and having follow-up PLD. These 

reasons were perceived as either important or very important by around 90% of the 

participants. The participants also considered it was important to seek PLD opportunities 

that followed up their previous learning (81%), or supported their collegial network (71%). 

Almost half of the participants (41%) did not feel that engaging in PLD to gain formal 

qualifications/certificates was important. Similarly, 38% of the participants did not think 

that being required to attend PLD was a very important driver for their PLD.  

 Further analysis shows that there are some differences in the responses given by the 

participants of different age groups. Table 4.8 illustrates the means of the importance rates 

of the reasons given by different age groups. Generally, the youngest group, aged 20−30, 

showed a tendency of giving the highest values to most of the reasons, compared with the 

other three groups.  Particularly, they gave very high rates of importance to reasons related 

to seeking for solutions to teaching problems, getting new knowledge and skills, improving 

motivation, and having PLD relevant to their needs, with the means ranging between over 

3.9 and 3.6. These reasons were also considered very important to the other groups, but with 

lightly lower rates.  

 Although all groups considered gaining formal qualifications and attending PLD due 

to the requirements from the administrators not very important, these reasons were rated 

with the lowest means (1.9 and 2.1, respectively) by the participants aged 41−50. Similarly, 

the participants in the over 50 group gave very low values to these two reasons (with the 

mean of 2.5), as well as to other reasons related to having the opportunities to meet other 

colleagues, and to having follow-up PLD (with means of 2.0 and 2.5, respectively).  



 

  

86 

 

 Table 4.8 shows that younger participants had different reasons to attend PLD. They 

rated PLD that enhanced lecturers’ formal qualifications and collegial network higher than 

the older participants did. It was necessary to explore further whether age and experience 

factors influenced their PLD perceptions and engagement.  

Table 4.8 Reasons to attend PLD reported by different age groups 

 

Reasons to attend PLD 

Age groups 

 

Total 20-30 31-40 41-50 >50 

Mean N Mean N Mean N Mean N Mean N 

Gain certificates and 

formal qualifications 

2.58 12 2.61 31 1.90 10 2.50 2 2.47 55 

Improve my teaching 

motivation 

3.67 12 3.29 31 3.30 10 3.50 2 3.38 55 

Get new knowledge and 

skills related to my major 

3.83 12 3.77 31 3.80 10 3.50 2 3.78 55 

Find solutions to improve 

my teaching effectiveness 

3.92 12 3.71 31 3.70 10 3.50 2 3.75 55 

Have opportunities to meet 

other colleagues 

2.67 12 2.94 31 2.70 10 2.00 2 2.80 55 

Follow up previous 

professional learning 

activities 

3.17 12 2.93 30 3.00 10 2.50 2 2.98 54 

Improve understanding of 

educational reforms 

3.42 12 3.19 31 3.20 10 3.00 2 3.24 55 

Improve students' learning 

outcomes 

3.58 12 3.52 31 3.90 10 3.00 2 3.58 55 

These activities were 

relevant to my PLD needs 

3.67 12 3.32 31 3.50 10 3.00 2 3.42 55 

The institution/ faculty/ 

department required me to 

participate 

2.33 12 3.03 31 2.10 10 2.50 2 2.69 55 

 Other cross-tabulations were conducted in order to see if other personal factors such 

as the participants’ genders, qualifications, and years of experiences influenced their 

perceptions and experiences of PLD. However, these analyses did not reveal significant 

differences in the responses given by the participants of different groups. Due to the small 

sample of questionnaire participants (N=55) and the dominant qualitative nature of the 
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study, the influences of these demographic factors on individuals’ perceptions and 

experiences of PLD were not focused. However, this is an area for further exploration in 

the qualitative stage.  

Barriers to their reform implementation 

The first part of this section describes the participants’ reports of their experience of 

educational reforms over the previous two years (2011–2012). This was an open-ended 

question in the questionnaire and the participants were asked to list the reforms they had 

implemented.  

 The most commonly reported reforms were the ones related to pedagogical aspects 

(e.g., applying a new teaching method and changes in learning assessment) and those aimed 

at improving students’ independent learning skills and activeness in their own learning. 

Only a few lecturers mentioned reforms at institutional or national levels such as teaching 

according to the credit training system, or enacting the language education reform project 

directed by MOET (2008–2020).  

 The following were recurring responses from the participants when listing 

educational reforms they had implemented:  

 Applying new teaching methods: student-centredness, task-based learning, 

project-based learning 

 Changing assessment methods: combining formative assessment and 

summative assessment 

 Using IT and teaching facilities: applying blended learning methods, using open 

learning software in teaching 

 Varying classroom activities, using pair/group work, music and games to 

improve students’ motivation and participation 

 Updating teaching materials and syllabi 

 Promoting students’ ability to self-regulate and develop autonomy 

It was interesting to find that lecturers mainly mentioned reforms related to their 

teaching methods and classroom-based practices even though the government had 
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emphasised several reforms at the general and systemic level (e.g., quality assurance and 

accreditation, upgrading human resources in HE, the foreign language education reform 

project). It is not clear why there was such a different interpretation of the notion of 

‘reforms’ from these two perspectives, and how this variation may have affected lecturers’ 

PLD as well as their implementation of top-down initiatives in their institutions. 

The participants reported barriers to their implementation of educational reforms over 

the past two years. The percentages of participants who answered ‘yes’ to the given barriers 

are presented in Figure 4.2.  

 

Figure 4.2 Reported barriers to implementing reforms 

 The findings show that the biggest reported barriers included time limitation, a full 

workload, and lack of financial support. These barriers were experienced by 83%, 74%, 

and 72% of the participants, respectively. Over half of the participants (54%) reported 

having limited opportunities for relevant PLD, and 43% cited a shortage of learning and 

teaching resources as obstacles to their reform implementation. About one-third reported 
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facing tensions from the assessment of lecturers’ work and from lack of leaders’ support. 

Barriers from lack of collegial support, limited knowledge and skills, and poor 

understanding of reforms were reported by the smallest numbers of lecturers (ranging 

between 20% and 30%).  

 The lecturers experienced more obstacles from external conditions than from 

subjective or internal factors. These results might be explained by the challenges from the 

participants’ working contexts which required them to balance fulfilling their working 

responsibilities and PLD engagement. Contextual factors might have affected their 

participation in PLD and the types of PLD that were offered or accessed over the previous 

two years. 

Lecturers’ PLD needs and expectations  

The final question in the questionnaire was open-ended and asked the participants to 

express their PLD needs and preferences. The participants’ responses show that the most 

desired forms of PLD, for both lecturers and academic leaders, were seminars, workshops, 

and short courses or training programmes, with a focus on teaching methods. There was a 

particularly strong desire to have opportunities to attend PLD events such as workshops, 

short courses, and learning trips in English-speaking countries. Over half of the participants 

suggested having seminars within the department and having more opportunities to share 

experience and teaching materials among lecturers of the same courses. Only ten lecturers 

referred to PLD programmes that promoted collaboration between university lecturers and 

school teachers. 

Summary of questionnaire findings 

The findings from the analysis of the questionnaire data indicate that the participants held 

positive perceptions of the roles and functions of PLD. They gave the highest values to the 

roles directly related to improving their teaching and qualifications, especially updating 

knowledge and skills, and improving students’ outcomes. In terms of the perceptions of 

PLD activities, individual learning activities such as independent study and individual 

research were given higher values than collaborative activities. Formal PLD activities also 

received higher ratings than informal ones.  
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 There were significant differences between how important the participants’ perceived 

PLD activities to be and whether they took part in these activities. While the participants 

rated the importance of PLD roles and functions highly, they reported a much lower level 

of participation in these activities, except for independent study. It appears that formal PLD 

activities and individual PLD were accessed more frequently than collective forms of PLD. 

In terms of informal PLD, the participants reported that they were most likely to modify 

their teaching in response to self-evaluation and on students’ feedback.  

 There was a link between the perceived importance of a PLD role and the reasons 

why the participants decided to undertake PLD. Their priority was improving their teaching 

practice, and gaining qualifications to improve their own teaching and students’ learning 

outcomes. The participants reported that they had mainly implemented reforms related to 

pedagogical changes focusing on improving students’ learning and autonomy. The most 

commonly reported barriers to the participants’ implementation of reforms included time 

limitation, a full workload, and lack of financial support. Most participants wished to be 

provided with more formal PLD such as seminars, workshops, and short courses or training 

programmes, especially those with a focus on teaching methods. Most of them expressed a 

strong desire to attend PLD overseas, especially in English-speaking countries.  

 There are slight differences in the responses given by participants holding different 

positions in their institutions (Figure 4.1), or participants of different age groups (Table 4.8) 

regarding some PLD issues. However, the questionnaire findings did not clearly reveal the 

influences of other individual factors such as gender, qualifications, and experiences on the 

participants’ PLD perceptions and engagement as well as their ability to implement 

educational reforms. These variations would be explored in the qualitative stage. The 

analysis of the questionnaire data raised some issues that were further investigated in 

individual interviews with selected participants and during PLD observations.  

Findings from document analysis 

Key criteria were identified for selecting documents to be reviewed. First, they were 

documents issued by the government or the universities over the past ten years, and still 

current. National documents were issued by Vietnamese government or by MOET in the 
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form of reports, decisions, regulations, directives, or legal documents. Institutional 

documents were issued within the research universities, at the institutional, faculty, or 

departmental levels.  

 The first group of documents centres around general government policies related to 

lecturers’ professional standards, professional responsibilities, and professional duties. The 

second group of documents represents national educational reforms and the government’s 

directions and strategies for lecturers’ PLD to support reform implementation. These 

documents were selected for the review because they revealed the current contexts of 

tertiary education and lecturers’ professional activities as well as variations around PLD 

for lecturers. Other documents reviewed included those identified by the participants in 

their interview responses (e.g., educational reforms, university mission and vision, strategic 

plans, regulations about lecturers’ assessment, and research policies) where available. This 

supported the clarification, verification, and triangulation of information provided by the 

interview participants.  

 The document analysis informs understanding of whether required standards and 

responsibilities assigned for lecturers and the government’s initiatives in tertiary education 

had an impact on institutional plans and policies for lecturers’ PLD. The document review 

also supports the analysis in Chapter 5 of the effect of government policies relating to 

language education and HE reforms on the ways lecturers plan and practise their own PLD.  

 This section focuses on key issues highlighted from the analysis of national policy 

documents, and specific institutional documents are presented for each of the studied sites. 

The analysis outlined three areas: (1) general espoused policies related to lecturers’ 

standards, professional responsibilities, and professional rights, (2) reform initiatives and 

PLD supporting reform implementation, and (3) cultural perspectives on lecturers’ 

professional roles and status.  

General espoused professional policies for lecturers 

General criteria for recruitment and standards for lecturers were clearly stated in the 

Education Law (Vietnamese Assembly, 2005), and elaborated later in the University 

Charter (Vietnamese Prime Minister, 2010), and the Higher Education Law (Vietnamese 
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Assembly, 2012). As stated in the University Charter, the required criteria to become a 

lecturer at university include: (1) having good character, morality, and ideology; (2) 

meeting the required formal qualifications of possessing at least a BA degree and a 

certificate of educational pedagogical skills, possessing at least an MA degree to teach 

theoretical courses of university programmes, and possessing a PhD degree to teach the 

courses as well as to supervise research and theses in Master and Doctoral programmes; (3) 

having sufficient IT and foreign language skills for work requirements; (4) being in good 

health; and (5) having a clean background6. The document states that from the year 2014–

2015 universities must ensure that their lecturers meet the above minimum standards. The 

Higher Education Law stipulates that the standard qualification (trình độ chuẩn) for 

lecturers teaching university programmes should be a Master degree or higher.  

 Lecturers’ professional responsibilities are also identified in the above policy 

documents, and particularly specified in MOET’s regulations of lecturers’ work (MOET, 

2008). This document aims at providing guidelines for institutional policies and regulations 

on PLD and on lecturers’ required working hours and qualifications. The document also 

directs academic leaders to plan PLD for lecturers and assess lecturers’ academic 

performance. Being informed about these policies assists lecturers’ in fulfilling their duties 

and planning their own PLD.  

 The analysis of the documents (e.g., Education Law; the University Charter, and 

MOET’s regulations of lecturers’ work) highlighted an expectation that lecturers actively 

engage in research alongside teaching responsibilities. The documents suggest that the 

focus of lecturers’ research should support curriculum design, material design and teaching 

resources, innovations in teaching methods, testing and assessment at departmental and 

institutional levels. Lecturers are required to complete their assigned research hours, 

publish research findings in scientific journals in Vietnam and overseas, or present their 

research in national or international conferences and workshops. Annually, each lecturer is 

required to publish their research results, at least in the form of an article reviewed and 

published in a scientific journal, or an approved research project at the institutional level. 

Other research activities may include organising and participating in workshops and 

                                                 

6 A CV indicating no criminal convictions and no behaviours / thoughts against the government policies 
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seminars within the faculty and department, and supervising students’ research. Lecturers’ 

responsibilities for engaging in managing training and research activities in their 

institutions are also presented in the documents.  

 Participating in PLD is another duty stipulated for lecturers. Common terms used in 

the documents to refer to the concept of PLD include: học tập và bồi dưỡng để nâng cao 

trình độ (learning and developing to upgrade qualifications), đào tạo và bồi dưỡng giảng 

viên (training and developing lecturers), and phát triển giảng viên (developing lecturers).  

 All three documents (Education Law, University Charter, and MOET’s regulations 

of lecturers’ work) identify in some way that the purposes of professional learning are to 

upgrade the standard of qualifications required for lecturers, and to upgrade lecturers’ 

professional skills. The documents also require lecturers to undertake continuous learning 

to upgrade their general and professional knowledge, political reasoning, foreign language 

proficiency, and IT skills.  

 Learning and development are also duties of academic leaders. The documents state 

that educational leaders also have to study continuously and develop expertise, leadership 

ability, good character and responsibility. However, the documents do not differentiate 

among the forms of continuous learning lecturers and academic leaders need to undertake.  

 In addition to professional duties, lecturers’ rights are described in the reviewed 

documents. The University Charter describes lecturers’ rights in terms of teaching, 

research, PLD and other academic activities. Lecturers are allowed to teach and participate 

in research activities which are relevant to their trained specialisations. They are ensured 

access to facilities, technology and other services at the university to support their teaching, 

research, learning and professional development. Lecturers have a right to select resources, 

methods and facilities in order to enhance personal capacity and ensure the quality of their 

training, research and technological activities. 

 In terms of variations of PLD, it is explicitly stated that lecturers are entitled to attend 

relevant PLD such as training, workshops, and conferences for upgrading their knowledge, 

skills and qualifications. For example, the Education Law (Vietnamese Assembly, 2005) 

states that lecturers have the right to “be trained to upgrade their qualification” (được đào 
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tạo để nâng cao trình độ), and to “be developed” (được bồi dưỡng) in the areas of 

specialisation and pedagogy (p. 24). The document states that the government has policies 

to support lecturers and help them attain the required standards. Lecturers who are approved 

to study for a higher degree, or to develop in a specialisation or pedagogical skills, will still 

receive salaries and financial support according to relevant government policies. These 

descriptions reveal a strong focus on providing formal PLD for lecturers, and a view of 

PLD as gaining credentials.  

 Similarly, the University Charter states that lecturers can expect to “be trained and 

developed to upgrade expertise” (Vietnamese Prime Minister, 2010, p. 9). The document 

also supports lecturers to travel overseas for collaborative teaching, collaborative research, 

and academic exchange programmes as well as to attend workshops, and conferences in 

Vietnam and overseas. Other PLD forms which are less formal (e.g., collaborative teaching 

and learning activities within the faculty and the department, self-regulated learning) are 

not mentioned in the reviewed documents. 

 According the University Charter, universities and administrators are responsible for 

supporting lecturers’ PLD rights. The common direction is to construct a strategic plan at 

different administrative levels for developing the teaching staff. For example, the faculty is 

required to build strategic plans to develop the teaching and research of staff as well as to 

organise activities for training and professional development to improve lecturers’ 

expertise and professional skills. At a lower level, besides being responsible for 

implementing and managing academic activities, each department also has to plan for 

lecturer development.  

Reform initiatives and PLD supporting reform implementation 

Over the past decade the government and MOET have issued various educational reforms 

and directions to implement the reforms. The common objective of reforms is to boost HE 

quality in Vietnam, and to improve its competitive capacity in the Asian region as well as 

its position in the world. The HERA also emphasises the aim of improving student 

outcomes in terms of developing their potential for creative research, professional skills 

and competence, and working ability in the community.  
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 There has also been a call for innovation in the field of Teacher Education (TE), 

particularly stated in MOET’s plan for developing TE programmes and TE institutions over 

the period of 2011–2020 (MOET, 2011). The plan aims to strengthen the capacity of TE 

faculties or institutions and make them a creative centre for innovation in TE throughout 

the country. To sum up, the reform documents highlight the role of HE lecturers and 

managers in reform implementation as well as the role of TE institutions in preparing and 

improving a teaching and management staff who will be capable of undertaking educational 

reforms in the school sector. There has been a call from MOET for innovations in the TE 

programmes and pedagogical approaches at an institutional level. Reform objectives centre 

on improving HE quality in general and students’ outcomes particularly in terms of 

professional competence, self-regulated learning and research skills, and moral 

qualifications.  

 Reform documents raise the importance of developing human resources in HE in 

order to boost educational quality. The government’ general aim is to develop sufficient 

HE staff with the quality and ability to implement reforms (MOET, 2011; Vietnamese 

Prime Minister, 2012). Specific plans are suggested to help achieve the aims for staff 

development. A key strategy for staff development involves lecturers studying towards an 

MA and PhD qualification either in Vietnam or in foreign countries. Table 4.9 presents the 

targets for university lecturers’ expected qualifications by 2020 presented in various 

documents, with targets to ensure staff are qualified to doctoral level.  

 The reform documents are underpinned by the assumption that upgrading lecturers’ 

degrees will result in upgrading lecturers’ quality, and that teaching staff holding PhD 

degrees will help to improve educational quality and support the implementation of 

educational reforms.  
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Table 4.9 Identified qualification targets for HE staff 

 

 
Policy documents 

Targets for staff development 

By 2015 By 2020 

MA PhD MA PhD 

The basic and comprehensive reform in HE in 

Vietnam, 2006–2020 (HERA) 

  60% 35% 

Strategic plan for education development, 

2011–2020 

  100% 25% 

Project of training doctoral lecturers for 

colleges and universities, 2010–2020 

   at least 

20,000 

more 

Plan for developing the Teacher Education 

programme and Teacher Education 

institutions, 2011–2020 

100% 20% 100% 45% 

  There is also a focus on improving PLD for lecturers and educational managers in 

HE. For instance, HERA highlights the necessity of  

Renewing strongly the content, programme and methods of training and developing 

lecturers and educational managers in HE, focusing on upgrading expertise levels and 

pedagogical skills of lecturers, as well as the strategic visions, creative competence, 

and professionalism of managers.  

 Vietnamese MOET also suggests innovations in PLD programmes for lecturers in 

TE, with an emphasis on a combination of lecturer development and research activities, 

making research a criterion for developing and accessing lecturers’ research ability 

(MOET, 2011).  

 Opportunities for PLD includes providing lecturers opportunities to attend seminars 

and workshops in Vietnam and overseas in order that they can share advanced knowledge 

and scientific innovations internationally (MOET, 2011). The government encourages 

high-quality collaborative training programmes for lecturers, as well as programmes for 

exchanging lecturers and experts with foreign institutions. However, PLD strategies, 

especially informal PLD forms such as lecturers’ independent learning, or collaborative 

learning activities among lecturers, are not specified in the reviewed documents.  
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 In addition to strategies related to lecturers’ formal qualifications, other strategies for 

improving lecturers’ quality are provided, with a great focus on managing and assessing 

lecturers’ teaching and research. The documents raise the need for policies about research 

duties and required research outcomes for lecturers holding different professional titles, and 

suggest a strict application of MOET regulations to lecturers’ work (MOET, 2011; 

Vietnamese government, 2005). For example, MOET’s plan for developing teacher 

education emphasises the importance of enhancing leadership and administration 

innovations. A strategy for this is  

Identifying criteria and methods for assessing lecturers and managers of TE 

institutions in order to improve their sense of responsibility, teaching quality, and 

management effectiveness (MOET, 2011, p. 8). 

 There is a strong focus on strategies for upgrading lecturers’ formal qualification 

across various documents, revealing a belief that upgrading lecturers’ degrees will result in 

improving their teaching capability. Besides upgrading degrees, other aspects of expected 

lecturers’ quality involve improved research ability, advanced professional knowledge and 

pedagogical skills, and good professional ethics (e.g., sense of responsibility, and morality). 

The documents also express a focus on providing innovative content in the PLD for 

lecturers, particularly by linking PLD to research, to ensure the quality of staff 

development. The documents suggest issuing policies related to managing and accessing 

lecturers and managers, as well as making research a criterion for staff assessment and 

development.  

Cultural perspectives on lecturers’ professional roles and status  

The document analysis provided insights into the cultural values underpinning the 

professional status and professional roles of Vietnamese teacher educators. For example, 

the Education Law (Vietnamese Assembly, 2005) highlights that “The teaching staff have 

a decisive role in ensuring educational quality” (p. 5). The document also acknowledges 

the honour of the teaching profession when stating that the government needs policies to 

support lecturers to fulfil their roles, and to “maintain and develop the tradition of 

respecting the teaching staff and honouring the teaching profession” (p. 5).  
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 Lecturers have a professional responsibility to adhere to ethical and moral standards 

in addition to their academic responsibilities. Indeed, the documents (e.g., Tertiary 

Education Law, University Charter) outline specific academic duties for lecturers. 

Lecturers have to “maintain good character, prestige, and honour” as well as “respect 

students, treat students fairly, and protect students’ reasonable rights and benefits” 

(Vietnamese Assembly, 2012, p. 28). 

 Consistently, reforms aim to improve lecturers’ academic competence (e.g., having 

PhD degrees, improving knowledge, professional skills, and research ability) at the same 

time as improving their professional ethics. For example, the HERA (Vietnamese 

government, 2005) plans to develop teaching and managerial staff with “high expertise, 

advanced teaching and managing methods, moral qualifications and professional 

conscience (lương tâm nghề nghiệp)” (p. 3).  

 There is an expectation that lecturers study continuously to improve themselves as 

well as to provide role models for students. Furthermore, lecturers’ roles extend beyond 

teaching and academic aspects. Indeed, lecturers are expected to “contribute to the 

education of politics, morality, and ideology for students” (MOET, 2008, p. 3). In the field 

of TE, it is stated that the reformed TE programme will develop well-rounded students with 

both academic competence and moral values. The programme places an emphasis on 

“nurturing good character, morality, lifestyle, and professional ethics” for teacher trainees 

(MOET, 2011, p. 6). 

 The document review shows that the teaching profession and the role of teacher 

educators in education are highly respected by Vietnamese tradition. Lecturers are expected 

both to fulfil academic responsibilities and maintain moral standards as well as to be good 

role models for students. Some aspects of lecturers’ professional identity such as 

professional status and professional ethics were identified across the documents. 

Professional identity was not a major theme in the document review; nonetheless, the 

cultural values expected of Vietnamese teacher educators and cultural expectations of 

teacher education were strong themes arising from the document analysis.  
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Case study findings 

The previous section captured the HE context and policies related to teacher educators’ 

professional work and PLD as promoted in policy. This section examines how the educators 

in the three selected universities perceived and reported on their PLD experience in 

practice. As presented in Chapter 3, data from PLD observations and institutional document 

analysis were used to justify and triangulate findings from interviews rather than being 

analysed separately to generate their own themes or findings. An analysis of interview data, 

integrated with data from PLD observations and relevant institutional policy documents 

identified three key clusters of findings: the effects of PLD experience on individuals; the 

factors influencing PLD engagement; and the complexity of PLD experiences. While many 

participants shared similar experiences of PLD, their perceptions and reactions to the 

experiences were affected by different contextual and cultural factors at each site. In this 

section, the first two areas of the findings will be presented site by site to highlight 

individual reactions to PLD opportunities, as well as the social, cultural and contextual 

factors that impacted on the educators’ PLD engagement at each site. Findings and analysis 

of the complexity of PLD experiences across the three sites will be presented in the next 

chapter to illustrate a holistic view of lecturers’ PLD experiences in tertiary education in 

Vietnam.  

University site A 

As mentioned in Chapter 3, the study involved three university sites7 in the Mekong Delta 

of Vietnam. University site A is a traditional, regional university which was appointed by 

the MOET as a key university in the country. Site A has higher capacity and more resources 

than the other two sites. This section focuses on site A participants’ reported changes as a 

result of their PLD engagement. These changes will be presented under two categories 

identified from the analysis of interview data and relevant institutional policy documents: 

professional knowledge and pedagogical practices, and professional identity.  

                                                 

7 Demographic details about these universities are not provided for the purpose of protecting institutional and 

individual identities. 
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Professional knowledge and pedagogical practices 

All of the ten interviewed participants at site A perceived that a key role and function of 

PLD was to improve their knowledge and skills. This was associated with a perception of 

lecturers as experts in their specialisation:   

As lecturers, we need to update our knowledge and teaching skills. We must be experts 

in our fields, and even for experts, learning is never complete. Besides experience we 

accumulate from teaching, we need to understand new trends in teaching. A.L2 

 The participants especially valued PLD that improved their understanding about 

government educational reforms, and developed their content knowledge and pedagogical 

skills to enact the reform. For example, a lecturer, A.L5, said that the training related to the 

language education reform and the implementation of the reform helped her to “understand 

more about the direction of EFL teacher education”. Five lecturers in site A who were 

selected to attend this MOET training course valued both theoretical knowledge and 

practical experience in a new teaching field.  

I learned about theories related to child psychology, various activities and techniques 

for teaching children, and understood the differences between teaching children and 

adults. A.L1 

 These lecturers also reflected on applying learned knowledge and skills in 

pedagogical practice. For example, A.L1 reported a positive effect of the MOET training 

course in her teaching. She explained that she paid more attention to psychological factors 

of young learners and applied various activities she learned from the course in her teaching, 

which increased the learners’ motivation and her teaching effectiveness. Similarly, A.L4 

confirmed positive changes in her classroom practices when she applied new ideas learned 

from the course.  

I could apply what I learned in teaching. What I learned from the course changed the 

way I taught and made my classes more interesting. If I had not attended the course, 

my lessons would have been boring and I could not have explored the lessons in a 

meaningful way. A.L1.  
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I learned a lot about effective ways to teach children. I learned from micro teaching 

and feedback. I could improve my lesson planning. Now when I teach, I always 

remember to apply the principles of varying classroom activities and use many games 

in my classes to increase students’ concentration. A.L4  

 Lecturers also reported making pedagogical changes after attending external 

conferences or workshops. One lecturer, for example, reported improving her teaching 

when applying new ideas learned from an international conference on TESOL: 

I attended sessions about methods for teaching listening and speaking which is my 

interest, and ways to teach English to children using puppets, songs and game-shows. 

I learned about these from the presenters. When I applied these methods in teaching 

my university students, it was very successful. A.L5 

 Lecturers’ effort and flexibility to apply and adapt what they had learned into new 

working contexts was evident when they had to switch to a different teaching role. The 

lecturers believed that their learning from PLD and the ensuing pedagogical practices 

helped to enhance teaching effectiveness and students’ learning. For example, A.L5, who 

had a role in running the English Speaking Club (ESC) valued this experience: 

Regular attendance at the ESC had a great effect on my teaching. First, I liked sharing 

experience with the other members while discussing the club activities, and I could 

apply this experience in my teaching a lot. Second, I learned the skills to run the club 

such as how to instruct others, how to speak in public. My classes were effective when 

I applied these skills. A.L5  

 The participants also reported learning many other things when attending formal PLD 

events. Some enjoyed informal learning through conversations with colleagues from other 

universities during break time. Others valued the skills developed while working as 

facilitators of PLD projects designed for in-service teachers and lecturers in local areas.  

I benefited a lot from the project. I learned how to write a proposal and manage the 

project, and have an overview of the project. I also learned important skills such as 

communicating and organising the activities. A.L1  
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 While six participants mentioned the role of PLD in improving understandings of 

their specialisation, two participants valued knowledge of broader areas beyond TESOL 

such as education in general, and economics. They believed that this kind of general 

knowledge would support their thinking about education and their teaching practices. A 

lecturer with a leadership role described his interest in learning about other disciplines:  

I read broadly about different fields in order to improve my point of view and to have 

a new view and understanding of an issue. For example, I read not only about education 

but also other fields such as economics in order to find appropriate theories which can 

be applied in educational policy planning. After reading, I can speak and discuss about 

an issue and have a different view of education. A.AL2 

 The participants reported that attending PLD also changed their thinking about 

professional activities. For example, a leader indicated that his understanding of action 

research changed after he attended an educational project which aimed to develop lecturers’ 

research and publications. He learned that it was necessary to do action research on a small 

and specific aspect of his regular teaching practices rather than focusing on something 

general but not practical.  

 Individual lecturers (A.L5, A.L2, and A.L3) varied in the ways they applied new 

teaching ideas learned from PLD sessions into their real-life teaching contexts. Some faced 

more challenges than others due to what they described as the low level of students’ English 

proficiency and large class size. However, these lecturers seemed to go through a similar 

process of applying new ideas selectively (e.g., just in classes of English major students 

because these students had higher motivation in learning), adapting the ideas to suit 

available resources in their own institution (e.g., using alternative software supported by 

the university), observing outcomes and using students’ feedback and collegial discussions 

(with another lecturer of the same course), to inform self-assessment and adapting their 

practices after each course. 

Professional identity 

In this study professional identity was defined as how the lecturers construct and understand 

their professional self, with particular attention to their professional and pedagogical 

commitments (Hiver, 2013). Although the participants did not explicitly use the term 
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‘professional identity’, this concept was revealed from their reported changes in 

professional confidence, motivation, and sense of self through PLD activities. The term 

‘teacher’s image’ (hình ảnh của người thầy) was used frequently when participants 

expressed their beliefs in what made an effective teacher educator.  

 The participants perceived a strong connection between improving expertise as a 

result of PLD and their self-image and professional confidence. That was why they 

emphasised the importance of gaining more specialised knowledge.  

We have to identify what kind of knowledge we need to improve for our specialisation 

and teaching. Having more knowledge about something will make us more confident 

in teaching about it. A.L6 

 Five participants reported that attending formal PLD events built up their self-

confidence and affirmed their choice of profession. For example, A.L4 felt that she became 

more confident in her teaching ability after attending a training course.  

Before the course I was not sure if I was suited to teach children or not, but after 

attending it, I am confident that I am able to teach children. A.L4  

 Being selected to attend important formal PLD events (e.g., a MOET training course 

or overseas conferences) enhanced the participants’ professional pride and self-efficacy. 

One leader, A.AL2, reported that when being invited to be a facilitator for an international 

workshop, he “felt nervous but very proud”. A young lecturer also expressed her pride: 

I felt very happy, excited, and proud to be a representative of my university to attend 

this training course. At first I felt nervous about working with more experienced 

participants, but later on I became more relaxed and confident. A.L4.  

 The lecturers reported that they practised hard to enhance teaching effectiveness and 

develop self-confidence when delivering PLD for in-service teachers. This appeared to be 

more challenging for young and early-career lecturers who perceived the need to improve 

their teaching experience and skills.  

I had to learn from experienced teachers how to teach at primary schools. Then I 

learned from the textbooks we received from the training course. Before teaching these 
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classes, I had applied what I learned about teaching children into my classes of 

university students. I also taught children at a foreign language centre. Therefore, I 

have acquired experience in teaching children. After being able to apply these methods 

in my previous teaching, I felt more confident about presenting these methods to in-

service teachers. A.L5 

 Lecturers also reported that attending PLD sessions enhanced their commitment to 

teaching and research.  

After attending these workshops and training courses, I had a lot of motivation for self-

development, and I loved research more. A.L4 

 There was consistence between findings from both institutional policy analysis and 

interviews that in addition to maintaining their academic performance, lecturers were 

required to adhere to professional ethics and moral standards. For example, institutional 

polices emphasised lecturers’ responsibility to fulfil their teaching assignments and 

facilitate their students’ learning. The regulations about morality standards for the staff, 

required lecturers to 

 Be role models of personality, independent learning and creativity for students 

 Undertake lifelong learning and demonstrate effort in learning and working 

 Follow the university directions for studying higher to upgrade their 

qualifications  

(University A – Document about lecturers’ qualifications and responsibilities8) 

 The interview responses showed that the participants were aware of these 

requirements and expectations, particularly for independent learning. Two leaders (A.AL2 

and A.AL3) considered teacher educators as both leaders and role models in the classroom. 

This was consistent with questionnaire choices that showed leaders rated the role of PLD 

in enhancing leadership highly, possibly because they thought of leadership as inherent in 

                                                 

8 For the purpose of protecting the university’s identity, the title and official number of the reviewed 

documents were not presented. Instead, the documents were grouped according to their general objectives.  
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lecturers’ classroom practices. These leaders also raised the importance of lecturers 

furthering their qualifications in order to inspire students to learn. 

A lecturer is seen as the leader in the classroom, and students are followers. In an 

educational environment, it is good to apply transformational leadership which means 

inspiring people rather than imposing on them. If we want students to learn we have 

to create a model by being punctual, giving practical activities, and speaking 

persuasively. The model of a lecturer will motivate students in learning and lifelong 

learning. They will follow their lecturers’ models not only during university but also 

after their graduation. A.AL2 

 One of the leaders, however, commented that some lecturers did not practise 

independent learning, critical thinking, and problem-solving skills. This raised a dilemma 

for lecturers.  

Some lecturers do not meet the standards of a teacher educator (thầy). They are acting 

as craft-workers (thợ) rather than teacher educators (thầy). They cannot be a model for 

their students because of their limited thinking and point of view. A.AL3  

 While the above leader found limitations in lecturers’ capability as teacher educators, 

the lecturers expressed their awareness of being good role models for students and 

considered this their professional duty. This awareness influenced their teaching and 

behaviours as well as reinforcing their motivation for further learning and self-

improvement. The participants believed that teacher educators and teachers in general have 

a profound effect on subsequent generations of students. Therefore, it was important for 

teacher educators to be good role models, as well as preparing pre-service teachers to gain 

qualifications. For instance, A.L2 considered it important for lecturers to develop life-long 

learning themselves before fostering this learning habit in students.  

PLD helps lecturers develop a habit of independent learning and life-long learning. 

Only when lecturers have such learning can they share their experience with students, 

direct and encourage students to follow them. Especially for students in Education, 

this is useful not only for themselves but also for their pupils because they can transfer 

this ability to many generations of pupils. A.L2  
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 Another lecturer shared this view, and emphasised the importance of developing pre-

service teachers’ learning behaviour and awareness of their future profession.  

We need to remind students of their future role: being teachers who influence many 

generations of pupils. Therefore, they need to study harder. A small group of teachers 

cannot create changes. If all teachers are devoted to the profession, they will inspire 

their pupils. A.L4  

 Besides a sense of responsibility, the participants referred to ethics of care as they 

reflected on their teaching practices. Ethics of care refers to the participants’ perception 

that an important feature of their teaching profession was caring for their students and 

supporting students in both personal and academic aspects. For example, a young lecturer9 

reported that by caring about students’ learning needs, strengths and weaknesses, she could 

motivate students in learning and development.  

I found opportunities to have informal conversations with students and ask about their 

problems. This increased their learning motivation because they knew that I cared 

about them. I let them know my ideas about their strengths and weaknesses, and 

encouraged them to find ways to overcome their problems. A.L4   

 The participants also expressed an empathy with in-service teachers’ learning 

problems, and a concern about the effect of the language reform on in-service teachers.  

I tried to encourage the teachers to learn. Although the language reform project is good, 

implementing it is similar to giving teachers ‘a good-health medicine’10 just for a short 

time. This will not have a long-lasting effect because when they return to their local 

schools and provinces, they will not have sufficient resources to apply what they have 

learned. A.L5 

                                                 

9 In this study, ‘young lecturers’ refers to those who are at the 21–30 age group, and usually at their early–

career stage (1–5 years of experience) 

10 Thuốc bổ, refers to medicine for general good health (e.g. multivitamins), implying that PLD is a way of 

nurturing teachers/lecturers’ professional capability  
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 Such reactions to their learners’ needs motivated these participants to find ways to 

support their students’ learning. The lecturers felt that PLD such as collegial discussions 

and research equipped them to respond to these problems.  

If the in-service teachers cannot apply what they have learned in their local schools, 

we feel very concerned about this. Therefore, we are thinking about a research project 

to recommend the ways to maintain long-term effects of the reform project. A.L5 

 Engaging in PLD was reported to impact lecturers’ sense of commitment and desire 

to make a better contribution to their institution or society in general. This perception was 

revealed by two young lecturers who expressed a very positive attitude toward PLD during 

the interviews. One of them, for instance, thought that it was a privilege for lecturers to be 

selected and funded by the university or MOET to attend training courses or further 

studying programmes. Therefore, these lecturers had to improve their professional ability 

and contribute to the development of their university in return for the support they received.  

Lecturers have to do something after they finish the courses they are assigned to attend. 

First and foremost, they have to be more capable in their specialisation and able to 

apply what they have learned. Before thinking about contributing to the department 

and the faculty, they must improve their specialisation. A.L1 

 Another junior lecturer reported her desire to make a better contribution to the 

university, prompted after attending an international workshop. 

The workshop motivated me a lot because I was impressed by many things other 

people did. I felt myself too small [insignificant]. They were just lecturers like me, but 

they could do research to contribute to their institutions and their community. This 

made me think that I should set aside time for doing research to find new things to 

support my colleagues and university. A.L4  

 This lecturer also justified her desire for further studying and pursuing her 

professional aspirations. Her sense of devotion and commitment to the teaching profession 

emerged clearly in the following response: 

My viewpoint is that before I die, I must do something useful for education, at least 

for my university, or more widely for the Mekong Delta. A.L4 
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 This view was shared by two leaders who linked PLD roles and functions to 

institutional and social aspects.  

At this university, we consider PLD as a strategic activity. By not learning further, 

lecturers limit their contribution to the university. PLD is not for individuals but for 

the institution and for social contribution. PLD is a social responsibility rather than for 

personal benefit. A.AL3 

 Overall, the interview data suggested that participants made an implicit connection 

between professional identity, and PLD motivation and engagement. Their PLD experience 

enhanced their awareness of self-improvement. These qualities informed their pedagogical 

practices and were reflected in their effort to become more effective lecturers as well as 

better contributors to the institution and society. However, in practice there were several 

factors influencing the lecturers’ PLD engagement.  

Factors influencing PLD engagement 

Several cultural, social and contextual factors appeared to support or hinder EFL lecturers’ 

PLD engagement in university A. These included institutional policies, the effects of 

complying with government and institutional initiatives, leadership, and personal factors.  

Complying with government and institutional initiatives 

As presented previously, educational policy in Vietnamese HE maintains a strong focus on 

developing lecturers’ capacity and capability, especially through increasing the number of 

HE teaching staff with PhD degrees. A document review showed that university A issued 

various policy documents in response to the central directions. For example, an institutional 

strategic development agenda stated that by 2020 the university aimed to become a key 

multi-disciplinary university in the country and the biggest centre of research and 

technology transfer in the Mekong Delta. Ambitiously, the university aimed to be ranked 

as one of the leading universities in Asia, with certain training programmes reaching 

internationally recognised levels of quality. Key strategies for staff development were 

proposed in order to help the institution reach its goals as well as to address the national 

directives stated in HERA. These strategies focused on improving the quantity and quality 

of lecturers, research staff, and administrative staff. To increase the teaching resources, the 
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institution prioritised the recruitment of graduates with excellent academic records as 

lecturers. The plan also specified strategies to provide PLD for lecturers and administrative 

staff, including: 

 Sending lecturers and staff to overseas programmes to upgrade their 

qualifications 

 Having policies to attract and invite leading experts in the country and overseas 

to teach administrators, lecturers, and students.  

 (University A, document about strategic development plans, issued in 2007, italic 

added). 

 The document highlighted that there would be funding for training lecturers over 

three stages (Table 4.10). 

Table 4.10 Institutional targets for lecturers’ qualifications (2007–2020) 

 

Stage Targets Activities 

2007–2010  

 

In 2010, 70% lecturers would have at 

least an MA degree (25% PhD, and 

45% MA) 

 

Annually send 100 lecturers to 

postgraduate programmes (20% of 

them would be trained overseas) 

2011–2015  

 

In 2015, 85% lecturers will have at 

least an MA (40% PhD and 45% 

MA) 

 

Annually send 120 lecturers to 

postgraduate programmes (20% of 

them will be trained overseas) 

2016–2020 

 

In 2020, 95% lecturers will have at 

least an MA (75% of them have a 

PhD) 

 

Training 250 more PhD, and 100 

more MA (30% of them will be 

trained overseas) 

 (University A, document about strategic development plans, issued in 2007) 

 The policy documents confirmed a strong focus on upgrading lecturers’ 

qualifications. The strategies for staff development centred on providing formal PLD for 

lecturers through postgraduate programmes and training delivered by experts. When 

interpreting and implementing the government goals and directions in developing HE 

human resources, this institution set higher targets for lecturers’ qualifications (e.g., having 

75% of lecturers with a PhD degree by 2020) compared to the targets proposed in national 
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policy documents (e.g., 35% and 45% as stated in HERA (Vietnamese government, 2005) 

and MOET’s regulations of lecturers’ work (MOET, 2008), respectively.  

 Interview responses showed that academic leaders expressed an awareness of the 

university mission and vision, as well as its goals. Leaders also highlighted lecturers’ duties 

to help achieve the institutional goals. For example, a leader (A.AL3) believed that 

lecturers’ higher qualifications would lift the university’s rank and prestige. Lecturers’ 

higher qualifications could support the university goals of improving graduates’ outcomes 

to meet local and social needs for highly qualified personnel resources in the era of 

globalization. This leader also stated that besides lecturers’ qualifications, their research 

and publications were also considered crucial for developing the university’s prestige. He 

quoted the university goals and emphasised a need for having sufficient lecturers with PhD 

degrees to deliver advanced programmes.  

The university aims to develop staff with PhD degrees to have sufficient personnel for 

MA and PhD programmes in Linguistics and in TESOL in the future. A.AL3  

 The directions for and objectives of upgrading lecturers’ qualifications so that 

teaching staff had a PhD degree created motivation as well as pressure for both lecturers 

and academic leaders in relation to their PLD. Lecturers expressed an awareness that they 

had to study further to meet the reform requirements. However, requirements from the 

government and the institution also placed pressure on lecturers.  

Lecturers have a higher desire to learn. However, they feel anxious and under pressure 

when their colleagues can attend PhD programmes, or study higher. A.AL3 

 A young lecturer reported feeling pressured to apply for a postgraduate programme 

to meet the university requirements of lecturers’ standards. The pressure came from both 

the institutional policies and her peers’ expectations. 

I have been putting great effort into independent learning and research, but senior 

lecturers in the department think that I am focusing on teaching extra classes to earn 

money. Whenever they see me, they asked “Why don’t you study further?” This puts 

more pressure on me. A.L4 
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 This junior lecturer quoted an institutional policy about lecturers’ standards in order 

to justify that she was aware of her learning responsibility. The document clearly stated that 

lecturers were required to work towards higher degrees and/or qualifications within a 

certain timeframe from their recruitment. For example, one of the requirements for lecturers 

who were employed from 2008 onward was that:  

After 4 years of being recruited, lecturers must be working towards or have completed 

a higher degree than the one they had when being recruited (e.g., from BA to MA, 

from MA to PhD). (University A, document about lecturers’ qualifications and 

responsibilities, issued in 2009). 

 This document emphasised that it was the lecturer’s responsibility to plan for further 

study to obtain higher qualifications and professional titles. Those who completed the 

requirements before the due date would be rewarded in the annual assessment of lecturers’ 

work and considered for a salary raise. Those who failed to complete the requirements 

would be down-graded in these processes and possibly assigned to less prestigious 

professional posts. 

 Time and workload were ongoing factors at this site that negatively influenced 

lecturers’ participation in PLD. Generally, these were exacerbated when lecturers’ 

implemented pedagogical innovations concurrently with the language reform proposed by 

MOET. For example, three lecturers (A.L2, A.L6, and A.L4) reported working much harder 

than before when applying new teaching methods in order to improve students’ motivation, 

active learning and self-regulated learning. These lecturers said they had to spend a great 

deal of time preparing more teaching activities, planning homework assignments, and 

assessing students’ individual learning. Similarly, other participants (A.AL1, A.L4, A.L5, 

and A.L3) reported having to teach all day during the week at the same time as 

implementing the language reform project. Time limitations made it hard for lecturers to 

gather and share experience.  

Sharing experience is not often done within the department because lecturers are very 

busy. The department has just organised some seminars although we have planned 

many seminars for the whole year. Because we have been intensively involved in B1, 

B2 classes for primary school teachers from Monday to Sunday, we have no free time 

at all, it is hard to gather many lecturers together to share experience. A.L5 
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 Time constraints and work overload appeared to influence lecturers’ personal lives, 

well-being and work motivation. For example, one lecturer (A.L2) commented that she had 

to spend so much time on lesson planning and assessing students’ learning that she had no 

time for entertainment. Working long hours particularly affected young lecturers: 

My difficulty is that I have to spend lots of time preparing the lessons. When there is 

too much work, I have to stay up very late to finish it. As a result, I do not feel well 

when teaching in the classroom, or I am too tired to prepare an effective lesson. 

Because I have so much work, I sometimes feel exhausted and less interested in 

teaching. A.L4  

 Although all participants acknowledged the increased workload arising from enacting 

educational reforms, they all valued the learning opportunities associated with new teaching 

responsibilities the reforms proposed for them. For example, A.L6 reported being more 

reflective and better aware of her own PLD needs while implementing the reform.  

The reform has influenced my PLD a lot. The reform requires school teachers to learn 

in order to meet the standards. This prompted me to assess how much knowledge I 

had. Also, the reform gave me a chance to teach a new field – teaching methods for 

primary school teachers – which made me do more independent learning to understand 

the learners and be able to teach them. A.L6 

 Similarly, A.L1 commented that the implementation of the language reform created 

many benefits for lecturers. 

Despite the greater workload, the reform offers many benefits such as more classes to 

teach, more opportunities to learn, more funding and resources from MOET. A heavier 

workload, but more learning opportunities. A.L1 

 Besides individual learning opportunities, EFL lecturers reported that there were 

significant changes in collegial relationships among lecturers in the department. Changes 

derived from the process of lecturers working together to complete assigned tasks such as 

programme planning, material design, and discussions about other teaching issues. 

Academic leaders also appreciated these changes and commented that lecturers had become 

more collaborative and supportive than before.  
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There has been an improvement in teamwork and group cohesion because lecturers 

have more opportunities to work together. They have also improved how they give 

feedback. A.AL3 

 Three young lecturers especially valued their learning when working with 

experienced colleagues to design a training programme for school teachers. They also 

reported having more opportunities to receive mentoring and coaching from the others. 

We got to know each other more. Although we did not have time to meet each other 

face-to-face, we shared ideas and experiences more via email or cell-phone. There 

were more opportunities to collaborate and learn from each other, more opportunities 

for young lecturers to have mentoring and support from experienced ones. A.L1 

 The findings show that institutional policies greatly affected the participants’ PLD 

engagement. For instance, three leaders and one lecturer believed that financial support was 

important to promote lecturers’ research activities and publications. They appreciated the 

university policies that supported lecturers’ research and publications.  

Seminar presenters have financial support from the university or from the department. 

One seminar presentation is equivalent to 20 teaching periods. A.L6 

Lecturers with publications are given payments in the form of additional teaching 

hours. For example, one paper in a national journal equals to 50 teaching hours, and to 

100 teaching hours in an international journal. A.AL3 

 Although the participants valued financial support for some PLD activities, they 

noted limited funding for other situations and felt that greater financial support would 

maximise their PLD engagement. For example, they proposed more funding for conducting 

research at institutional level, attending workshops held in foreign countries, and inviting 

foreign experts to the university to provide training for lecturers.  

 Other institutional policies were also perceived as hindering lecturers’ engagement 

in research. For example, A.L6 reported that lecturers were required to register their 

proposed research topics one year in advance, which she thought was not feasible. She 

wanted to be informed of the criteria for research assessment, and suggested more realistic 
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timeframes for applying to undertake research. She also experienced problems in applying 

for research funding at institutional level, which caused her to lose interest in research:  

There were unclear criteria for assessing research proposals. I was refused without any 

explanation. Priority is often given to lecturers who ask for big funding, or who have 

a PhD degree, or who are senior lecturers. A.L6 

 Two other lecturers raised the need for transparent criteria for selecting lecturers to 

attend PLD, particularly formal PLD opportunities provided by the university or by MOET. 

Young lecturers felt that they were at a disadvantage:    

Young staff like us don’t attend many training courses. That means we do not have 

many opportunities to attend specialised training courses. Only more experienced 

lecturers are given priority to attend them. We are mainly given opportunities to attend 

workshops. I’ve found that lecturers in other universities are younger than me, but they 

can participate in significant courses. I think there should be more support for young 

lecturers to attend training courses, and there should be no distinction between young 

and experienced lecturers. A.L5 

 They gave examples of inequitable policies for selecting candidates for formal PLD 

outside the university, especially overseas. These specialist courses were intended by 

MOET to prepare EFL lecturers to implement the language reform:  

For training courses related to the project, only experienced lecturers were selected. I 

felt sad about this. They should have considered language competence as a criterion. 

An important thing I want is a change in criteria to select participants more fairly, 

rather than basing so much on degrees. A.L4 

 The responses from the lecturers, however, did not clearly show if these selection 

criteria were set by the PLD providers (MOET) or from their institutional policies.  

 Although expressing concern about the selection process for attending PLD, a young 

lecturer later commented that she was happy with the current practice of planning lecturers’ 

PLD within the department. She found that lecturers’ expectations of PLD were considered 

and integrated with the general development goals of the department: 
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The department completes a form showing each lecturer’s priorities within a certain 

professional field. For example, if I wish to develop IT skills, and skills for teaching 

children, whenever there are any related workshops, my name will be on the top of the 

list. This is because there used to be problems of lecturers competing with each other 

for professional development. Therefore, now the department has a clear direction. 

The lecturers state their expectations and the department will decide their priorities 

when there are related training courses, both inside and outside the country, run by the 

MOET. A.L5 

 The extract suggests that the departmental PLD plan focused on formal PLD such as 

training courses and workshops, provided either within or outside the country.  

Leadership 

The participants identified that academic leaders played an important role in supporting 

lecturers to attend PLD. An academic leader (A.AL3) perceived that leaders needed to 

provide timely directions and support for lecturers’ PLD activities. He reported that he 

clearly informed lecturers about the university mission and vision, as well as the 

development plans of the university and of the faculty in staff meetings. This enabled 

lecturers to understand their responsibilities and plan their PLD. He reported closely 

supervising and directing research activities. He also attended seminars and professional 

meetings within the department in order to encourage and support EFL lecturers.  

After we suggest a direction for change, we need to check how people follow it and 

support them when they have difficulty. A.AL3 

 Besides sharing information and giving encouragement, it was perceived to be 

important for leaders to mandate lecturers’ PLD practices. This view was shared by both 

leaders and lecturers. Indeed, a lecturer commented that requirements were necessary 

because they pushed lecturers to move ahead. Without these expectations from leaders, 

lecturers might not try as hard as they could to make progress.  

It is necessary to encourage as well as to require lecturers to do research or to present 

in faculty seminars. People usually do required things better, so requirement is good. 

Sometimes, people say they do not have time, or do not know how to do something, 

but when being required to do it, they can. Requirement here means being able to 
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practise, to do, and to learn something’ rather than forcing everyone to do something. 

A.L6 

 Similarly, two leaders (A.AL1, A.AL4) mentioned that lecturers did not undertake 

tasks when there was no obligation to do so.  

There is no requirement for peer observations and co-teaching, so lecturers see no need 

to do these. A.AL4 

 These leaders, therefore, proposed to make these activities obligatory to ensure that 

lecturers practised them regularly.  

 Reflecting on their leadership practices, all leaders perceived that it was important to 

be a role model to motivate lecturers in their PLD. Just as lecturers were expected to be 

role models for their students, leaders reported making an effort to set a good example in 

learning and teaching for lecturers, which they referred to as “transformational leadership”.  

Because I am in this position, I need to engage in research and independent learning, 

and have publications to encourage lecturers to do these things. A.AL1 

 A.AL3 also shared his view on qualifications of a good leader.  

I am a good role model (tấm gương) because ‘people may doubt what you say, but 

believe what you do’. A good leader needs to have both tâm (good heart, or aspiration) 

and tầm (a clear vision11). I always do things wholeheartedly and fairly. A.AL3 

 This leader considered PLD as a social responsibility, and reported committing to 

ongoing professional learning to fulfil his leadership roles and contribute to the 

organisation. 

 Besides reporting on their leadership beliefs and practices which facilitated lecturers’ 

PLD, some leaders admitted to having weaknesses which hindered lecturers’ engagement 

                                                 

11 In Vietnamese tâm (good heart) refers to characteristics more associated with emotions such as 

kindness, care, love, fairness, honesty, and devotion. Tầm (vision) refers more to intellectual 

qualification and expertise, particularly the competence for strategic planning.  
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in PLD. For example, when justifying why lecturers were not actively engaged in research, 

one leader commented that: 

The roles of academic leaders in research are not clear. We need to be involved more 

actively to encourage and promote lecturers’ research activities. Leaders have to 

participate, monitor, and assess the effects of research activities. A.AL3 

 Similarly, another leader thought that leaders did not play a positive role in promoting 

lecturers’ collaborative learning through activities such as co-teaching and peer 

observations.  

Some academic leaders are not aware of the function and value of a learning 

community and collegial support, so they do not promote these activities. A.AL4 

 Within this university, the issue of leadership was reported both as support and as a 

barrier to lecturers’ PLD more often by the leaders themselves rather than by lecturers. 

Most lecturer participants appreciated the support they received from their leaders 

regarding their PLD engagement.  

Individual factors 

Issues related to lecturers’ beliefs, awareness, and capacity were identified as influencing 

lecturers’ engagement in PLD. Two leaders commented that some lecturers did not invest 

sufficient time and effort in learning further. One of them explained that time was 

commonly used as an excuse for lecturers’ lack of engagement in pedagogical changes and 

research, while the actual reason was likely to be lecturers’ limited awareness of the value 

of these activities.  

They usually say that they have no time to apply new things. They are not aware that 

by applying new things they will achieve better quality teaching. If they research and 

write publications, they will achieve financial rewards. A.AL4 

 Similarly, another leader commented that although the implementation of educational 

reforms and new teaching methods increased the lecturers’ teaching load, it created 

opportunities for their learning and research. He thought that lecturers would engage more 
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actively in research if they knew how to integrate research into their teaching and daily 

work.  

They do not know how to take advantage of their chances at the moment; that is their 

teaching opportunities. As lecturers, they just need to do research related to their own 

work and their daily teaching, but they do not. A.AL3 

 This leader felt that at times lecturers’ beliefs posed barriers to their efforts towards 

further learning and research. He gave example of two lecturers’ lack of autonomy.  

They think that everything needs training. They are not aware of their own initiative 

in learning and their ability to seek for help. Some lecturers have limited research 

ability, and ability to observe and identify research topics. A.AL3. 

 This leader also commented that some lecturers lacked vision about the positive 

impact of PLD as well as their role in supporting the university goals.  

They tend to accept what they have at the moment rather than thinking about the future 

when the university needs PhD lecturers to staff MA and PhD programmes. Providing 

these postgraduate programmes is an important mission of the university. Therefore, 

by not learning further, they limit their contribution to the university. A.AL3 

 During the interview, this leader expanded his perception on the previously 

mentioned concept of thầy in Vietnamese. He commented that some lecturers were far from 

meeting the standards of a teacher educator. 

We are training thầy (teachers), but lecturers are now just thợ (craft-workers), so they 

tend to train their students as thợ. Their teaching philosophy is ‘teaching is going to 

class’ rather than ‘teaching is a creative career’. Therefore, they merely provide a 

mould, and train students rigidly to fit their given mould. For example, they do not 

exploit the internal competence of learners and encourage individual development. It’s 

a danger because this relates to lecturers’ beliefs. This teaching method kills learners’ 

potential and reduces their competence for lifelong learning. A.AL3 

 He viewed an ideal teacher educator as one who is aware of and supports students’ 

needs and potential and, is flexible in their teaching in order to facilitate and promote 
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students’ competence and life-long learning. His vision for teacher education conceived of 

the teaching profession as a creative career rather than a mechanical delivery of lessons.  

 In order to promote lecturers’ engagement in research and other PLD, this leader 

(A.AL3) suggested that MOET and the university should have a clearer direction for 

managing lecturers’ work, with clear requirements for each type of lecturer in terms of 

teaching and research responsibilities. He thought this would help to assess lecturers’ 

performance at the end of the year more accurately. Those who did not meet the 

requirements could then be removed from the position of teacher educators. This idea again 

reveals that regulations and requirements were perceived as necessary to promote and 

assess lecturers’ professional work. This also highlights the academic leaders’ desire for 

transparency and feedback in staff management.  

 While academic leaders identified limitations related to lecturers’ beliefs, awareness 

and competence as key factors hindering lecturers’ research activities, the lecturers 

themselves (A.L2, A.L3, A.L4, A.L6) referred more frequently to contextual barriers (e.g., 

time, workload and policies regarding research assessment and funding), and their limited 

research experience. Another difference was that while one leader (A.AL3) suggested 

making research a criterion for lecturers’ assessment, the lecturers seemed to think of 

research as a learning process. Two lecturers (A.L2 and A.L6) admitted that lecturers had 

limited confidence in and ability to research. Using the metaphor truyền lửa (transferring 

the fire), A.L2 emphasised the importance of peer support and inspiration in promoting 

lecturers’ research.  

It is necessary to have someone who ‘transfers the fire’ to others to do research or to 

join a research project. This will create a movement or a wave for research which will 

spread from one lecturer to another. Collaboration in research will increase lecturers’ 

confidence and motivation as well as share responsibilities. A.L2 

 In addition, lecturers’ personal circumstances and other commitments beyond 

academic duties were identified as having a major influence on their availability to 

participate in PLD. Academic leaders doubted lecturers’ PLD commitment. One leader 

complained that undertaking external teaching hindered lecturers’ learning effort. This kind 
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of additional work, or moonlighting, was informally referred to as chạy sô (running teaching 

shows).  

Lecturers are busy with their ‘teaching shows’ to earn money, so they do not invest a 

lot into learning or applying for short or long courses overseas. A.AL4  

 In contrast, another leader expressed sympathy with lecturers’ personal 

responsibilities, and explained that most lecturers preferred teaching to research because 

teaching they thought that teaching was less challenging and helped to increase lecturers’ 

income.  

Due to financial conditions and the day to day problems (cơm, áo, gạo, tiền12), they 

prioritise teaching over research. A.AL3 

 Lecturers themselves also identified family commitments and personal lives as 

factors that at times hindered their PLD engagement. A young lecturer reported that: 

I give priority to family issues. I once had to turn down a learning opportunity although 

I liked it very much. That was a chance to attend a course overseas. A.L5 

 Similarly, a lecturer (A.L3) who reported participating in very few PLD activities 

explained that he did not have time to attend these events because besides teaching, he had 

outside commitments to his family and running his own business. 

 A few young lecturers, in contrast, commented that they had the advantage of being 

single, and free from family commitments, which allowed them to seize learning 

opportunities. As one lecturer said, “I am still single, so I have more free time to attend 

workshops or training courses”. A.L1 

 In general, the participants reported that PLD was influenced by cultural, social and 

contextual factors which functioned either as supporters or barriers to PLD. External factors 

included national as well as institutional policies and initiatives. Lecturers’ PLD 

                                                 

12 Cơm, áo, gạo, tiền (cooked rice, clothes, raw rice, money) is an expression in Vietnamese to refer to 

necessary issues in a person’s material life 
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engagement was also influenced by internal factors such as their beliefs, competence, as 

well as their personal circumstances.  

University site B  

University site B was a relatively new university which was established from a teacher 

training college. The university was located in a province, and it was under MOET’s 

administration. University B was one of the universities appointed by MOET to provide 

training courses for EFL in-service teachers from several provinces in the region in 

response to the reform in foreign language education. In this respect site B was similar to 

site A in that it received supported PLD and resources from MOET. Similar to site A, some 

EFL lecturers at site B reported having opportunities to attend official MOET training and 

overseas PLD to enhance their capacity to enact the reform.  

 The participants from university B acknowledged a number of changes resulting from 

their PLD engagement. The changes, either implicitly or explicitly expressed, involved 

improved professional knowledge and pedagogical practices, and impacted their 

professional identity.  

Professional knowledge and pedagogical practices 

The participants reported improving their professional knowledge and skills as a result of 

their PLD experience. This effect was particularly related to their engagement in formal 

training as well as independent learning. Improvement in knowledge and skills were highly 

valued by the participants because these were believed to enhance their teaching 

effectiveness. For example, the participants (B.AL5, B.AL1, B.AL3, B.L1) reported 

learning about theoretical issues and practical activities in the field of teaching English to 

children from MOET training related to the language reform. They believed that learning 

from the training supported their new responsibility of teaching in-service EFL teachers at 

primary schools in the local areas.  

 These participants acknowledged that PLD engagement impacted upon their 

pedagogical practices. They felt that most changes had occurred in the areas of self-

reflection, adaptive teaching, and applying their learning to improve practices. For instance, 

most participants reported that reflection after attending formal PLD enabled them to 
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identify teaching areas they needed to improve. For example, B.AL1 emphasised that she 

made an effort to vary the activities within a lesson in order to improve students’ motivation 

and comprehension. B.AL3 and B.A2 reported applying the techniques they learned from 

the TOEIC workshop to simplify the teaching activities and provide authentic materials to 

facilitate learning for students with low levels of English.  

 A participant from the training course organised by MOET and the British Council 

experienced an ‘aha moment’ which changed her previous beliefs about good practice.  

Before, I had always started a lesson with theories. During the course, when I planned 

activities and practised teaching, the instructor kept commenting that I was giving too 

much theory. I changed and realised that it was more effective to present theories 

through activities. Now I always apply this approach in my teaching. It helps students 

learn better. B.AL1 

 The participants made a conscious effort to apply their learning from formal training 

into their teaching practice. For example, after attending a course on teaching English to 

children, they reported adapting and applying this content for teaching university students. 

They appreciated the positive effect this had on students’ motivation and outcomes.  

I have become more active in teaching. I use a lot of games, chants, and songs in 

teaching the classes of university students. I even sing more frequently in the 

classroom. Before I was very shy and did not dare to sing in the classroom. The 

students are very motivated. They commented that I look younger and more cheerful. 

I think it is because they enjoy the activities. B.AL1 

 Another important impact was that lecturers who experienced meaningful PLD were 

eager to share their learning with colleagues. For example, B.AL1 and B.AL2 highly valued 

their learning from attending a training course by the British Council. They especially 

appreciated how giving and receiving feedback from the course facilitators and other 

attendees benefited their teaching practices. These two lecturers also reported changing 

their view of teaching errors: “I learned that making mistakes when we are teaching is not 

a bad thing because we can learn from our mistakes” (B.AL1). As a result, they planned to 

organise a workshop for their colleagues to share their learning experiences and discuss 

how to make teaching observations and feedback more effective within the department.  
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 From the course experience, B.AL1 added that she learned to be open-minded and 

self-reflective. Another important change she identified was the way she addressed teaching 

problems. She learned to take responsibility for the success as well as failure of a lesson. 

As she stated, “I often blame myself if the lesson is not effective and students are not 

motivated in learning. If they do not learn well, it is my fault, not theirs” (B.AL1).  

 Besides professional knowledge, teaching skills, and language proficiency, the 

participants (B.AL1, B.AL3, B.AL2) reported learning general presentation skills, 

workshop organisational skills, and time-management skills. This reflected that they were 

interested in learning many other things beyond their specialisation. The participants’ PLD 

experience illustrated that meaningful PLD promoted positive changes in the pedagogical 

practices, professional confidence, and attitudes about teaching of individual lecturers.  

Lecturers’ professional identity 

The participants reported that PLD experience enhanced their professional confidence. For 

example, B.AL1 revealed that her participation on a course made her become more 

confident in teaching and in socialising with other colleagues. She described feeling very 

anxious at the beginning of the course activities.  

The other participants were very active. Some of them had studied abroad, so they 

were very confident. They talked and discussed a lot. During the first sessions, I mainly 

listened to their ideas. I was also not confident in teaching the in-service school 

teachers in Hochiminh city because they were very good. I was afraid they would ask 

me too many questions. B.AL1 

 However, she reported gaining self-confidence after a few sessions and becoming 

more eager to express her ideas during the course. B.AL1 believed that participating during 

the course empowered her to interact with professionals from other areas and made her 

enthusiastic about widening her network. Her agreement to participate in my research was 

an example. 

If I had not attended this course, I would not have been confident enough to participate 

in this interview. When I was invited to join the research, I thought, “Why not? If I do 

it, I will have a new friend”. B.AL1 
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 This particular academic leader reported professional and personal transformations 

as a result of her participation in PLD. PLD participation also increased her motivation to 

teach and seek for further PLD opportunities. She acknowledged that: “The more 

workshops and training courses, the more motivated I become in teaching” (B.AL1). 

 There appeared to be a mutual influence between the participants’ care for students’ 

learning, their PLD, and their teaching practices. Observations of their students’ challenges 

in learning motivated the participants to research ways to support their students better. For 

example, B.AL4 reported conducting an individual research project on students’ mistakes 

on the course he was teaching.  

 Other participants expressed empathy with their learners – in-service teachers who 

were implementing the language reform in the school sector. They were aware of the 

contextual and psychological challenges these teachers experienced.  

It is hard for them to improve their language because at schools they do not have good 

learning conditions. They are very upset when judged as lacking competence and 

looked down upon by parents and their colleagues who teach other subjects. Now they 

are under a lot of pressure to improve their proficiency in a limited time. B.AL1 

 Some participants questioned the feasibility of expecting local in-service teachers to 

immediately apply what they learned from the training at site B.  

I’m concerned about their ability to apply what they learned here. There are a lot of 

problems in teaching facilities at schools. B.AL3 

 This care for their learners encouraged lecturers to take more responsibility for 

supporting learners’ learning. The participants (B.L1, B.L2, B.AL3, and B.AL1) felt 

uncomfortable and responsible when the students did not learn well in their classes. To 

address these problems, the lecturers reported doing more self-reflection and discussing 

issues with their colleagues to find ways to teach more effectively.   
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Factors influencing PLD engagement 

The participants highlighted various factors that impacted upon their PLD engagement. 

This section will describe how the participants’ PLD had been influenced by educational 

reforms from the government, institutional initiatives, leadership, and personal factors.  

Complying with government and institutional initiatives 

Similar to those at the first site, the participants from this site focused particularly on 

enacting the reform in foreign language education. This reform was reported to present 

challenges as well as opportunities for EFL teacher educators.  

 Although the reform was perceived to be necessary, many participants reported 

feeling under pressure to upgrade their knowledge and skills, especially in achieving the 

level of language competence to meet the standard set by the university. The term đạt chuẩn 

(meet the standard) was used repeatedly to indicate their PLD focus. Unlike site A where 

junior lecturers reported facing more pressure to upgrade their knowledge and skills, the 

pressure appeared to be greater for senior lecturers at site B managing cultural issues of 

face-saving and peer pressure.  

The reform caused tension and anxiety for lecturers to meet the requirement, especially 

for middle-aged lecturers or lecturers with leadership because they were afraid that 

they could not get as good results as the younger ones when taking an English test. 

B.L3 

 Additionally, time and workload were identified as the two biggest challenges to 

lecturers’ PLD attendance, as consistent with findings from site A. All participants reported 

that they had very busy teaching schedules since the reform implementation.  

Lecturers have to teach too much. They do not want this, but this is because they have 

to teach the classes arising from the reform project. For me, after class time, I have to 

spend a lot of time assessing learners’ work and responding to their questions. This 

affects my independent learning routine. B.L2 
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 Many participants (B.AL2, B.AL4, B.AL5, B.L1) revealed that they faced pressure 

to ensure that their learners met the outcomes set by the reform, which they perceived 

unrealistic.  

Implementing the reform causes pressure and a greater workload for both lecturers and 

school teachers. School teachers gather at the university to attend a two-month 

intensive course of English. By the end of the training, these teachers need to have 

upgraded their English by one level. It is very hard to achieve this over a short period 

of time. B.AL4 

 The above challenges led some participants (B.L1, B.L2, B.AL5) to think that the 

reform was too demanding.  

It causes two burdens (gánh nặng): how to learn independently to meet the expected 

qualifications for lecturers, and how to train others to meet the standard for teachers’ 

qualifications. These are our two biggest concerns. B.L1 

 However, all participants valued the learning opportunities associated with the 

reform. They found the training courses sponsored by MOET, both in Vietnam and 

overseas very helpful for improving their learning and teaching. A leader expressed a very 

positive attitude toward the reform:  

Lecturers have learned and applied the new language standard, which was based on 

the CEFR. They have accessed various teaching materials and textbooks oriented to 

the CEFR standard, and can prepare themselves for the test. Their learning needs and 

awareness of independent learning have increased a great deal. B.AL4 

 The participants’ increasing need for their PLD also resulted from their self-

assessment and the feeling of uncertainty and inadequacy they experienced in their 

implementation of the reform. As one stated, “We feel that we are not good enough. 

Because we are inadequate, we have to learn more to be able to teach these classes” 

(B.AL5). 

 Some participants thought that the reform implementation also enabled lecturers to 

understand more about challenges and expectations of their learners who were in-service 

EFL school teachers. As a result, the lecturers were better equipped to develop a network 
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with school teachers. The participants also indicated that the new teaching responsibilities 

promoted more collegial support and sharing of teaching experience and resources among 

EFL lecturers. For one lecturer, the reforms “helped to increase collegial conversations and 

sharing of teaching materials and teaching ideas. This helps us solve our problems and teach 

more effectively” (B.AL3). Overall, the reform in foreign language education was reported 

to create significant changes in the participants’ working contexts. The new teaching 

responsibilities and requirements associated with the reform were considered to foster the 

participants’ motivation to engage in various kinds of PLD, particularly to improve their 

competence in fulfilling their teaching responsibilities.  

 The participants frequently referred to policies (cơ chế) and innovations as both a 

supporting and hindering factor to their PLD engagement. In terms of formal training, the 

participants appreciated the financial support they received for attending external events. 

However, they all commented that the support was limited and wished for increased 

funding either for lecturers to attend outside training or for inviting experts to provide 

training within the university.  

 In addition to the limitation of funding, a leader referred to an institutional regulation 

that lecturers have an article published in workshop/conference proceedings in order to 

receive funding for attending the event. She noted “I want the university to eliminate this 

regulation because it is very difficult to write an article. Also, we do not have time to do it” 

(B.AL1). In contrast, one leader thought that this policy was an effective way to ensure that 

PLD opportunities were divided equally among the lecturers.  

For the foreign language teaching reform, the opportunities to attend workshops and 

training courses were divided among lecturers within the department. Most lecturers 

attended at least one training session provided by the project. Therefore, I see no need 

to provide lecturers with more training or PLD support in their implementation of the 

reform because most of them have had enough training. B.AL4 

 The training provided by MOET was considered to be a formal qualification for 

teaching the reform-related classes. This may explain why lecturers valued formal training 

highly and considered it necessary for their teaching:  
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Only those who have had the training from University X are eligible to teach the 

classes related to the language reform project. Some other lecturers have not been 

assigned to teach these despite their competence. B.AL2 

 Four participants referred to the difficulty of inviting foreign experts to come and 

organise PLD for lecturers within the university. These participants felt that politically 

related policies from the local authority restricted university lecturers’ opportunities to 

engage in learning with foreign experts. In addition, one participant identified that a recent 

institutional initiative on the assessment of lecturers’ professional performance had had a 

great impact upon their PLD. They explained that the initiative had only been enacted 

within the past six months. The new policy specified criteria for assessing lecturers’ work 

and classifying lecturers’ performance into various levels of achievement13. The policy 

rationale was to improve lecturers’ teaching quality and research ability. The two 

participants (B.AL4 and B.AL3), who expressed a strong support for top-down 

requirements, perceived this new method of assessment as motivating for lecturers.  

This policy has affected lecturers’ independent learning a lot. One example is that it 

requires lecturers to have a personal PLD plan in order to gain good scores for this 

item. Research is identified as a key criterion, contributing to very high scores in the 

assessment. With this assessment, lecturers have to study hard and complete the 

research requirement in order to gain the highest merit grade. B.AL3 

 In contrast, other participants (B.AL2, B.L1, B.L2) pointed out challenges in 

implementing the criterion of lecturers’ research engagement from this initiative. They 

explained that: 

There are no standards for research assessment. The assessment focuses on formats 

rather than content. Sometimes, research committee members use conflicting methods 

to assess lecturers’ research activities. B.AL2 

                                                 

13 In this university, these levels were reported to include: chiến sĩ thi đua (competitive soldier), lao động 

giỏi (good labourer), and hoàn thành nhiệm vụ (duty completer), raking from the highest to the lowest. The 

terms/titles of lecturers’ performance may varied from one university to another, according to their 

institutional assessment schemes. 
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 Another barrier identified by many lecturers was the process and regulations required 

to ask for research funding. For example, B.L1 and B.L2 mentioned the complicated 

paperwork (thủ tục rườm rà) that required researchers to make detailed claims for expenses. 

It was also challenging to provide evidence when applying for funding. B.L2 expressed 

frustration and annoyance when talking about these requirements, which he called kim, chỉ, 

đá lửa14 in Vietnamese. He highlighted that these regulations greatly discouraged lecturers’ 

from engaging in research, especially for ‘genuine researchers’ who cared about the 

research quality. Additionally, if it was provided, the funding for research was perceived 

as insufficient. 

Research benefits us a lot and helps us improve our ability. It is an achievement if we 

have finished one research project and have it published. However, to tell the truth, I 

do not have a lot of motivation for research. Funding for research is too limited. For 

example, last year I had about 8 million VND15 to support research at the institutional 

level, but my actual expenditure was more than this. In economic terms, it is a big loss 

(lỗ nặng) to do research. B.L2 

 The pressure on lecturers to fulfil their research responsibility seemed to escalate 

when the university announced its intention to eliminate financial support for research 

beginning in the next academic year, due to a limited institutional budget.  

We were informed that from next year, there would be no funding for research. I think 

without funding, people will not want to conduct research. People want payment for 

their PLD. There should be a good reward system. B.L2 

 It was important to note that this perception derived from his belief that providing 

good payment or financial reward was a way to acknowledge the lecturers’ effort and 

appreciate their achievement, rather than a mere interest in how much money lecturers 

could earn from their PLD.  

                                                 

14 Tiny, detailed but not useful things. This expression refers to the action of paying too much attention to 

small and unimportant details.  

15 8,000,000 VND is approximately equal to 470 NZD 
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 Some participants expressed different reactions to the university initiative on lecturer 

assessment and then the decision to stop research funding. While B.L2 believed that 

lecturers would lose their motivation to conduct research, he reported that some lecturers 

in the department felt pleased with the elimination of funding, mainly because “they will 

not need to do the complicated paperwork related to funding”. Some believed that lecturers 

would continue to conduct research to meet the requirement.  

Lack of funding will not affect lecturers a lot because with the new assessment scheme, 

they have to complete their research duty to achieve a high performance rank. B.AL3 

 One participant, B.AL2, shared the idea that the assessment initiative encouraged 

lecturers’ research engagement, but questioned the quality of research conducted only to 

meet the requirement rather than out of a genuine desire for learning. She also referred to 

the fact that “not all lecturers are good at research because it requires skills and experience”.  

 Reflecting on the effect of the initiative on non-professional aspects of lecturers’ 

lives, B.A2 shared that “some lecturers feel anxious about not meeting the criteria of the 

new policy because the assessment result is related to their salary”.  

 Overall, the participants perceived that the institutional initiative in lecturer 

assessment encouraged them to improve their professional performance and research 

engagement. However, they highlighted tensions and challenges arising when lecturers had 

to complete their workload and research duties without sufficient support. This complicated 

situation added to their anxiety and professional burden.  

Leadership 

Similar to the perception at site A, leadership was agreed to be an influential factor on 

lecturers’ PLD. However, at this site, lecturers’ obligations to complete PLD were 

mentioned very frequently, suggesting a top-down leadership style. The combination of 

encouragement and requirement was a key leadership strategy. It appeared that lecturers 

valued this kind of leadership although at times they challenged the feasibility of meeting 

the leaders’ requirements.  
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 Many participants shared the belief that obligations were necessary and motivating 

for their learning (B.AL3, B.AL4, B.AL5, B.L3). These participants thought that 

requirements from leaders, together with lecturers’ agency, enhanced lecturers’ PLD 

engagement.  

We are aware that we need to learn, but sometimes we postpone our learning due to 

time and workload. However, if we are required to do something, we will try harder to 

complete it. B.AL3  

 Sharing this view, B.L3 referred to imperatives from leaders as an external influence 

on lecturers’ participation in PLD.  

Lecturers try to learn and improve themselves to meet leaders’ requirements. For 

example, in a meeting, the rector requested that lecturers attain higher qualifications 

in order to improve the university image, compared with the neighbouring universities. 

This made the lecturers try to study higher, as a way to express their respect for and 

their obedience to the rector’s requests. B.L3 

 The practice of giving respect and obedience to leaders suggested by this lecturer 

reflects cultural aspects of Vietnamese hierarchical society which values obedience and 

authority.  

 The participants identified qualities of a good leader. There was a clear expectation 

that the leaders would provide a model of learning in order to motivate lecturers in their 

PLD.  

Leaders should be ‘one head higher’16 than the others. They must understand and 

sympathise with others, and inspire others to take action. Leaders have a very 

important role. If they want to require lecturers to study, they themselves have to do it 

first. B.L2   

 Lecturers and leaders alike, identified the roles of leaders in supporting PLD.  

                                                 

16 Vietnamese expression cao hơn người khác một cái đầu, referring to someone who is significantly more 

knowledgeable than others / has a higher level of knowledge and expertise than others 
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Our leader is highly qualified. He has done a lot of research. He is also very 

understanding and supportive. He encourages us to do research, and says that he would 

be willing to give feedback and advice on our research reports. B.L2 

Because I am a manager, I have to be a role model for the others. I have to do these 

things first so that the others can follow me. It is not effective if I just say things without 

doing them. I need to have experience of these things before I can give the others 

directions persuasively. B.AL4 

I always encourage and provide opportunities for lecturers to improve their PLD. My 

working principle is respecting the others in the department. If I find something 

suitable for a particular lecturer, I will recommend it to him/her, and let him/her make 

the final decision. I give lecturers orientation, and ask for ideas about it before carrying 

out something. It is not 100% obligatory. B.AL4 

 The description of leadership practices from B.AL4, especially the respect for 

lecturers’ choices, appeared to contradict the lecturers’ experience of obligatory PLD 

activities within the department such as observations, research, monthly staff meetings, and 

taking English language tests. However, most of these required activities were regulations 

set by the university and the MOET. This mismatch showed a tension between what this 

leader perceived effective in leadership, and what needed to be done in practice in order to 

meet the institutional and national requirements. This also showed a nesting relationship in 

which leaders at department level were influenced by rules and regulations from higher 

administrative levels in their leadership practice.  

Individual factors 

Individual factors had a strong influence on lecturers’ motivation to take part in PLD. These 

related to lecturers’ awareness, agency and effort, the desire to enhance their professional 

identity, and the challenge to achieve a balance between their work and personal lives.  

 Although they mentioned several external factors influencing lecturers’ PLD 

practices, all participants emphasised that lecturers’ self-awareness, agency and effort were 

decisive factors influencing their commitment to engage in PLD (B.AL1, B.AL3, B.AL4, 

B.AL5, B.L3). For example, one leader emphasised that it was the lecturers’ responsibility 
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to make full use of any internal forces to support their learning (phát huy nội lực) and 

supplement limited PLD opportunities.  

Lecturers themselves play a core role in their PLD. Despite facing difficulties, they 

should think of PLD as their own need and duty. If they have awareness and 

determination, and are willing to take action, they will solve problems. For example, 

if they do not have a chance to study overseas, they can study within the country, or 

can practise their language using CDs, DVDs, or books in English. B.AL5  

 Similarly, another leader, B.AL4 also emphasised the necessity of self-management: 

It is important that we regulate our own learning and research, and undertake our own 

PLD. Because we do not have a lot of time, we need to focus on the issues that are 

most necessary to our teaching, or of most interest to us. B.AL4 

 Lecturers’ perceptions of their professional identity and their sense of professional 

commitment were other personal factors that fostered their PLD engagement. All 

participants acknowledged their responsibility as teacher educators in the field of teacher 

education and educational reform implementation. Some of them described the profession 

as ‘a pride’ (vinh dự). They perceived that teacher educators have an effect on subsequent 

generations of students they train. The lecturers, therefore, felt a strong responsibility to 

improve themselves: “Lecturers need to study hard to build their prestige and inspire 

students to learn” (B.L3). They also highlighted the necessity for lecturers to improve both 

professional knowledge and morality, two important qualities of teacher educators. This 

was expressed as a combination of tài (talent or expertise) and đức (morality)17. B.L3 

explained it in this way: 

There is a Vietnamese proverb: “có tài mà không có đức là người vô dụng; có đức mà 

không có tài làm việc gì cũng khó” (A talented but immoral person is a useless one; a 

moral but untalented person does everything with difficulty). Having good knowledge 

is not enough. If students respect a lecturer’s morality, they will have more trust in the 

                                                 

17 In Vietnamese, “tài” refers to talent, or high level of expertise; “đức” refers to high moral standards. These 

two qualities are culturally considered as requirements of good leaders, or expected qualities for people who 

receive high social respects such as teachers and doctors. 
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knowledge he/she transfers, be more convinced, and remember what they have learned 

from this lecturer longer. B.L3 

 This perception reflected the Vietnamese cultural expectation that teachers are 

models of knowledge and morality for their students. Good expertise and high moral 

standards were also identified as crucial qualities of teacher educators in national and 

institutional documents such as the University Charter, Tertiary Education Law, and 

University Self-report.  

 All participants acknowledged the significance of their roles in teacher education; 

however, they also perceived undertaking PLD to be ‘a professional burden’ (B.A1, B.A2, 

B.AL5) or ‘a heavy duty’ (B.AL3, B.AL1), particularly in the context of educational 

reforms. Despite this challenge, the participants expressed a sense of commitment to their 

profession.  

Although we have a hard job, we are making a lot of effort to improve ourselves and 

carry out our responsibilities well. B.AL3 

Lecturers want to improve themselves and confirm their ability. Their motivation to 

learn also derives from social needs. The language reform project is a social need, and 

lecturers have to improve their knowledge and skills to meet the need and fulfil their 

responsibility. Also, they want to maintain their profession. B. AL4 

 Like their colleagues at site A, a few lecturers in site B reported undertaking 

additional work outside the university to supplement their family income. B.L1 mentioned 

time and financial issues when explaining lecturers’ limited research engagement.  

Most EFL lecturers have a lot of ‘teaching shows’. They are responsible for the family 

financial conditions. Like me, I am teaching too much outside the university, so I do 

not have time for research. B.L1 

 Lecturers indicated that their salary was not sufficient to support their families (B.L1, 

B.AL2). In particular, the participants perceived that the payment they received was not 

worth the effort they made, especially when teaching classes related to the reform. For 

instance, a leader cited a joke among lecturers: “European teaching standards but African 

payment standards” (dạy theo chuẩn Châu Âu, nhưng trả lương theo chuẩn Châu Phi) to 
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imply that they were required to teach to a high standard, according to the CEFR, but were 

not well-paid.  

 Besides the responsibility to support their family financially, some lecturers (B.AL3, 

B.L2, B.AL1) reported that they had to take care of their children, which affected their time 

for independent learning or planning for a post-graduate programme. One leader referred 

to the social pressure to take care of the family and attend to her children’s education. She 

explained that “It is common for people to be judged on their family status and living 

conditions” (B.AL2). The lecturers with family commitments agreed that at times they 

needed to minimise their PLD in order to fulfil personal responsibilities.  

 At site B, lecturers’ engagement in PLD was reported to be impacted by various 

contextual, cultural and personal factors. National and institutional policies and initiatives 

in education and professional management were perceived to create both opportunities 

and tensions affecting lecturers’ PLD engagement. Leadership was another influencing 

factor. In addition to external forces, individual factors contributed to the lecturers’ desire 

to enhance their professional identity and professional commitment by taking part in PLD.  

University site C  

University site C, like site B, was a ‘new’ university upgraded from a teacher training 

college. However, site C was directly administered by the provincial government. That 

meant its financial budget, educational resources, and personnel were mainly decided by 

the local authority rather than MOET (who primarily gave directives on academic issues). 

Site C was required by MOET to implement current national reforms in education, 

including the reform in foreign language education, as were all other public universities. 

However, unlike the other two sites, this university was not appointed as one of the key 

universities to implement this reform. As a result, the university and its EFL lecturers did 

not receive as much support from funding, resources, and MOET training opportunities, 

compared with the other two sites.  

 This section presents the reported effects of PLD engagement upon individual 

participants. Similar to the participants at the previous two sites, PLD affected site C 
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participants in two key areas: professional knowledge and pedagogical practice, and 

professional identity.  

Professional knowledge and pedagogical practice 

All participants at site C agreed that PLD engagement greatly enhanced their professional 

knowledge and teaching skills. For example, one lecturer, C.L4, described a collaborative 

activity which he found meaningful. This was working with other lecturers to design test 

questions for an English test bank. He especially valued the opportunity to review and 

improve his knowledge of and accuracy in using English, and the access this gave him to 

useful resources.  

This helped me consolidate my content knowledge and gave me a deep understanding 

of certain issues so that I could avoid inaccuracy in the test bank. Besides, I could draw 

from many materials, both mine and other lecturers’. C.L4 

 Most of the participants reported improving their knowledge and professional skills 

through independent learning and preparing for their teaching lessons. They also reported 

learning general skills, which they referred to as ‘soft skills’ (kỹ năng mềm). These were 

skills related to working, feedback giving, time-management, and PLD event organisation. 

These skills were observed and learned while the participants were engaged in various PLD 

activities. For example, the participants (C.AL2, C.L3, C.L2) reported observing the 

presenters in formal PLD and learning about their presentation styles as well as the ways 

they organised the events.  

 When collaborating with and facilitating volunteers in organising workshops for the 

university lecturers and students, C.AL1 reported improving his cultural understanding and 

skills in communication, programme planning and problem solving. He also valued the 

opportunity to improve his language competence when working as a translator for the 

foreigners in these events. 

 In contrast to site B, participants in site C did not strongly emphasise the effect of 

PLD on their language competence. Also, they did not report feeling under pressure to 

improve their language proficiency. This appeared to relate to the institutional regulations 

as well as their current teaching responsibilities. The participants did not mention any 
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institutional regulations or targets set for lecturers’ English proficiency. Another reason 

was that in this site, as the two academic leaders noted, the implementation of the language 

reform was at the beginning stage, and not all EFL lecturers within the department were 

involved in teaching in-service teachers. Therefore, the reform did not seem to influence 

their desire for language improvement.  

 The participants at this site also highlighted the effect of PLD on their pedagogical 

practices, as found in the previous sites. However, lecturers in site C particularly valued 

learning teaching experiences from their colleagues. For example, C.L1 considered that 

learning and sharing experience with colleagues was the most effective PLD for her. This 

was particularly helpful in preparing her for teaching the new subjects she was assigned. 

She could prepare better for the courses by learning from more experienced colleagues who 

were teaching these subjects. 

 Another unique feature of site C was that lecturers reported engaging in teaching 

observations more frequently. The lecturers who undertook observations of pre-service 

teachers’ teaching practice in schools, and of EFL primary school teachers’ lessons reported 

learning a lot from these observations. These lecturers considered observations to be useful 

learning which helped them to have better understanding about EFL teaching in school 

contexts. This also allowed them to identify how students applied what they had learned 

during their practicum. This understanding assisted these lecturers to modify their teaching 

at the university to make it more effective and relevant to school contexts. Their ultimate 

aim was to better prepare teachers for local schools.  

Professional identity 

Participants in site C felt that engaging in PLD enhanced aspects of their professional 

identity such as confidence, motivation, and self-image. For example, C.L1 greatly valued 

her experience in both attending and presenting her research at an international conference, 

the CamTESOL. She considered that it offered an important chance to widen her 

professional network and provided opportunities for further PLD events.  

The experience made me feel more confident. I learned a lot from other participants. 

One participant was interested in my presentation and asked me to collaborate on a 
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research project in which data will be collected in Vietnam, Indonesia, and the 

Philippines. I think this is a wonderful opportunity. C.L1 

 PLD could result in enhancing self-image and being recognised professionally 

according to individual lecturers. One lecturer, C.L4, willingly opened his classes to new 

lecturers who wanted to learn from his teaching experience. He commented that the new 

lecturers normally complimented his teaching rather than pointing out weaknesses. This 

might be, in his view, because he was more experienced than they were. Despite this, he 

had positive feelings about this activity, and considered it useful to gain peer-respect and 

recognition of good teaching from colleagues: 

I feel happy because my teaching is recognised. When I am not observed, I still teach 

as usual, but feel that no one cares if I am teaching well or badly. C.L4 

 There was an indication that attending PLD encouraged positive changes in lecturers’ 

understanding of the teaching profession. For example, C.AL1 valued the content of a 

workshop on building a teacher education network between universities and schools, 

presented by a foreign expert who was working as a volunteer at the university. C.AL1 

perceived the presentation helped to raise lecturers’ awareness of the interrelation between 

university and schools, and helped to create changes in lecturers’ common beliefs about the 

roles of the university and of schools in teacher education.  

We lecturers normally think that the university is the head of the train, pulling schools 

while schools do not think so. They [teachers] think that the university lecturers lack 

practical experience, and do not understand the curriculum in schools as well as they 

do. It is important for the two parties to collaborate with each other in order to provide 

teacher trainees with better learning environments where they can benefit from the 

strengths of each place. C.AL1 

 Participants felt that PLD enhanced their professional ethics, including care for the 

learners and sense of responsibility. For example, one leader valued a workshop presented 

by a foreign volunteer. The presentation was about special education in the USA, and the 

presenter shared her experience of teaching primary school students with special needs. 

C.AL1 commented that the presentation promoted lecturers’ self-reflection and ethics of 

care for the students and sense of commitment to their teaching responsibility.  
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Although we do not teach students with special needs, through the presentation we 

learned that we need to be more patient, enthusiastic, and sympathetic with students. 

The presenter was very determined and patient when working with disabled students. 

Compared with her, we have more advantages when teaching normal students. C.AL1 

 Of interest in this response is that although this leader appreciated the above internal 

workshop, it was not mentioned by the lecturer participants. My research observation notes 

of these two events at site C showed that few EFL lecturers attended these workshops. It 

would have been interesting to know if lecturers also found these workshops valuable. 

 The participants’ responses showed that PLD promoted reflection on their 

professional practices and sometimes challenged their professional ethics. At this site, the 

participants expressed concern about an unspoken norm within the department of assessing 

lecturers as “all passed” after classroom observations. This practice reflected complex 

cultural issues such as showing respect for peers, avoidance of criticism, and maintaining 

collegial relationships. Although complying with this norm, the participants reported 

feeling a sense of conflict.  

Although I agreed to conclude that the lessons were “effective”, or “met the 

requirements”, I felt uneasy due to the fact that actually some lessons did not meet the 

assessment criteria at all. C.AL2. 

 This response suggests a conflict between cultural practices or departmental norms 

and lecturers’ professional conscience. A few participants in particular recommended ways 

to improve the effectiveness of observations and the reliability of assessments. Similar to 

the participants at site B, at this site participants suggested that there should be “a workshop 

to discuss the ways to observe and give feedback, with clear assessment criteria and a 

common observation form to ensure reliable and accurate assessment” (C.AL2).  

 Although lecturers at this site expressed positive growth in knowledge, pedagogy, 

and professional identity, they attributed fewer changes to PLD than the other participants. 

This limitation seemed to relate to the fact that site C participants did not have similar 

opportunities to attend training activities specifically related to the language reform project. 

These particular activities were perceived as valuable by lecturers at sites A and B. All 

participants at site C reported on the effects of independent learning on their professional 
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development, whereas only three participants (C.AL1, C.L1, C.AL2) attributed changes in 

beliefs and practices to their collaborative PLD engagement.  

Factors influencing PLD engagement 

This section analyses various factors that influenced the participants’ PLD engagement. 

These included national and institutional policies, resources, leadership, collegial support, 

and individual factors.  

Complying with government and institutional policies 

The participants found university policies to be both enablers and barriers to their PLD 

engagement. The participants acknowledged that they received financial support to attend 

workshops and conferences organised outside the university. However, they reported that 

limited funding meant that there were few places for lecturers to attend these events. They 

wished that opportunities for attending external PLD would be extended to all lecturers 

rather than to a few selected ones. For example, one stated “All lecturers have a right to 

attend workshops and conferences. It is not fair to assign a few to attend these events” 

(C.L2). This opinion was consistent with lecturers’ rights for attending PLD sessions, as 

found in the analysis of policy documents. 

 In contrast to C.L2’s suggestion for the university to send as many lecturers to PLD 

as possible, C.L4 thought that due to the institution’s limited budget, it was appropriate that 

only a few lecturers were sent to these PLD events at a time. However, he did not feel that 

these opportunities should be awarded to only senior lecturers or lecturers with leadership. 

He also proposed a process to make those who were able to attend external PLD share the 

materials and their learning with the others within the department.  

 The document review showed that funding was allocated for certain PLD activities 

such as research, publications, material designed, programme evaluations and programme 

design, and course syllabi. Although these financial policies were set out in documents 

available from the university website, some participants (C.L3, C.L5) doubted that this 

support was actually available to them. This suggested that these lecturers were not fully 

aware of the policies at site C. 
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 Besides financial support, most participants expressed concern about the institutional 

regulations related to annual lecturer assessment. They described how the head of the 

department selected a few lecturers to be assessed at the beginning of each year. It was 

more likely that the teaching and responsibilities of newly recruited lecturers would be 

assessed for compliance. The assessment involved a teaching evaluation by means of 

classroom observations, and the examination of many different professional documents 

(kiểm tra hồ sơ chuyên môn). One leader referred to the list of documents to be assessed: 

The professional documents included about 7–8 items such as syllabi, teaching 

schedules, teaching plans (kế hoạch giảng dạy), lesson plans (giáo án), meeting 

agenda, form-lecturer agenda, student adviser’s agenda, observation agenda. C.AL2 

 However, the participants who referred to this regulation did not view this assessment 

as PLD. They all agreed that those who were assessed faced pressure and an additional 

workload because they had to prepare the required documents, particularly the lesson plans 

which were supposed to be “detailed and neat”. This concern was shared by an academic 

leader.  

It is very time-consuming, especially when we teach so many subjects. We have to 

submit lesson plans, copies of teaching materials/course-books, syllabi, etc., which 

creates pressure on lecturers. C.L1  

Lecturers are not happy when being asked to provide detailed lesson plans, which are 

very time-consuming and as detailed as those in the school sector. They refer to this 

issue as ‘turning lecturers to school teachers’ (phổ thông hóa giáo viên). They would 

prefer to submit the teaching notes they normally prepare before teaching. Also, each 

lecturer is teaching at least 4 classes (sometimes 5–7 classes). It is a lot of work for 

them to complete detailed lesson plans. C.AL2 

 The participants also identified other physical inconveniences such as the assessed 

lecturers having to carry several professional notebooks and lesson-plan books around the 

campus while they normally just needed to have electronic copies on their computers. 

Professionally, the requirements were not perceived to be relevant to all lecturers. One 

lecturer commented that making detailed lesson plans was more useful when lecturers were 
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teaching new subjects, or for new lecturers, because in these cases lecturers needed to 

undertake more careful teaching preparation.  

Normally, after several years of teaching I know how to teach, so I just need to jot 

down some things and plan the lesson in my mind. I usually write notes of my lesson 

plans, briefly and simply, in my own way. If I were asked, I would not dare to submit 

these to my boss. I would rewrite them clearly, and follow a clear structure. This would 

take a lot of time. C.L1 

 This response reveals that the assessment regulations were not in keeping with 

experienced lecturers’ professional practices, and affected their flexibility and ownership 

of their pedagogical decisions. Cultural practices such as face-saving (e.g., making an effort 

to meet the requirement with high standards), and showing respect to the leaders 

(unwillingness to submit untidy or unreadable lesson notes) seemed to add to lecturers’ 

pressure from this activity.  

 Another kind of annual assessment was conducted in the form of self-assessment (tự 

đánh giá). The participants reported that all lecturers were required to assess themselves 

using a form prepared by the faculty or university. Aspects of assessment included their 

teaching performance, other professional activities they had completed, and how they 

would rank their overall performance. The lecturers were uncertain about who would read 

these reports, and reported that they had not received any feedback on their self-reports. As 

a result, like the previous assessment requirement, this assessment was perceived as having 

little effect on lecturers’ learning. This made them think of the assessment as a ‘format-

checking activity’ (hình thức) rather than a useful professional activity. An analysis of the 

documents showed that these annual assessments were intended to promote lecturers’ 

teaching effectiveness and their PLD. However, the participants described them as having 

opposite the effect: these regulations caused tensions and extra workload rather than 

promoting their learning and pedagogical practices.  

 Distinct from sites A and B, site C participants identified limited resources for 

teaching and learning as a barrier for their PLD. Four participants commented that a 

shortage of specialised books available in the university library made it challenging for 

them to prepare for their teaching or conduct independent learning. As C.L3 commented, 
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lecturers did not have sufficient resources for redesigning the educational programmes to 

meet MOET’s requirements and undertake institutional initiatives like upgrading HE 

teaching quality. In addition, the participants considered the lack of a staffroom designed 

just for EFL lecturers within the department as another barrier to their PLD. They strongly 

believed that a friendly staffroom would promote collegial relationships, professional 

dialogues, and peer learning among the lecturers.  

 At an institutional level, a review of related policies showed that the university 

encouraged lecturers to engage in course-book design and provided financial support for 

this activity. Also, the university library would order (using the university funds) necessary 

teaching materials and specialised books recommended by the lecturers for supporting 

teaching and learning. However, the interview responses showed that while one leader 

mentioned this kind of support from the university, lecturers did not seem aware of these 

supporting policies.    

 Similar to the other sites, all participants at site C indicated that that they faced 

tensions from time and workload, which greatly affected their willingness to engage in 

PLD. One academic leader confirmed that overwork caused pressure and hindered 

lecturers’ learning opportunities.  

Each lecturer teaches so many classes per semester. They sometimes teach without 

having enough time to prepare lessons. Many lecturers including me would like to 

study further, but we have too much work, and so feel stuck and think this is enough. 

We try hard, but this goal seems unrealistic because the current work alone makes us 

exhausted. C.AL2 

 From the lecturers’ perspective, time and workload were key barriers to their 

engagement in independent learning and research. For example, C.L3 shared that she did 

not have much time for learning due to her busy teaching schedules both within and external 

to the university (e.g., moonlighting). Similarly, C.L1, a lecturer who showed high interest 

in research shared that “I am racing against time to complete my teaching. I have no time 

for research”. Another lecturer raised the concern that lecturers were given tasks that did 

not relate to their teaching duties. This highlighted a tension in the distribution of work.  
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We have to teach too many hours per year, about 500 hours, and do many additional 

duties which are not relevant to lecturers’ main responsibilities. For example, we have 

to work as students’ consultants (cố vấn học tập), and attend too many kinds of staff 

meetings. C.L5 

 A few participants (C.AL2, C.L1, C.L2), all females, mentioned that overwork and 

time pressure affected their well-being and inhibited their motivation for further learning.  

 At site C, the participants reported very little engagement in research. The academic 

leaders identified barriers related to research regulations, lecturers’ limited competence and 

confidence, and lecturers’ beliefs about research. As one leader commented:  

They are afraid of completing time-consuming and complicated paperwork, 

particularly related to asking for funding and claiming for expenses. Also, research is 

challenging, stressful, and unfamiliar. Doing research is like having a new burden, 

compared with teaching. C.AL1 

 The other leader shared the above idea, but emphasised that “some lecturers thought 

that there were no interesting research topics in the field of EFL teaching” (C.AL2). This 

comment was shared by a lecturer who stated that “it was difficult for lecturers to find 

relevant topics for research in the field of English or English teaching” (C.L6). These quotes 

suggest that the lecturers’ perception of what might be suitable research topics restricted 

their research engagement and opportunities to investigate other educational areas.  

 One lecturer could not see the value of research for the sake of research. He 

emphasised the importance of ensuring research integrity.  

I am not interested in research because after completing research, no one will care 

about it, or apply what I have researched. Due to my current teaching load, I do not 

have time to do ‘genuine research’ (khoa học chân chính). Doing ‘research for fun’ 

(nghiên cứu theo kiểu chơi chơi) may be ok, that means a research project that is not 

done seriously and may be based on unreliable data. C.L4 

 Although research was acknowledged to be a professional responsibility together 

with teaching, unlike in the other two sites, the participants in this site did not feel under 

the same pressure to undertake research. This appeared to be related to institutional 
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regulations about research responsibility. Unlike those at site B, site C participants did not 

mention accruing any penalties if they did not complete their research responsibility. They 

reported that lecturers were allowed to transform their research hours into teaching hours 

and complete their responsibilities exclusively through teaching. This issue was confirmed 

by an academic leader who commented that “lecturers preferred to teach more rather than 

doing research” (C.AL1).  

Leadership 

Similar to the participants at the other two sites, site C participants agreed that leadership 

had a great influence on lecturers’ interest in PLD. However, many lecturers at site C 

challenged leadership practices within the department in terms of work assignment, 

assessing lecturers’ performance, and motivating lecturers to engage in PLD.  

 A few lecturers commented that leaders did not take account of lecturers’ professional 

specialisation when allocating professional responsibilities. One lecturer expressed the 

challenge involved when lecturers were assigned to teach courses belonging to different 

sub-specialisations, and suggested that teaching assignment should be based on individual 

strengths.  

Lecturers have to ‘run’ all the time, sometimes teaching linguistics, sometimes 

language skills, and sometimes translation. This is hard because of professional 

instability. If you specialise in linguistics, I should assign you to teach only linguistics. 

Besides teaching, you should do research and have publications in this field and share 

your research with others in your group. C.L5   

 Another aspect of work assignment questioned by the lecturers was that academic 

leaders tended to favour particular lecturers in the department. As a result, lecturers did not 

have equal opportunities to participate in professional tasks. For example, one lecturer 

reported on which lecturers had been nominated to give presentations at the previous 

departmental conference organised for new students.  

Only a few lecturers, mainly experienced ones or those having a higher degree, were 

invited to give presentations at this event. Young lecturers were given fewer 

opportunities to present. This would have been better if we could have registered to 



 

  

146 

 

present our ideas. Then the academic leaders could evaluate and select the best 

presentations for the conference. It was not a good idea to nominate someone to present 

on a particular topic. According to Vietnamese culture, other people would avoid 

competing with the recommended one, so they would not say that they wanted to do 

it. C.L4 

 The lecturers also expected a fairer allocation of places on external PLD. 

It is necessary to provide opportunities to attend outside workshops to all lecturers 

rather than just assigning certain lecturers to attend most of these events. C.L4 

 The above responses show that this lecturer highly valued learning opportunities and 

believed that PLD should be open for all lecturers who were capable. Also, cultural aspects 

such as avoiding competition with colleagues, respecting decisions from leaders, and 

prioritising those with degrees and experience seemed to undermine a fair distribution of 

tasks and PLD opportunities to younger lecturers.  

 Although lecturers’ assessment was supposed to follow the university guidelines and 

regulations, academic leaders appeared to play an important role in evaluating lecturers 

within the department. Four lecturers felt that the assessment of their annual performance 

was not fair or accurate. In order to promote effective leadership that would facilitate 

lecturers’ PLD and teaching, the lecturers proposed some changes. One lecturer (C.L5) 

suggested making a plan for PLD activities relevant to the department’s as well as the 

lecturers’ needs at the beginning of each year. Another suggestion was to set specific 

standards for lecturers, and assess their performance based on these standards in order to 

ensure fair in professional assessment.  

There needs to be a standard for university lecturers. Those who do not meet the 

standard will be assigned other jobs. There will be different policies for people who 

do a good job and those who don’t. This is very necessary. It’s unreasonable to assess 

hard-working people as at the same level as those who don’t do anything. C.L5 

 This idea was in line with the comment by another lecturer (C.L4) who raised the 

need for having “clear and serious methods of giving awards and punishments”. He 

highlighted the importance of building a fair and motivating workplace environment, which 



 

  

147 

 

would help to promote lecturers’ access to PLD, and improve their effectiveness and well-

being.  

If responsibilities are shared fairly, people will find it necessary to learn and contribute 

to the department and the university, and feel happy and motivated to work. C.L4 

 Academic leaders also reflected on leadership roles and leadership practices. One 

leader expressed an awareness of the important role of leadership in supporting lecturers’ 

PLD. This leader reported encouraging lecturers to engage in PLD, especially to study for 

a higher degree to meet the goals of the department. This leader, however, reflected that 

over the past years the practices of leadership within the department seemed to focus more 

on managing paperwork and regulations which was time-consuming, rather than focusing 

on supporting lecturers’ professional activities. The other leader admitted to not having 

received any leadership training since taking up the position. This person reported self-

teaching leadership skills and knowledge, and ‘learning by doing’. This leader also reported 

facing challenges and providing ineffective leadership at times.  

 Like lecturers at site B, lecturers at this site were expected to complete many 

obligatory activities. For example, a few lecturers were assigned to redesign education 

programmes, conduct a programme assessment, and engage in observations and teaching 

assessments. Besides, a model of top-down decision making with multi-layers of leadership 

also appeared to prevail at site C. The leader participants revealed that they were supposed 

to follow the directions from the leaders at higher administrative levels. At times, they were 

uncertain about how much power they had and to what extent they could modify the 

regulations from the university. Indeed, one leader shared her concern about the irrelevance 

of the regulations for lecturers’ assessment, but was not sure whether departmental leaders 

could change these regulations or not. This raised the question of how much power resided 

with the departmental leaders and lecturers, and whether they had the authority to establish 

and review rules related to their professional activities and PLD.  

 Academic leaders were also uncertain about whether they were allowed to organise 

specialised workshops for EFL lecturers within the department. They realised the necessity 

of department-led PLD and the lecturers’ need for this, but were aware of contextual 

barriers to promoting this kind of bottom-up PLD. 
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At the departmental level, we may not have the rights to make these decisions. We 

want to organise workshops for the lecturers in the department, but it depends on the 

university policies and decision. We are still unsure about the extent we are allowed to 

do this. C.AL1 

 This uncertainty was related to the issue of complicated paperwork and the process 

of asking for permission to organise PLD at the department level. As C.AL1 commented, 

it was difficult for the department to deal with expenses related to airline tickets and 

allowances for invited experts, and other logistical issues. Another challenge was that the 

department had to ask for collaboration from other offices in the institution in organising a 

PLD event. Due to these complicated procedures, it was easier to leave PLD organisation 

and provision to the International Relations Office which was usually in charge of 

organising PLD for lecturers. However, the PLD provided by this office was not specific 

to EFL, and thus was not sufficiently tailored to EFL lecturers’ needs.  

 Both leaders and lecturers agreed that in addition to training or expert-model PLD, it 

was necessary to promote other kinds of PLD which could be organised without being 

restricted by so many institutional regulations. They proposed informal PLD such as 

departmental seminars, professional specialised group meetings, and a TESOL club for 

lecturers.  

 The participants identified that collegial support had a great impact on lecturers’ PLD. 

Their comments suggested an understanding that lecturers’ collaborative learning was 

promoted when they were involved with a supportive group of like-minded members. For 

example, C.L1, C.L2, and C.L6 reported learning a great deal from engaging in classroom 

observations, and informal experience-sharing with colleagues who shared the same 

teaching courses and interests.  

 In contrast, lack of collegial support or fear of peer judgement was identified as 

hindering collegial learning. These issues were mentioned by several lecturers. For 

example, C.L5 referred to the issue of “each caring about his/her own work” (mạnh ai nấy 

lo) to justify a lack of mutual support among lecturers. Similarly, C.L6 commented that 

sharing was not appropriate when talking to or working with colleagues with a high level 

of self-confidence in their knowledge and skills. He was unwilling to put himself in the 
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position of ‘teaching the experts’ (múa rìu qua mắt thợ18, performing with an axe in front 

of a carpenter). The fear of colleagues’ criticism was shared by another lecturer, C.L4, who 

stated that lecturers were unwilling to give presentations in the department seminars 

because their sharing might be judged negatively rather than favourably. C.L4 referred to 

this issue as ‘fear of being thrown stones’ (sợ bị ném đá) by the audience.  

 A leader highlighted another problem for group relationships. She quoted a 

Vietnamese saying ‘happy face, unpleased heart’ (bằng mặt, không bằng lòng) to describe 

the situation in which lecturers might show fake approval and collaboration in order to 

maintain group harmony.  

At a surface level, everyone agrees to work with others in their group, but there are 

problems when they actually work together. One reminds another of the task, or some 

work more and some work less. They look happy, but in their mind they are not 

pleased. Therefore, the next time when there is another group task, they tend to avoid 

being in the same group with the person they were not pleased with, but they do not 

raise the issue directly. C.AL2  

 This problem is rooted in cultural practices of showing respect for peers, indirect 

communication, and avoidance of criticism. The practices of avoiding teaching the experts, 

fear of criticism, and showing fake approval to maintain group harmony when working and 

sharing experiences with colleagues implied a distance in the collegial relationship among 

some of the lecturers. This also suggested a lack of trust among those involved. These 

cultural behaviours seemed to hinder lecturers’ real engagement in assigned professional 

teamwork.  

Individual factors 

In addition to contextual and social issues, personal factors (e.g., awareness, commitment, 

personal circumstances) were identified as greatly influencing lecturers’ effort and 

                                                 

18 A Vietnamese proverb, equivalent to “teaching a fish to swim”. This refers to a situation in which a novice 

attempts to teach a more experienced person or a specialist in the field. Pragmatically, when referring to 

oneself, the proverb implies that the person is humble/ modest in expressing himself/herself. When referring 

to others, the proverb implies that these people want to show off.  
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engagement in PLD. The participants agreed that the most decisive personal factor was 

lecturers’ agency and independent learning.  

First of all, lecturers must have agency in this activity. They must be aware of self-

learning to improve their professional level and teaching skills. C.L4 

 The academic leaders expressed a positive view about lecturers’ independent learning 

and willingness to share their professional knowledge. 

I think all lecturers have a good awareness of learning. Although they may not attend 

workshops, they do a lot of self-study during the teaching process to improve teaching 

and students’ satisfaction. They have a good sense of responsibility. Some regularly 

discuss teaching issues, and share experiences and course syllabi with each other, 

usually within their sub-specialist groups. C.AL1 

 Another crucial factor was lecturers’ motivation for engaging in PLD. While all 

lecturers showed that they were motivated to learn, one academic leader observed that 

motivation for PLD varied between two groups of lecturers: the younger and the more 

experienced group (in terms of age and teaching experience, as defined by this leader).  

Young lecturers seem to be more motivated in learning compared with older ones. 

Some lecturers feel satisfied with their current qualifications because they have MA 

degrees as required for university lecturers, so they are not interested to study further. 

They focus on taking care of their families instead. C.AL2 

 The participants’ responses suggested that their understanding of professional 

identity (e.g., self-image, perception of professional roles) also influenced their PLD effort 

and engagement. All participants were aware of their social responsibilities as teacher 

educators. One noted, “Teacher educators have very important roles in training teachers 

whose qualifications will influence the quality of younger generations of students at 

schools” (C.AL1). This was similar to the perception of lecturers in the other two sites.  

 The participants reported that the context of educational reforms required them to 

take on more important roles. In fact, they were expected to concentrate more on helping 

pre-service teachers to develop ability for autonomous learning so that after graduating, the 

teachers would know how to update their own knowledge and skills in teaching. The 
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increasingly demanding teaching made teacher educators study harder in order to fulfil their 

duties. The participants’ awareness of their roles as teacher educators contributed to their 

desire for PLD. Most of them reported making an effort to engage in independent learning 

and teaching preparation to improve their teaching and students’ learning. 

 Lecturers’ attempts to improve their students’ outcomes were aligned to their 

responses that they mainly implemented reforms in teaching methods and student 

assessment, rather than referring to general national reforms in education such as quality 

assurance in HE, or enhancing institutional autonomy. This suggested that lecturers’ 

perceptions of their roles were associated with their daily practices and teaching objectives. 

These priorities also affected their choice of PLD (e.g., undertaking more independent 

learning, and seeking PLD to improve teaching).  

 The participants’ desire to develop a positive reputation was another motivation for 

their PLD. For instance, a lecturer (C.L4) noted that his motivation for PLD was promoted 

by a desire to maintain the esteem given to teacher educators (giữ sĩ diện của nhà giáo). He 

explained that it was particularly important for lecturers to be respected by their students.  

 Lecturers also considered lifelong learning as PLD that was crucial to the teaching 

profession (C.L1, C.L2, C.L5). This was in line with the perception of lecturers in site B 

about PLD as an essence or a core component of the teaching profession.   

PLD is an ongoing and lifelong activity of a lecturer. As a lecturer, we have to study 

for our whole life. This is very necessary for lecturers because knowledge keeps 

changing, so we have to learn and update our knowledge in order to be able to teach. 

C.L5  

 Another important source of internal motivation for lecturers’ PLD was their sense 

of professional responsibility which encouraged them to undertake further learning to find 

ways to support their students’ learning. C.L1 was among the lecturers who expressed great 

care for the learners and concerns about the quality of teaching and learning quality. She 

reflected on her experience of teaching in-service teachers in a programme that addressed 

the language reform project. Her appreciation of her learners’ needs encouraged her to 

adapt some of her pedagogical practices and the programme content. She decided to help 
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the teachers improve their ability to learn independently and develop teaching resources to 

support their teaching in schools, rather than to focus on improving their IELTS scores.  

 Although lecturers at this site valued the role of PLD in their profession and their 

respected identity as educators, in practice, their PLD was affected by individual 

circumstances and family commitments. Most participants (six out of eight), confessed that 

family issues at times hindered their PLD opportunities and engagement.  

Because the salary is low and not sufficient for lecturers and their families, we have to 

teach extra classes outside to increase our incomes. This distracts us from teaching and 

research. C.L5 

 Other family commitments such as raising children were also identified as distractors 

to lecturers’ PLD (C.L3, C.L4, C.AL2). In contrast to the others, one lecturer (C.L2) 

expressed that she was very grateful for her family members who sympathised with her 

busy teaching and studying schedule, and took care of her child so that she could finish her 

postgraduate studies.  

Summary 

In summary, this chapter described key factors that influenced the participants’ perceptions 

of and engagement in PLD. It illustrated how PLD was either supported or hindered by 

various personal, cultural, social and contextual issues. Within the HE contexts, educational 

initiatives and related policies introduced by the government, MOET and institution 

provided both opportunities and challenges to lecturers’ PLD. Other stakeholders such as 

leaders, colleagues, and learners also influenced lecturers’ desire to participate in PLD. 

Within each institution, top-down initiatives, policies and leadership, though providing 

some support, were challenged by participants who desired a fairer distribution of work and 

more transparent lecturer assessment. The chapter also revealed how cultural practices and 

beliefs, especially perceptions of teacher educator professional identity, as well as 

individual circumstances, influenced lecturers’ motivation and engagement in PLD. 
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CHAPTER 5                                                                               

RESULTS: THE PLD CASE  

 

This chapter presents an analysis of the results identified in the previous chapter. It 

examines how PLD is conceptualised and experienced across the three sites using a CHAT 

analysis, and presents the dynamic and complex nature of the activity. While Chapter 4 

highlighted the PLD activity within each university system, this chapter now explores what 

participants actually meant when they referred to different forms of PLD, including formal, 

collaborative, and informal PLD. Understanding what these mean to the participants is 

necessary before analysing the impact of PLD on a tertiary system. The first section 

describes the complexity of PLD the participants engaged in, and the second section 

analyses the findings within a CHAT analysis.  

The complexity of PLD 

This section analyses the participants’ experiences of different aspects of PLD over the two 

year period. The analysis explores the three key forms of PLD: formal PLD, collaborative 

PLD, and informal PLD and how the participants perceived the meanings of their 

engagement in these forms.  

 Formal PLD primarily considered to be a significant way of upgrading lecturers’ 

content knowledge and skills to support their teaching and policy enactment. This approach 

was facilitated by external expert-presenters, and could lead to qualifications. Formal PLD, 

however, tended to have limited relevance to the participants’ needs and was unlikely to 

promote sustainable changes in their practices. Formal PLD was characterised by attending 

training such as specialised courses, conferences, workshops, and post-graduate 

programmes organised both within the participants’ institutions and externally.  

 Collaborative PLD predominantly involved a focus on sharing experiences and 

solving teaching problems with colleagues. Collaborative approaches like mentoring and 

coaching were seen as leading to meaningful learning. Collaborative PLD required a 
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trusting, open, and supportive learning environment in which members had a shared vision 

of effective collegial learning. It also required negotiation among cultural practices, 

institutional norms and regulations. Collaborative PLD was more informal and involved 

activities such as group work to complete given professional duties, teaching observations, 

departmental seminars, and professional conversations with colleagues.  

 Informal PLD was conceptualised as requiring the participants to manage their own 

learning. These approaches emphasised learning through trying new things, self-reflection 

and self-assessment. The participants perceived that informal PLD was most relevant to 

their learning needs and professional aspirations. Informal learning, particularly tự học 

(self-regulated learning), or tự bồi dưỡng (self-developing), was reported to be the most 

frequent PLD form, and included learning from teaching, individual research, and 

practising to develop English language proficiency.  

 The analysis of the three forms of PLD was based on the participants’ own 

definitions, classifications, and experiences of PLD in their contexts. The arrangement of 

specific PLD activities according to each PLD form is tentative given the blurred 

boundaries of these activities. For example, the participants’ PLD experiences showed that 

a particular PLD activity (e.g., a departmental seminar) could occur either formally or 

informally and could be perceived as either an individual or collaborative activity. 

Therefore, there might be variations in how a particular PLD activity was classified and 

defined depending on the way different participants perceived and engaged in this activity.  

 Overall, the participants’ perceptions and engagement in the three PLD forms 

facilitate the analysis of the complexity of PLD in HE. The descriptions below also 

highlight the roles these forms of PLD play within the activity system, and what make them 

effective or barriers to the participants’ learning.  

Formal PLD 

As defined by the interview participants, formal PLD occurred in formal settings, focused 

on training, and provided specialised knowledge and skills, possibly leading to further 

qualifications. For example, one lecturer defined PLD as “attending training courses, or 

studying towards a higher degree” (A.L3). Identifying formal training as a key PLD model 
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was consistent with the participants’ view that PLD involved acquiring new knowledge and 

skills, as described in the previous chapter. 

 The participants’ experiences of formal PLD revealed that PLD plays different roles 

and functions within the activity system. Formal PLD might serve as a mediating artefact, 

rules, and at times object. These roles and functions are justified below with specific 

examples of PLD events the participants experienced.  

 Across the three universities lecturers shared positive perceptions of formal PLD 

activities, and their reported PLD engagement showed that formal PLD, either organised 

within or outside their universities, was a dominant type of PLD. This finding was 

supported by data from my observations of PLD events in sites A and C. A summary of 

PLD observations (Appendix P) showed that ten out of the 13 observed PLD events were 

conducted formally in forms of one-off training courses, workshops, and conferences. The 

other three events were departmental seminars which were found to occur either formally 

or informally. Observational data justified common features of formal PLD events, namely 

one-off events, expert-led, and involving a large number and mixed types of attendees, as 

described above.  

 The participants reported that when training was provided by MOET (in essence 

becoming both a mediating artefact and a rule within the system), it served the purpose of 

supporting the universities and lecturers to implement current reforms in HE. The 

participants at sites A and B confirmed that they had many MOET-funded training 

opportunities, both within the country and in overseas, in order to enhance their ability to 

implement the reform in foreign language education. They particularly valued two MOET-

sponsored courses which aimed to improve EFL teacher educators’ knowledge and skills 

so that these educators could support EFL school teachers to undertake the reform in 

teaching EFL in the primary sector.  

 All participants attending MOET training reported that the courses supported their 

new responsibility to provide training for school teachers in the field of teaching English to 

children. For example, a leader commented that the courses “met the needs of not only EFL 

school teachers but also of EFL teacher educators working at universities” (B.AL5). The 
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participants acknowledged improving their theoretical knowledge, pedagogical practices, 

and language competence as the result of the course participation.  

The experts presented many methods related to how children learn, classroom 

management, using songs and games, teaching all four skills. The content was very 

good. After that, we had school visits. They selected two leading primary schools in 

the area so that we could do classroom observations. Generally, it was well organised. 

A.L5.  

 Four participants, however, thought that the training sometimes presented challenges 

to them in applying what they had learned:  

There were no clear demonstrations of how to teach each skill or lesson, such as 

writing and speaking in the currently used textbook. There should have been more 

discussions and clearer feedback on these issues. Because there was no standard to 

follow, we had to search for more materials, and learn how to teach these skills by 

ourselves. B.AL3  

 On the other hand, this formal PLD provided the opportunity to practise teaching and 

receive constructive feedback. For example, the participants reported learning useful and 

relevant practices for their own teaching when attending a training course offered by the 

British Council, in association with MOET. They enjoyed participating in lesson planning, 

micro-teaching, reflection, sharing experiences with and giving feedback to colleagues. In 

addition, the friendly and supportive environment among the attendees was identified as an 

important factor.  

The content was related to real teaching contexts. During the course, I learn to teach, 

and learn how to improve my teaching thanks to feedback from the instructor and other 

friends. B.AL1 

 A key challenge reported by participants when attending formalised PLD sessions 

was the need to adapt content to their local context. For example, site B participants 

reported having difficulty in applying their learning when teaching local in-service teachers 

who had a low level of proficiency in English. These participants required further individual 

learning after the training.  
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Training from the course was not adequate because the reality of my teaching is 

different. Therefore, I had to do a lot of independent learning. I also needed to discuss 

teaching issues with other colleagues, and to talk to in-service teachers about their 

teaching at primary schools in order to find out a better way to teach. B.A1  

 Another key issue for formal PLD is that the identified training did not always target 

the participants’ specific needs, which contributed to tensions between the participants and 

their use of the training knowledge and skills (tools). For example, one leader participant 

reported that when he attended a two-day workshop on EFL test design, “its content was 

more relevant to EFL lecturers than to academic leaders” (A.AL2). This leader felt that 

MOET’s decisions to provide PLD on particular aspects of lecturers’ specialisation and 

pedagogy (e.g., a template for test design) appeared to restrict lecturers’ professional 

autonomy and agency. Similarly, another leader commented that the directions and 

regulations (rules) from the MOET were sometimes confusing and caused tension for 

lecturers who were the main agents in the reform process.  

MOET’s directions and templates for implementing some aspects of the reform such 

as testing and assessment changed continuously. This confused lecturers a lot, 

especially those who are in charge of designing tests. A.AL1 

 Other forms of external training (which were more likely self-selected and internally 

driven compared to the above MOET-directed training) also served as mediating artefacts 

to support lecturers’ teaching and students’ learning (i.e., the object of their activity). All 

participants perceived that external workshops and conferences were useful for their 

teaching. The participants’ responses showed that they especially valued external PLD on 

pedagogical practices. Formal PLD in this situation mediated the lecturers’ high degrees of 

motivation for improving their teaching and students’ learning. For example, one lecturer 

(B.A3) considered a workshop on using information technology (IT) in teaching organised 

by SEAMEO19 in Hochiminh city as the most effective one she had attended. She reported 

being able to apply these strategies in her teaching and share what she learned with students 

and other colleagues.  

                                                 

19 Southeast Asia Ministers of Education Organisation  
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 Formal PLD was not always about receiving information or knowledge but also about 

teaching and presenting one’s own research. Individual lecturers reported an important 

form of formal PLD in HE which was presenting their own work publicly. The participants’ 

motives for presenting their research at external workshops and conferences were both 

academic (e.g., learning about teaching and research from the presenters and other 

participants, sharing teaching experience, and having a chance to network with colleagues 

and experts) and personal (e.g., traveling to new places). For example, one participant, like 

others, was willing to personally fund the costs to attend an international conference 

annually. Her response reveals a strong internal motive for attending the event in order to 

support both her professional and personal growth (i.e., object of her activity): 

I want to attend this conference in order to learn new approaches in education, meet 

other lecturers, and listen to various accents in English spoken by people from different 

countries. I can also improve my language and confidence and learn the way people 

organise the workshop. B.AL1 

 The data also show that tensions might occur in formal PLD when the participants 

attempted to apply their learning in teaching a local community of students with different 

characteristics from those with whom the foreign experts (PLD providers) worked. Indeed, 

while 14 other participants expressed a preference for attending workshops and conferences 

presented by foreign experts, four participants (B.L2, B.AL1, C.L6, C.AL2) questioned the 

relevance and implications of the training provided by these experts. For example, B.AL1 

reported attending a workshop on teaching English cultures provided by an Australian 

expert. Although valuing new cultural understanding she gained from the workshop, she 

could not apply the workshop content and materials in her teaching because they were not 

suitable with her students’ developing level of English. 

 Another leader, C.AL2, shared a similar experience when attending a workshop 

presented by an American expert. Although learning some teaching techniques from the 

presenter, she commented that the presentation focused on free-writing techniques for 

secondary students in the United States. In practice, these were not relevant to her teaching 

of university students in an exam-oriented teaching context. These examples suggested that 

although foreign experts (PLD facilitator mediating lecturers’ learning) were often 

favoured by the lecturers, these experts sometimes did not appreciate or understand the 
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local contexts (rules and sociocultural practices of lecturers) and the lecturers’ real needs 

and aspirations (object of their learning). The mismatch between the lecturers’ learning 

motive and expectation and the knowledge and skills delivered by the external experts 

caused tensions within the PLD activity system.  

 Across the three sites, there was a shared perception that overseas training offered a 

unique PLD opportunity for EFL teacher educators. Five participants recalled attending 

courses and workshops in foreign countries in the past that were very meaningful to them. 

One participant cited the value of being actively involved in teaching and learning activities 

at an overseas institution. He considered that this brought about meaningful learning, 

especially in relation to improving his English which for him, was ‘real learning’: 

I was sent to an international school of English for the practicum. I participated in the 

class activities as a real student. At the meantime, I observed and learned about the 

teaching methods and classroom management. I was involved in various activities of 

the school. I could greatly improve my language and learn experience in teaching. This 

was real learning. I think it will be very useful for lecturers if they can attend such a 

course, even just for one month. B.AL5 

 The response showed that although the PLD event was formal (i.e., a training course), 

the participant engaged in it informally, and his active engagement in meaningful activities 

resulted in effective learning experience.  

 The idea that overseas training was necessary for EFL lecturers was expressed by 

many participants in the three sites (7, 6, and 4, in site A, B, and C, respectively). They 

explained that in addition to getting a qualification, lecturers would improve their language 

competence, widen knowledge and skills, gain practical life experiences which could be 

applied in teaching, and improve their professional confidence. One participant, B.A3, 

perceived that learning in an English speaking country would help lecturers ‘standardise’ 

(chuẩn hóa) their language proficiency, and enhance their ability and confidence in 

teaching English specialised courses.  

 The participants considered language accuracy and proficiency crucial for being 

teacher educators in English and enhancing their professional self-efficacy. Thus, having 

an opportunity to attend a training course overseas was their professional goal.  
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I wish to attend a one-year course overseas. I will feel reassured about my language 

competence after that. Not only I, but also all lecturers in the department expect to be 

able to attend courses in foreign countries. B.AL3 

 Preparing for and taking international English tests was explicitly emphasised as an 

imperative PLD activity for the lecturers. Five participants reported preparing for an 

English test in order to get a certificate of English proficiency. They found it motivating 

when their leaders required them to gain qualifications for English proficiency.  

In the last staff meeting, the leader required all lecturers to take the exam at the end of 

this year in order to have C1 or C2 certificate. He said we must try to take the exam 

now because later on all university lecturers’ English competence will be officially 

tested [by MOET]. B.AL3 

 In above response B.AL3 appreciated the leader’s insistence because she thought it 

encouraged lecturers to manage their time and make an effort to meet the standard set for 

lecturers (the rule). Lecturers also perceived that getting a certificate showing their high 

level of English proficiency was a prerequisite to apply for a scholarship to study abroad 

(their object).  

 A questionnaire finding was that the participants expected to have opportunities to 

study overseas, or attend PLD sessions in English speaking countries. The data from 

document analysis and individual interviews supported this finding, and expanded it further 

by showing that overseas training, as a kind of formal PLD, played different roles within 

the tertiary activity system depending on who defined it. As presented in Chapter 4, national 

and institutional policy documents identified providing overseas postgraduate programmes 

for university lecturers as an important strategy to improve educational quality and human 

resources to enact the HERA. MOET also sponsored overseas training courses for selected 

lecturers to upgrade their knowledge and skills in relation to the EFL teaching reform. 

Additionally, findings of document analysis and individual sites (see Table 4.9 and Table 

4.10) showed that tertiary lecturers were required to upgrade their qualifications through 

MA and PhD programmes (either from within Vietnam or preferably overseas institutions) 

in order to maintain their teaching position and meet the official lecturers’ standards set by 

MOET. Formal PLD, in this respect, played a key part within the rules of the tertiary 
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activity system. These above accounts show how formal (and overseas) training was seen 

by MOET and policy makers as a mediating artefact for policy enactment, and at times as 

a rule that lecturers had to comply with.  

 From a different perspective, the interview data highlight that most lecturers aspired 

to gaining qualifications from an English-speaking country. They shared a strong motive 

for this, closely connected to their object of improving language proficiency, being role 

models of successful EFL learners and teachers for their students, and thus enhancing their 

self-image and professional identity. Since overseas training was their object, they reported 

engaging in self-study to maximise this opportunity (e.g., by taking an IELTS test, or 

preparing to apply for a scholarship to study further).  

 The above analysis shows that overseas training was viewed differently by MOET or 

institutional leaders and by lecturers. From a CHAT analysis, MOET and institutional 

leaders were more likely to perceive lecturers’ attending overseas training as either a rule 

or mediating artefact, whereas the lecturers considered it as the object of their activity. 

However, the lecturers showed a commitment to upgrading their qualifications, which 

matched both the leaders’ and their own plans. In this situation, leaders’ and lecturers’ 

different perspectives on the role and function of this kind of PLD did not seem to result in 

tensions or contradictions because the PLD, either seen as artefact, rule, or object within 

the activity system, was nonetheless relevant and supportive to the lecturers’ teaching and 

professional aspirations.  

 Formal PLD sessions organised within the participants’ institutions were identified 

as artefacts to support their teaching and their students’ learning. In comparison to external 

training, the participants across all three sites reported having more opportunities to attend 

courses, workshops, and conferences organised within their institutions. The common 

features of these internal formal PLD events included following an expert-led PLD model, 

short-term PLD, involvement of attendees with different specialisations, and organisation 

at the faculty or institutional level rather than at the departmental level. 

 Participants described several formal PLD events organised by their own institutions 

that they found effective. For example, B.A2 reported learning from a workshop on TOEIC 
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organised for EFL lecturers in the university and local EFL high school teachers. He valued 

the opportunities for experience-sharing.  

It was good because it was done at the time when we were required by the university 

to teach TOEIC for students. It helped us to understand more about typical features of 

TOEIC, and plan our teaching better than before. The most important thing was that 

the participants had a chance to discuss with each other about the good things and 

problems in their teaching. B.A2  

 My research observations of PLD sessions support the lecturers’ reported desire to 

share teaching experience and current problems in a formally structured PLD session. Data 

from an observation of a training course on Teaching English to Children at site C showed 

the teacher attendees’ great interest and active participation in the course activities 

(University C, Observations 7). The attendees shared their teaching problems and discussed 

solutions with their colleagues and the presenter who was a foreign expert. These features 

matched the participants’ definitions of effective training. As one of them described, it 

should provide both theory and practice. 

There are demos or practical activities for lecturers to observe and participate in. The 

content is practical and specific. It enables participants to learn practical experience 

from the trainer. C.L3 

 On the other hand, like external formal PLD, institution-based formal PLD events 

were at times perceived as ineffective due to the lack of follow-up support from the experts 

when the lecturers tried to apply what they had learn into their local teaching contexts. As 

one lecturer expressed:  

For the workshops organised here, most of the presenters were from Hanoi. They were 

also busy with their work, so sometimes they did not reply to my emails. That 

happened many times. After the workshops, they let us ‘swim by ourselves’ (tự bơi) 

[i.e., apply the skills without further support or coaching]. C.L2 

 There were also examples of internal training which was considered ineffective or 

irrelevant by the participants. For example, participants reported attending a training course 

on how to use an interactive whiteboard and related software in teaching. An academic 

leader commented that despite several sessions, the training did not provide lecturers with 
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sufficient practice, nor was there any follow-up support from the experts after the course. 

This resulted in it being more challenging for the lecturers to apply the new skills into their 

teaching. This leader also thought about PLD as peer teaching and learning.  

Most lecturers were not able to operate the software and use the resource after the 

training. Some lecturers, particularly those teaching ELT methodology, were assigned 

to teach in the lab-room and apply this equipment in their teaching, but they were not 

confident and still needed further directions and practice. I think some young lecturers 

who are good at IT should practise more and then show the others how to use it. C.AL2 

 Data from my research observations of this training course were consistent with this 

leader’s comments. During the training, the lecturer attendees mainly listened to the 

information and demonstration from the presenter who was also the programme provider. 

There was minimal interaction or discussion among the attendees about the application of 

the equipment in their own teaching (University C, Observation 6).  

 The data showed that lecturers decided not to go to formal PLD sessions that they 

found irrelevant to their needs. They wanted more agency to plan and organise their own 

formal PLD events within the department to maximise the relevance of the training to their 

teaching. As one lecturer suggested: 

It is necessary to have workshops exclusively for EFL lecturers, rather than for a big 

group of lecturers from various departments. The content needs to be related to 

lecturers’ teaching contexts, and involve both theory and tasks for participants to do. 

It is expected to have in-depth discussion about presented issues to find out a good 

way to apply them into teaching. C.L1 

 Leaders, in contrast, expressed a more positive view about the availability and 

relevance of formal PLD events organised for EFL lecturers within their institutions. For 

example, while seven lecturers felt that few internal workshops were relevant to their 

learning needs, their leaders asserted that EFL lecturers had many PLD opportunities within 

the university. This disconnect may have arisen because academic leaders interpreted PLD 

as contributing to broader roles and functions beyond lecturers’ daily teaching practices. 

The lecturers, in contrast, tended to seek PLD that directly supported their teaching roles. 
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 When contradictions arose between a leader’s perceptions of what would be useful 

for lecturers’ PLD and what lecturers believed to be relevant to their needs, these tended to 

be because the training sessions were planned by the institutional leaders and relied on the 

external experts’ decisions about delivered content. As reflected from the interview 

findings, lecturers had limited agency in planning these PLD sessions and their professional 

needs were not always recognised. The differences between the views of leaders and 

lecturers on the relevance of internal PLD events revealed a lack of a shared vision on the 

role and function of these PLD activities. This disjunction of beliefs suggests a need for 

institutional PLD to be negotiated between the academic leaders and lecturers (to achieve 

a shared understanding between the subjects and their community).    

Collaborative PLD 

Collaborative PLD can be defined as PLD activities (sometimes formal, but largely 

informal) in which lecturers learn and work collaboratively with their colleagues, or with 

other members of their community. This way of learning reportedly encouraged qualitative 

changes in the participants’ knowledge, skills, and beliefs about their teaching and students’ 

learning, and changes in their pedagogical practices. 

 The participants reported engaging in a variety of collaborative PLD activities, 

including working in groups to fulfil assigned professional duties, conduct peer 

observations, and share experiences through departmental seminars and informal 

professional dialogues. Groups formed among EFL lecturers who shared interests and/ or 

professional responsibilities or those teaching in the same sub-departments20. The 

participants reported undertaking obligatory and voluntary collaborative activities. The 

focus of collaborative PLD varied, including to complete teaching and research 

commitments, enact educational reforms, comply with institutional policies (e.g., peer 

observation, research), or share teaching ideas and content knowledge with each other (e.g., 

departmental seminars).  

                                                 

20 Within a department of foreign languages, or department of EFL teacher education, there are several sub-

departments, or specialised units, such as ELT Methodology, English Skills, General English, Translation, 

and Linguistics. 
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 An example of collaborative PLD was evident when a group of lecturers worked 

together to design a PLD programme to share with local in-service teachers what they had 

learned from the MOET training course. Five participants reported their engagement in this 

complex activity, as described in detail by one lecturer.  

We met many, many times, to discuss whether we could reuse the framework from 

University X, or how to adapt it. After we agreed on the modules in the programme, 

we divided the tasks of collecting materials. After that, we got together to compile and 

check all modules and make changes if needed. A.L5 

 Diverse teaching experiences and professional knowledge among the group resulted 

in collegial support in the forms of mentoring and coaching. A more experienced member 

valued learning through mentoring and working with the others.  

I explained and shared what I learned [from a training course by the British Council] 

with the other lecturers in the group. The group work was very useful because everyone 

could learn new things and share experience. A.L6  

 Less experienced lecturers (having from three to five years of teaching experience) 

also acknowledged learning from more experienced ones.  

During this work, some lecturers were attending a training course by British Council, 

so they had good knowledge. For example, they showed us how to design something. 

At first, we designed something very general, not specific. These lecturers instructed 

us how to redesign the programme to ensure that our learners would study both in the 

classroom and do the reading assignments. A.L5 

 The response showed that this teamwork involved many components such as 

demonstration, instructions, actions, reflections and adaptation. The activity had two clear 

aims: (1) to fulfil their team duty (i.e., to design a PLD programme for in-service teachers), 

and (2) to maximise the learners’ outcomes. The extract also revealed that the formal 

training the participants received from University X could be considered as a stimulus for 

this follow-up collaborative PLD. Learning occurred when the lecturers were committed to 

the task, worked together to adapt the training into their local contexts, and viewed the 

process as a meaningful learning experience for all members. The participants’ responses 

showed that the lecturers’ collaborative endeavour and shared understanding of the object 
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of the activity, and their effective use of the provided artefact (MOET’s training course and 

resources) contributed to the accomplishment of this team work.  

 Another example of collaborative work was showed when lecturers attempted to 

address an aspect of national educational reform. This particular reform was perceived 

challenging because they were not clear about what the task involved and how to undertake 

it. For example, MOET required tertiary institutions to undertake self-assessments of their 

teacher education programmes with the aim of revising and improving these programmes. 

Two lecturers at one site reported being assigned to work with colleagues to complete a 

self-assessment of the EFL teacher education programme in their university. With neither 

sufficient training on how this issue nor resources (tools) to support this process, one of the 

team noted, “We were required to do this, but we found it very hard during the process. We 

felt like we were doing something beyond our ability” (C.L3). Therefore, although these 

lecturers reported their collective attempts to comply with the requirement, this teamwork 

did not result in a learning process. The example reveals a tension resulting from lecturers’ 

enacting a top-down initiative (i.e., object of their activity) without favourable resources 

(mediating artefacts). This experience suggests that for national reforms in education to be 

implemented successfully and promoting lecturers’ learning for making the changes, 

lecturers need to understand clearly the reform rationale as well as to be provided with 

necessary skills and on-going support.  

 Other opportunities for collegial discussions, experience sharing, and experimental 

learning were identified as crucial for effective peer learning. These features were clearly 

demonstrated in a collaborative professional activity which involved a group of junior 

lecturers working together to run an English Speaking Club (ESC) for students. These 

lecturers considered this an effective PLD experience.  

We normally discuss activities and share experiences when we participate in the ESC. 

For example, I can say ‘Ah, in my class, I use this warm-up activity’. The ESC mainly 

focuses on speaking and listening skills, so it is very comfortable for us to share ideas. 

We usually bring to the ESC what we find interesting in our classrooms. We share all 

things we know when we sit together to plan the programme for ESC. A.L5  
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 Another lecturer acknowledged that the ESC was a place for her to apply new 

pedagogical practices she learned through formal training.  

I apply the ways to organise games, songs that I learned from the training course at 

University X when planning activities for ESC. Sometimes I create new games and 

tried them in ESC. Whenever I have new ideas, I try them in the ESC and evaluate 

their effectiveness or how to improve them. A.L4 

 The extracts revealed that ESC was considered as a small community of practice 

where members were willing to share their teaching experiences and ideas for completing 

the shared duty. Although running the English Speaking Club was an assigned duty, the 

lecturers valued the collegial support and learning they received. They also reported 

applying the skills they gained from organising ESC into their classroom practices. This 

showed that there was a connection between these lecturers’ additional roles and their main 

roles of EFL teaching.  

 There is evidence that collaborative learning was effective when lecturers engaged in 

their professional activities collaboratively and voluntarily for the purpose of learning, 

rather than for formal assessment of their own or their colleagues’ performance. This was 

manifested in the participants’ experiences of teaching observations and feedback, which 

they identified as a form of collaborative PLD.  

 Twelve participants perceived the importance of peer observations and feedback as 

PLD. For example, an academic leader who was responsible for planning and providing 

PLD for lecturers put a high value on these activities.  

These are very necessary activities. By doing these, lecturers can build a learning 

community for their PLD. They can receive feedback and advice from peers who 

observe their teaching. The observers can also apply new ideas. A.AL4 

 Junior lecturers in particular were willing to be observed: 

I really want my teaching to be under examination. I want to get feedback on what is 

good and what is not good so that I can improve my teaching. B.L1 
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 However, eight participants, particularly those from sites B and C where teaching 

observation was obligatory, believed that observations and feedback were poorly 

structured, and thus failed to promote authentic peer learning. One lecturer (B.A2) 

commented that he did not learn much from observers’ feedback because it was too general. 

He noted that observers usually avoided pointing out weaknesses in their peers’ teaching, 

which he perceived as a Vietnamese cultural practice of showing peer-respect (cả nể). 

Sharing this view, one leader stated that observations and feedback did not work in practice. 

She raised the issue that lecturers conducted them only ‘to comply with’ (đối phó) the 

regulations rather than being fully committed to these as learning activities.  

Observations were organised just to respond to the university requirements. Lecturers 

tend to avoid conflicts, so they don’t give real feedback. B.AL2 

 This cultural issue was also mentioned by other participants. Both lecturers and 

leaders questioned the reliability of evaluative observations rooted within a cultural practice 

of peer respect: 

There has been an ‘unspoken norm’ within the department for a long time. This is a 

tradition of the department that the observing group would give an ‘all passed’ 

assessment (tất cả đều đạt) to the observed lecturers. C.AL2 

 The participants also referred to a contrasting cultural practice, ‘no peer respect’ 

(không nể nhau), which was opposite to showing ‘peer-respect’ (cả nể) as an additional 

reason why observations might be unwelcome. For example, B.AL2 and B.AL1 explained 

if lecturers were of a similar age, or in a similar position, it was more likely that they would 

exercise ‘no peer respect’ in giving feedback after the classroom observations. As a result, 

the observed lecturers would feel very uncomfortable because the feedback was likely to 

be overly negative and not constructive. A lecturer referred to this phenomenon as a reason 

for lecturers’ low engagement in observations as a form of PLD: 

Lecturers do not have time for this, and they tend to avoid criticism because observers 

might give negative comments rather than constructive feedback. A.L2 

 The participants identified conditions that would ensure that observations and 

feedback would provide fruitful PLD.  
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Classroom observations are beneficial when they are voluntary, involve discussions 

and sharing ideas, and when a new lecturer needs to learn experience from more 

experienced ones. A.AL2 

 There was evidence of voluntary classroom observations and feedback that promoted 

collegial learning among a small group of lecturers within their sub-specialised groups. For 

example, one lecturer reported that she sometimes invited others, including foreign 

volunteers and Vietnamese lecturers to observe her lessons. She described an active 

learning experience when she had a chance to observe others, including preparing for the 

observation by making her own plan for the lesson she was going to observe, observing, 

and taking notes. She compared how the observed lecturer taught with how she planned to 

teach the same points. This lecturer also reported what happened when she met with her 

colleagues after this observation when they shared their feedback.  

The feedback sessions were useful because I could learn a lot from giving feedback to 

others and from listening to their clarifications or responses to my feedback. This 

discussion helped me to avoid making subjective comments. This was a two–way 

interaction and learning. C.L1 

 The process of reflecting on teaching issues as described above deepened the 

understanding of lecturers who were involved in this learning. Even so, these lecturers 

reported making a great effort to prepare for a model lesson. As one lecturer reported: 

I often feel uncomfortable when being observed. I usually prepare the lesson 

thoroughly before teaching. However, despite these issues, I still want others to 

observe my lessons and give me suggestions for improvement, especially for new 

subjects that I am teaching. C.L1  

 The response showed that this lecturer’s need for observations and feedback derived 

from her motive to improve teaching effectiveness. The need for learning appeared to 

outweigh her anxiety and other psychological issues related to being observed.  

 It was interesting to find that most participants used the term bị dự giờ in Vietnamese 

to refer to being observed. Pragmatically, bị indicates a state of suffering or having to 

undergo something unpleasant or unfavourable. This implied meaning was relevant to 
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many participants’ experience of anxiety or reluctance to be observed by peers, which was 

more likely to occur when lecturers were required to provide open class for teaching 

observations and assessment (obligatory collaborative PLD, seen as a rule), contrasting 

with the feeling of được dự giờ (e.g., seeing being observed as a favour, or honourable task) 

they often quoted when talking about more informal and voluntary ways of observations. 

The use of bị dự giờ or được dự giờ to talk about the same PLD activity also reflected 

different views and meanings individual lecturers held in relation to their experience of this 

PLD form which functioned as either rule or an artefact within the lecturers’ PLD activity 

system.  

 Although the participants referred to teaching observation as a form of collaborative 

PLD, their experience of this activity showed that obligatory teaching observation was not 

in fact collaborative but rather a formal process of observation and professional assessment. 

In this respect, obligatory observation was very much a formal PLD activity. Alternatively, 

voluntary incidents of peer observation were viewed as collaborative and informal learning 

in which a lecturer could learn effective teaching practices from their colleagues or receive 

useful feedback to improve their own teaching. These two examples show the complexity 

of this particular PLD activity.  

 Discussing teaching or research ideas within departmental seminars was identified by 

the participants as another form of collaborative PLD. The lecturers expressed positive 

attitudes toward attending or presenting at these seminars.  

The seminars are useful because of the informal atmosphere and opportunities for 

lecturers to meet and share experience with each other. A.L2  

 My research observations of three seminars in site A showed that departmental 

seminars, similar to teaching observations as presented above, occurred in both formal and 

informal ways. The first two seminars included six EFL lecturers (one presenter and five 

attendants) and were conducted in informal styles with a similar procedure. Each seminar 

started with a short presentation of about 20−30 minutes, followed by 10−20 minutes for 

discussions. Seminar one aimed at sharing the presenter’s experience in using technology 

in teaching English to children. The participants actively asked the presenter about 

designing and delivering the course, and then discussed obstacles as well as strategies for 
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teaching effectively with this approach. Similarly, the purpose of seminar two was to share 

the learning and materials the presenter obtained when attending an overseas course. The 

participants actively discussed how to use the materials effectively. The discussion was 

practical particularly when the participants reflected on their experience of supervising and 

assessing students’ research, and then suggested using the materials and ideas learned from 

the course to design a detailed set of guidelines for research assessment within the faculty. 

Generally, the first two seminars involved a great deal of professional discussion and 

collegial support. The attendees showed interest in the presentations, actively engaged in 

sharing their teaching practices, and discussed teaching problems (University A, 

Observations 1, 2). 

 The third observed seminar was conducted more formally. The seminar aimed at 

sharing experience of using a software package to manage data in qualitative research. 

Unlike the other seminars, this seminar included four EFL lecturers and more than 20 

students. The presentation took about 45 minutes including: the theoretical grounds of 

qualitative research, data analysis, and how to use the software. The participants mainly 

listened to the presenter, watched the demonstrations and took notes, and sometimes 

answered the presenter’s questions (University A, Observation 3).  

The observational data showed that seminars within a department were conducted 

in different ways, varied in purpose, and involved different participants. Reporting on their 

experience of this type of PLD, the interviewed participants preferred informal seminars, 

and valued an informal environment which offered opportunities for learning from 

colleagues, reflections on their practices and discussions about teaching problems and 

solutions. This differentiated the kinds of learning in formal and informal settings.  

 A key aspect of collaborative PLD was how individual members perceived the role 

played by others within their community in their learning. The study highlighted different 

views held by lecturers about learning from internal experts. One lecturer considered it was 

more convincing and motivating to listen to lecturers from the same context sharing 

experience.  
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It is easier for attendees to be convinced about the effectiveness of the presented 

teaching techniques because the presenters are colleagues who share the same teaching 

context. We will have motivation to keep up with other colleagues. A.L2. 

 However, in a slightly contradictory way, this lecturer added that it would be more 

persuasive to listen to outside experts sharing experiences because they came from different 

contexts and thus provided new ideas. She believed that lecturers could learn more from 

external experts and colleagues than from their local peers. In these instances, she valued 

networking with colleagues from other institutions for experience sharing and learning. To 

explain this, she quoted a Vietnamese proverb ‘Bụt chùa nhà không thiêng’ (The Buddha 

in a domestic pagoda is not holy), which implies people from the same university are not 

as recognised by their peers as they would from other universities.  

We can learn more from experts from other universities. Lecturers from the same 

university may feel satisfied with their present situations, so they feel no need for 

changing their teaching. A.L2 

 This perception was shared by another lecturer who also seemed to have 

contradictory opinions about peer learning among lecturers within the department. On the 

one hand, he reported learning good teaching practices from colleagues. On the other hand, 

he explicitly expressed his preference for outside experts over inside ones. He believed that 

lecturers would not learn a lot from colleagues from the same department.  

We [lecturers within the department] can organise workshops by ourselves, but 

‘closing the door and teaching each other’ (đóng cửa dạy nhau21) is not useful. We 

understand our contexts and we know each other well, so there is nothing new to learn 

from each other. B.A2 

 This attitude toward ‘closing the door and teaching each other’ expressed by B.A2 

was congruent with A.L2’s perception of ‘the Buddha in a domestic pagoda is not holy’, as 

presented previously. Although both lecturers’ ideas of internal experts appeared to be 

contradictory, they related to the different contexts in which PLD took place, and to the 

                                                 

21 This Vietnamese expression refers to a situation of members teaching each other or solving internal 

problems without the interference of outsiders. 
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lecturers’ learning purposes. This also reveals that tensions might occur within the learning 

community if there is a lack of shared vision on peer learning and how community members 

could contribute to the learning of others.    

 Experience sharing with colleagues through informal dialogue was identified by the 

participants as an important PLD experience embedded in their daily practice. One leader 

used the term nói chuyện chuyên môn (professional dialogue) to emphasise the informality 

of these conversations which he perceived very effective for lecturers’ PLD. He explained 

that the informal environment allowed lecturers to feel comfortable about discussing 

teaching issues and sharing experience with each other. He also raised the importance of 

establishing a shared vision or an agreement (đồng thuận) among lecturers about how to 

address an issue.  

It is not a formal meeting. It is like a professional dialogue. It must be open and not 

cover too many issues. Lecturers share a problem in teaching, discuss it and seek 

agreement. B.AL5 

 This leader distinguished between two kinds of agreement. One was an agreement 

arising from peer-respect implying that no matter what their actual opinion was, people 

might agree with each other in order to show peer respect and avoid conflict. The other was 

an agreement resulting from a shared vision when people agreed with each other because 

they all shared the same view and purpose of getting something necessary done. This leader 

especially valued the contribution of new staff members.  

Agreement (đồng thuận) here is not from peer respect (cả nể), but from a scientific 

view that it is necessary for us to do something to solve the problem. People share 

experience and then agree on how to do something, such as how to exploit a teaching 

material. Experience can come from not only old but also young lecturers. B.AL5 

 Another experienced lecturer who had an additional role in facilitating research 

activities within the department was equally open to learn from others. She was eager to 

talk with other lecturers who had research experience to discuss research problems and 

learn about researching from them. She acknowledged that this learning improved her 

ability to fulfil her role.  
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I learn from everyone who has experience in research and research management, such 

as from the Head of the faculty, lecturers with PhD degrees, normal lecturers, and even 

students. A.L6 

 New lecturers were equally keen to learn from their colleagues. A junior lecturer 

shared that when having difficulty in teaching, she sought advice from more experienced 

colleagues through informal telephone conversations. 

When I am not sure about how to teach some aspects in the programme, I call them 

[more experienced lecturers] to ask for advice and they show me how to teach these. 

A.L1 

 Most lecturers valued PLD that came about through sharing experiences informally 

with like-minded colleagues: 

I usually share experience with lecturers who are close, like-minded (tâm đầu ý hợp), 

have the same views about teaching, and sometimes teach the same subjects. This is a 

good learning experience. We feel comfortable to share all things we know about 

teaching, and we are happy to observe each other. C.L1 

 However, some reported that this happened infrequently due to time constraints and 

workload. Issues of trust and availability were mentioned as barriers to sharing.  

Learning from sharing experience was very limited because I found few people who 

would be willing to share, and share honestly. I can share with people who play with 

me [i.e., have close relationship], like Y., because we are at the same age. A.L5 

 Overall, discussing their practice informally was the most commonly reported form 

of collaborative PLD. Several factors appeared to play an important role in promoting 

collaborative learning. These included maintaining a focus on addressing teaching 

problems, promoting learning and experience sharing in informal and voluntary settings 

rather than formally as an obligation for staff assessment. The lecturers also concluded that 

PLD was most successful when it promoted mutual support between like-minded lecturers 

with shared interests. Factors that were perceived to hinder collaborative learning were the 

practice of peer-respect or lack of peer-respect in feedback giving, and unfavourable 
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attitudes towards learning from insider presenters (i.e., when PLD was initiated by 

insiders).  

Informal PLD 

Informal learning was perceived to play a crucial role in the lecturers’ PLD experiences. 

The Vietnamese terms lecturers normally used, tự học (self-regulated learning), and tự bồi 

dưỡng (self-developing), as briefly mentioned at the beginning of this chapter, reflected a 

greater sense of personal control on their learning. In this study the term ‘self-regulated 

learning’ is used to refer to tự học which takes place when lecturers decide by themselves 

what they need to learn and how they learn it based on their own needs and available 

resources. The lecturers reported mainly undertaking tự học independently and 

individually. However, they also gave examples of tự học which occurred when a small 

group of lecturers got together and learned something of their interest such as practising 

their English speaking skills. In the latter situation tự học can be seen as collaborative 

learning, but it is managed entirely by the lecturers themselves. Because it involves 

lecturers’ self-regulation and agency in their learning, tự học is presented as a critical form 

of informal PLD in this study. 

 The participants perceived self-regulated learning as an obligatory commitment of 

lecturers, or an essence of their profession: “a typical feature of a teacher’s job is self-

regulated learning” (B.A2). They believed that self-regulated learning including agency 

and self-regulation in their own learning was the most effective way for teacher educators 

to fulfil their roles.  

Self-regulated learning means learning what I like, or learning to self-equip me with 

what I lack. A.L6 

I think self-regulated learning is the most useful activity. We know our own need and 

inadequacy, and how to improve ourselves. B.A2     

 The participants across the three sites agreed that informal learning should be ongoing 

and lifelong, and undertaken frequently because it was flexible and relevant to their needs. 

Recurring examples of informal learning involved: learning from teaching and 
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experiencing new ideas; learning through individual reading and research; and practising 

their own English skills.  

 A key purpose for lecturers’ informal learning was to update content knowledge and 

professional skills, which they viewed as critical mediating artefacts for effective teaching 

and students’ learning (i.e., the object of their activity). Reflection and self-assessment were 

identified as core components of lecturers’ informal learning. For example, the participants 

reported using various strategies to improve their teaching such as using teaching journals, 

students’ feedback, and self-assessment which enabled them to reflect on their teaching and 

learning experience after each lesson. Others sought feedback on their teaching by asking 

students for written anonymous feedback.  

For self-regulated learning or self-developing, I usually keep a teaching log to reflect 

on my teaching effectiveness and what needs improvement. I decide what I need to 

learn more and what kind of knowledge I need for my major or for teaching, and learn 

it. B.AL1    

 Informal learning often resulted from teaching dilemmas and was undertaken in order 

to address lecturers’ professional concerns. Lecturers’ learning needs were reported to 

derive from their teaching responsibilities, especially teaching specialised courses (e.g., 

English or American Literature, Linguistics, Translation), or ESP (e.g., English for 

Business, Tourism, Banking) which they perceived as ‘hard to teach’.  

I have to update my knowledge regularly because there are new terms and concepts in 

both Vietnamese and English language. I have to learn and read a lot to improve my 

teaching and support students’ ability in translation. B.A2 

 The above response also highlights the unique role of EFL lecturers, and teacher 

educators, as language learners. Seven participants reported practising and completing the 

English exercises in the courses they were teaching by themselves before giving these to 

their students. From this, they could experience challenges the learners might face. This 

teaching practice was particularly evident when the participants were implementing the 

foreign language reform which required them to teach a new programme for in-service 

school teachers.  
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The teaching contents in the programme designed for in-service teachers were related 

to international English language tests such as IELTS and TOEFL. These are quite 

difficult. If we do not study and prepare well, we cannot teach these things. It takes a 

lot of time and effort because we have to practise and study these things before being 

able to teach them. B.AL5 

 The teaching content in this example seemed to be test-oriented, which required 

lecturers’ practice and preparation to familiarise themselves with the tests and test-taking 

strategies before being able to teach and share experiences with their learners. Additionally, 

teaching a new type of learners, in-service teachers, as a part of the reform implementation, 

also pushed lecturers, especially junior lecturers, to undertake more self-regulated learning 

to improve their own ability. 

Because the learners are experienced in-service teachers, I have to learn and practise 

my own teaching skills before teaching them. A.L4 

 Experiential learning was an important form of informal PLD experienced lecturers 

reported learning from classroom experiences when they attempted to apply new skills in 

daily practice and review the impact of these changes. For example, lecturers reported 

applying more motivational strategies to engage students in learning, or trying new ideas 

when teaching evening classes before using them to teach university students. These were 

powerful learning experiences which informed their teaching and apparently resulted in 

improved student outcomes.  

 Across all sites, lecturers’ individual research was conducted in different forms, such 

as individual research at MOET level, provincial level or institutional level, designing 

course-books and teaching materials, presenting their research at professional workshops 

or conferences, and writing articles for publication. Generally, the participants valued the 

importance of research in their teaching. However, they expressed different levels of 

commitment to research, as presented in individual site findings (Chapter 4).  

 All participants perceived that it was necessary for lecturers to improve their own 

language competence, and to meet the standard of language officially set for lecturers. 

These participants were interested in seeking opportunities to improve their language 

proficiency such as learning with foreign experts in formal and/or collaborative activities, 
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or studying in an English speaking country, as described in the previous sections. However, 

due to the limitations of these PLD opportunities, 24 out of 26 participants reported taking 

the initiative and practising the language by themselves, using English books, CDs, news, 

media, and other resources to improve their skills. For example, B.AL5 reported that in his 

free time, he listened to English tapes, and practised his pronunciation and oral skills. 

Another participant reported individual learning to improve English and teaching skills.  

I studied from online resources. I also watched English films, practised IELTS, and 

learned more about how to teach English. C.L6 

 The participants shared a desire to improve their language competence. They believed 

that their English proficiency could be enhanced through various PLD activities, as 

illustrated in Figure 5.1.  

 

 

 Figure 5.1 PLD for improving English proficiency 

 Among the strategies to enhance their language, independent PLD was reported as 

the most accessible activity. Although the figure reflects general perceptions and 
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experiences of participants across all sites, the desire to improve language proficiency was 

expressed most strongly in site B. The participants’ responses showed that informal PLD 

occurred both inside and outside the lecturers’ classrooms or institutions, and was more 

likely to be incidental or unplanned. This included daily talks with colleagues or their 

students at break time, reading news in Vietnamese, chatting with a foreign volunteer 

working at the university, and even during a formal PLD session when the lecturer picked 

up something they found interesting or relevant for their personal life while watching the 

presenters. It centred on learning from different members within the lecturers’ community. 

Given that learning tended to be tacit and implicit, and incidental or unplanned, lecturers 

appeared not to be aware of this learning, and they did not explicitly indicate this as a key 

PLD model. Their reported learning experiences, however, suggest that informal PLD 

played a key role in these lecturers’ professional lives.  

 Overall, participants’ perceptions of PLD were informed by a complex amalgam of 

their expectations of PLD roles and functions, and through their experiences of different 

forms of PLD. Lecturers at times differentiated formal, informal, and collaborative PLD, 

yet these kinds of learning operated simultaneously. Even when attending formal events 

such as training courses, workshops, and conferences, collaborative and informal learning 

occurred through lecturers’ explicit or implicit reflections on their own practices and 

beliefs, and through self-assessment of their own competences, leading to some ideas for 

self-improvement. Overall, the participants shared a perception that self-regulated learning 

was an essential mode of PLD for members of the teaching profession, a professional 

responsibility, and the most effective type of informal PLD available. They reported self-

regulated learning through the process of teaching preparation and reflection, conducting 

individual research, preparing for post-graduate studies, and language proficiency practice.  

 In summary, this section integrated findings from both quantitative and qualitative 

phases. These show that PLD for the Vietnamese teacher educators occurred in diverse 

ways (e.g., formal, collaborative, and informal PLD) and for different purposes. A summary 

of these forms of PLD and their common features is presented in Table 5.1.  
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Table 5.1 Participants’ experiences of PLD 

 

  PLD forms Common features 

Formal Occurring in formal settings; with an expert model; one-off events, 

involving large numbers and mixed types of participants; employing few 

or very general forms of PLD evaluation; few or no follow-up activities 

Collaborative Mainly occurring within the department; mostly assigned tasks; involving 

sharing and discussing ideas; practising and reflecting on practices; peer-

support; learning through working with others 

Informal 

 

Mainly occurring individually and in informal settings; involving self-

reflection, self-assessment, self-regulation 

 

 In practice, PLD appeared to be a fluid phenomenon experienced by the participants 

in different ways according to how they engaged in PLD and their motives for engaging in 

PLD. Therefore, there were no fixed classifications of PLD forms and PLD activities. Also, 

none of the reported or observed PLD activities was entirely formal, informal or 

collaborative. There might be formal, informal, and/or collaborative elements within a 

particular PLD activity. For example, seminars could be either formal or informal, and/or 

collaborative depending on how they were actually organised and engaged in. Similarly, 

there is an example of how shared research activities could be undertaken individually 

without much peer discussion or collaboration (i.e., members worked individually to finish 

their sections which would be compiled later to create the final product). Lecturers also 

reported different levels of engagement and learning within a specific PLD event. For 

example, they reported more meaningful learning when engaging in informally-designed 

activities (e.g., discussions of teaching practices, practices new teaching techniques) within 

a formal PLD session (e.g., a training course). This highlights an interplay among the three 
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forms of PLD as well as among different specific PLD activities, as illustrated in Figure 

5.2. 

Examples of collaborative PLD: 

obligatory collaborative work; 

seminars within the department; 

co-teaching and observations; co-

research; experience sharing 

Examples of informal PLD: 

learning from teaching; 

individual research; self-

regulated learning

Examples of formal PLD: training 

courses or specialised courses; 

attending or presenting in internal 

or external workshops and 

conferences; postgraduate 

programmes

     

Informal PLD

Collaborative PLD

Formal PLD

EFL teacher educators’ PLD

 

Figure 5.2 Interplay among PLD forms 

  

 The classification of PLD activities according to these three main forms, as illustrated 

in Figure 5.2, is tentative and based on how these activities were defined and experienced 

by the participants in the Vietnamese contexts. This study explored how the participants 

engaged in different PLD activities and the meanings they attributed to their experiences. 

However, it aimed for a holistic understanding of the PLD phenomenon rather than 

evaluating each type of PLD and drawing conclusion about which kind of PLD can be 

considered as the most effective.   
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 Although the teacher educators valued all forms of PLD, contextual factors (e.g., 

time, workload, leadership) and cultural practices (e.g., peer respect, indirectness in 

communication) might at times hinder their engagement in some PLD activities. In the next 

section, a CHAT analysis presents how the lecturers’ PLD took place, and explores when 

and why tensions and contradictions occurred within the PLD activity systems in the three 

sites.  

CHAT analysis of the three sites 

The previous section draws together findings from all data sources and presents how PLD 

for the EFL teacher educators was experienced by the participants. This section utilises a 

CHAT lens to further explore dimensions of PLD for the lecturers in their tertiary contexts, 

and to focus more on how PLD was operationalised at a system level. The analysis 

highlights the complex interactions among different elements of the PLD activities systems. 

The CHAT analysis of the three sites captures different perspectives of the PLD activity 

systems in their contexts. The analysis identifies both distinctive features of PLD within 

each site activity system and commonalities in relation to PLD across the three university 

settings. 

Exploring dimensions of PLD through a CHAT analysis of each site 

Although the three university sites were all public universities, they had their own 

regulations, prioritised initiatives, resources, and cultures which influenced the operation 

of PLD for the lecturers within their organisations. The CHAT analysis of PLD in each site 

will explore further different aspects of the PLD activity system in its specific context and 

highlight the influence of contextual and cultural factors on PLD for the lecturers. The 

following CHAT analysis of each site offers more insights into the complexity of the PLD 

phenomenon and the dynamic systems within which PLD took place.  

A CHAT analysis of site A 

In addition to shared features related to PLD as presented in the earlier section, the CHAT 

analysis of site A highlights tensions in the lecturers’ experiences of working within their 

community, and the impact of institutional regulations on the lecturers’ PLD engagement.  
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Tensions for lecturers’ working within their community 

At this site, there seemed to be some confusion around the delineation of roles between the 

academic leaders and the EFL lecturers. For example, the academic leaders commented 

that most lecturers did not meet the standards (e.g., qualifications and research ability) of 

tertiary teacher educators. The leaders believed that lecturers’ ‘craft-workers’ approach 

(i.e., following a rigid teaching style, not being creative in facilitating students’ self-

regulated learning) made students into passive learners. The lecturers were expected to 

enhance their own agency through learning and research rather than seeking training from 

outside experts.  

 Taking a contrasting perspective, all of the six interviewed lecturers reported making 

an effort to engage in tự học (self-regulated learning) and updating their knowledge and 

skills. The lecturers were confident that they could facilitate and improve students’ life-

long learning skills. These lecturers highlighted the importance of formal training as a way 

to enhance their confidence and qualifications to teach and research. 

 The power imbalance between the senior and junior lecturers was a cultural influence 

on the lecturers’ experiences of PLD. Two junior lecturers reported feeling more 

comfortable sharing their teaching experience with peers of the same age and position 

rather than with senior colleagues. Their hesitance in asking for assistance or instructions 

from more experienced colleagues arose from their reluctance to take up time in these 

senior lecturers’ busy schedules. Another culturally influenced example was of a junior 

lecturer who reported listening to the opinions of senior colleagues and accepting their 

decisions rather than contributing her own ideas to the team. This behaviour is consistent 

within Vietnamese culture where the young are expected to obey and show respect to the 

more experienced in a group. This junior lecturer also reported facing pressure when the 

senior colleagues kept urging her to attend a postgraduate programme without taking into 

account her heavy teaching load and her desire to apply for a postgraduate course. The 

habitual indirectness in communication between the young and experienced lecturers may 

have caused tensions and inhibited meaningful collegial support for the young lecturers’ 

PLD.  
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 Such differences between leaders and lecturers, as well as junior and senior lecturers, 

created tensions for the lecturers individually and collectively, and made it difficult for a 

group to work effectively when lecturers did not understand others’ the expectations of 

them. In Figure 5.3, the tension between the lecturers and other members of their 

organisation is illustrated by the jagged line between the lecturers (i.e., subjects) and the 

community within which they work. 

 

Figure 5.3 The influences of PLD within this system (Site A) 

 

Tensions from policies applied to PLD 

At site A there was a tension inherent in the selection process for lecturers to attend PLD 

events (i.e., rules), and the PLD opportunities (i.e., the artefact), as depicted by a jagged 

line between the rules and artefact in Figure 5.3. This tension was felt particularly strongly 

by young members of staff. The junior lecturers reported that they had limited opportunities 

to participate in formal PLD, especially in intensive specialised courses, compared to their 

more experienced peers. The young lecturers also suggested more appropriate selection 

criteria which were not only based on formal qualifications and experience.  
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 Regulations related to assessing research projects were also perceived as problematic 

by one experienced lecturer. This lecturer commented that approval of research proposals 

and funding were more likely to be given to applicants with a PhD degree, or to researchers 

on big projects which generating large funds rather than those working on small research 

projects. This unspoken selection criterion, together with complicated paperwork and 

registration processes for research and funding application, hindered the lecturers’ 

motivation for research.  

 Two leaders emphasised changes within the department initiated to better support the 

lecturers’ PLD engagement. They gave examples of encouraging and funding collaborative 

learning through organising seminars in which lecturers could share teaching experience 

with each other. The leaders also reported having a strategic plan designed at ‘bottom-up’ 

level, by the lecturers within the department. The plan allowing the lecturers to state their 

PLD goals would be used to facilitate the provision of PLD relevant to individual lecturers’ 

needs and preferences. The leaders’ reports were confirmed by three lecturers who 

appreciated their increased PLD opportunities.  

 Within site A, institutional and departmental regulations (rules) were found to create 

both challenges as well as enablers to the lecturers’ PLD experiences (artefacts). The 

analysis highlighted how a bottom-up PLD plan was likely to ensure that lecturers could 

access relevant PLD.  

A CHAT analysis of site B 

The second site-specific example highlights the influence of institutional regulations on the 

lecturers’ PLD experiences, as well as the lecturers’ reports of their limited access to PLD 

opportunities. Findings from site B add insights into the interrelations between PLD and 

the social, cultural, and political context in which it was embedded.  

Contradictions in institutional PLD regulations 

Within site B, PLD such as research and self-regulated learning was identified as an 

obligatory professional activity, and as such, was viewed as the rule. The institution had 

introduced a new policy in which research engagement was the key criterion for assessing 

lecturers. The purpose, or object, was to improve lecturers’ research and qualifications. 
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However, other institutional rules, such as those related to managing and evaluating 

lecturers’ research were perceived by both the lecturers and academic leaders as inhibiting 

their engagement in research. For example, the lecturers reported that the paperwork and 

application process for research funding were complicated, and that in their experience, 

funds were limited.  

 The contradiction between the objective of enhancing lecturers’ research engagement 

(object) and the institutional regulations to support research activities (rules) became 

marked when the institution planned to eliminate research funding in the coming year. As 

seen in Figure 5.4, this tension was depicted as a jagged line between the object and rule of 

the activity system. As a result, these lecturers worried about their ability to meet the 

demands to research without favourable supporting regulations. The new policies created 

an external force that obligated all lecturers to conduct research if they wanted to achieve 

good annual assessment. This was exacerbated by the cultural expectation of respecting 

and obeying authority. However, these lecturers believed that eliminating funding would 

reduce their motivation and actual commitment to conducting research. They also 

questioned the possible quality of research when all lecturers were required to do research 

regardless of their ability, experience and other related skills.  

 The CHAT analysis of site B highlights how the new policies appeared to create 

unintended consequences or outcome (i.e., reducing lecturers’ motivation and support for 

their research rather than promoting their research capability). This also revealed tensions 

within the institutional policies themselves. Tensions inherent in the institutional policies 

were depicted by a circle with a jagged arrow within the rule component in the diagram.  

These contradictions inherent in the regulations contributed to the reported tensions 

between the lecturers’ engagement in collaborative learning such as collaborative research 

(i.e., artefact) and the institutional aim of promoting lecturers’ research (object). The 

lecturers reported that collaborative research was not encouraged or undertaken simply 

because they preferred to conduct individual research during mandatory research hours. As 

a result, in this university community, the conditions for research did not favour or 

encourage collaborations.  
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Limited PLD opportunities as artefacts 

Within university site B, the lecturers reported limited access to PLD opportunities, both 

within and external to their institution. They noted that lecturers lacked financial support 

from the university to attend external PLD. Site B lecturers expressed a strong desire to 

attend training overseas, which they believed essential to their teaching and the 

enhancement of their professional skills and confidence as EFL teacher educators. The 

lecturers wished that the institutional leaders would support them by providing information 

about postgraduate scholarships or training overseas.  

 

Figure 5.4 The influence of institutional regulations on PLD (site B) 

 Within the institution, conferences and workshops for lecturers were usually 

organised at institutional level by the International Relations Office, or the Centre of 

Foreign Languages rather than at departmental level. Therefore, the lecturers reported that 

they were not involved in the PLD planning process, and provided PLD events were not 

always relevant to their needs. Clearly these lecturers wished to have more agency in 

organising their own PLD within the department. They also proposed the implementation 
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of collaborative PLD like seminars or experience-sharing led by the lecturers within the 

department. However, they highlighted that for such a model of PLD (i.e., lecturer-led PLD 

at departmental level) to take place, there needed to be support from the institution as well 

as a shared vision among the lecturers in the department.  

It was important to note that while most lecturers would have liked to attend more 

PLD events and engage in on-going learning opportunities, a leader commented that the 

lecturers had sufficient PLD (e.g., training within and external to the institution) for the 

implementation of the reform in foreign language teaching. These opposing views indicated 

tensions resulted from a mismatch between the leader and lecturers in interpreting the 

lecturers’ PLD needs and preferences.  

 The tensions and contradictions within the PLD activity system in site B were closely 

associated with the implementation of institutional regulations, especially since PLD was 

identified as an obligation. These tensions and contradictions acted more as barriers than 

motivators for new lecturers to engage in PLD. Four lecturers perceived their roles as a 

professional burden or a challenging responsibility because of the increasing professional 

demands from the institution. As a result, these lecturers faced the dilemma of dividing 

their time and resources between their own personal PLD and their other professional 

responsibilities. Three lecturers reported having to delay their postgraduate studies and 

independent learning so as to prioritise their teaching responsibilities. These contradictions 

created a great deal of tension within the PLD activity system in site B which was unlikely 

to be resolved without a shift in the rules to support the lecturers’ PLD engagement. 

A CHAT analysis of site C 

The third site provided further insight into the complexity of PLD within a tertiary 

environment. Within site C, the CHAT analysis revealed complex interactions among 

different elements of the lecturers’ PLD activity system. The findings highlighted three key 

aspects: (1) the tension facing lecturers to comply with the institutional regulations, (2) 

contradictions arising from leadership, and (3) the lecturers’ uncertainty about mandated 

rules.  
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Tension from complying with the institutional regulations 

Within site C, the participants reported the challenges from institutional regulations about 

the annual assessment of their academic and teaching performance. The objective of the 

assessment was to improve lecturers’ teaching quality and ensuring that they fulfilled their 

responsibilities. However, as described in Chapter 4, the participants reported a critical 

tension: the assessment regulations within the university created pressure and in their view 

unnecessary additional work, rather than promoting meaningful learning. For example, 

lecturers were required to submit multiple documents for the courses they taught. This was 

time-consuming and these lecturers tried to comply with the regulations rather than being 

really committed to these activities.  

 The above regulations made assessment into a burden (i.e., unexpected outcome), 

rather than promoting lecturers’ learning and developing quality teaching (i.e., intended 

outcome set by the institutional leaders). The assessment exercise took time away from 

engaging in self-regulated learning or research which lecturers perceived as more relevant 

and important for their professional growth. Ironically, one interviewed leader reported 

being aware of this problem yet was unsure about challenging the institutional regulations. 

The combination of lecturers’ sense of responsibility for complying with competing 

regulations, and the academic leader’s hesitance about raising problems in the policies 

reinforced a Vietnamese cultural expectation that subordinate members should show 

respect and obedience to authority within their organisation. Within the university activity 

system, PLD as an ‘artefact’ revealed tensions within the institutional regulations 

themselves (the rules), and the influence of these regulations on lecturers’ learning (the 

object), as illustrated by a jagged line between the rules and artefact in Figure 5.5. 



 

  

190 

 

 

Figure 5.5 The interactions among components of the PLD activity system (Site C) 

Contradictions arising from leadership  

Leadership was identified as an important consideration in how PLD was conceptualised 

and experienced. A typical finding from site C was that the lecturers expressed a concern 

about the effectiveness of leadership in supporting their PLD. The issue of fairness in 

allocating work and assessing lecturers was raised by three lecturers. They reported that 

within the department, hard-working lecturers were assessed as performing to an equal 

standard as their colleagues who appeared to be less conscientious. Additionally, some 

lecturers had more teaching and departmental professional responsibilities than their peers, 

even though there was no recognition of this increased responsibility. These lecturers 

commented that the lack of transparency and fairness in assessing lecturers’ performance 

reduced their motivation and commitment to engage in PLD and other professional tasks. 

Site C lecturers wanted more equitable work division and better recognition of their 

contribution within the department. 

 This issue of unequal work division directly impacted on lecturers’ collegial 

relationships and engagement in collaborative PLD. As one leader noticed, when asked to 
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work in small teams to complete certain professional tasks, lecturers tended to avoid 

including those colleagues whom they believed were not productive. The metaphor ‘happy 

face, unhappy heart’ (bằng mặt nhưng không bằng lòng) alludes to avoiding showing direct 

disapproval of other members.  

 The two leaders, however, appeared to be unaware of the lecturers’ expectations of 

fairness in the workplace, perhaps because the lecturers did not express their opinions about 

this issue directly. One lecturer described his declining motivation in reaction to the unfair 

evaluation of lecturers’ performance: 

I have lost the motivation to work. I still complete the assigned tasks, but do not make 

an effort to complete it to a high standard. C.L4 

 The two leaders acknowledged that they were uncertain about their power and 

possibilities to challenge or modify particular institutional regulations in order to support 

the lecturers’ PLD. Furthermore, because the leaders also had teaching responsibilities at 

the university, they reported facing pressure in engaging in PLD that supported both their 

teaching and management roles. One of the two leaders admitted that she had not received 

any PLD on leadership. She reported learning management skills through her daily 

practices. This leader’s responses highlighted that she relied on informal PLD to manage 

her new leadership role.  

 At this site, on the one hand the lecturers wanted more effective leadership practices 

and support, while on the other hand the leaders struggled with the scope of their roles and 

were unsure how much power they had to enact institutional regulations within the 

department. These controversial issues had the potential to cause tension, as depicted by a 

jagged line between the lecturers (subject) and their leaders (community members), when 

collaborating on PLD activities. For the tension to be resolved, it was necessary to develop 

a shared understanding of the roles and expectations of each of the two groups.  

Uncertainty about mandatory rules and reform object 

This research took place in a context of government reforms where lecturers essentially had 

little choice but to engage with these changes. However, for top-down reforms in education 

to be effectively enacted, all who were involved in the change process needed to have a 
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shared understanding of the reforms and how to implement them. At site C, three out of six 

lecturers reported having only a vague understanding about the rationale of the reform in 

foreign language teaching or how to implement it. One lecturer asserted that the department 

had not undertaken any actions to address MOET’s expectation, and noted that few 

lecturers in the department were actively engaging with the reform initiatives.  

 In contrast to the lecturers’ perceptions of reform implementation, the two leaders 

reported completing an official strategic plan including several stages to enact the reform. 

They also reported assigning the lecturers to undertake initial activities of the reform 

enactment. These activities included redesigning the educational programmes, selecting 

new teaching materials, and designing teaching syllabi. Two lecturers confirmed that they 

had been assigned by the Head of the Department to participate in these activities, which 

in turn had become a meaningful PLD experience for them.  

 The differences in the participants’ responses revealed a lack of shared understanding 

about the reform rationale and enactment (i.e., object). Also, within the department, the 

lecturers had different levels of awareness and commitment to PLD related to the reform 

(i.e., artefacts that mediated the implementation of the reform). That a lecturer was not 

aware of the process and activities involved in the reform implementation showed a 

mismatch in communication between members of the department regarding the reform and 

related PLD activities.  

 Additionally, this issue seemed to derive from the fact that site C did not receive 

many resources like MOET training to support the lecturers’ implementation of the reform 

whereas the other two sites did. The lack of MOET training and supporting resources 

(artefacts) and feasibly the lack of clarity around the reforms from institutional leaders may 

have led to some lecturers’ confusion. Within the activity system, this referred to the 

tensions caused by the object of the activity itself (ambiguous object), as well as tensions 

between the lecturers’ ability to enact the reform (rules) without sufficient support and PLD 

opportunities (artefacts). In Figure 5.5, tensions within the object itself was illustrated by a 

jagged arrow within a circle at the object component.  

 The above analysis of PLD within individual sites reveals that variations in 

institutional policies, structures, resources, and developmental plans influenced the 
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lecturers’ PLD opportunities and engagement. However, the differences across the three 

sites were not clear-cut because the universities shared the general Vietnamese tertiary 

educational context, cultural values, and impacts from the government’s educational 

policies.  

Commonalities across the three university sites 

Across the three sites, there were common features of lecturers’ experiences of PLD, factors 

affecting their PLD engagement, and tensions and potential contradictions within the PLD 

activity systems. Key commonalities included (1) multiple voices and perspectives of PLD 

role and function, (2) tensions around roles and division of labour, and (3) contradictions 

between lecturers’ collaborative learning and cultural practices.  

Multiple voices and perspectives of PLD role and function 

The different stakeholders’ interpretations of the role and function of PLD were influenced 

by their own roles within the organisation. The diversity of these perspectives on PLD role 

and function created some tensions and even uncertainties within the organisations. When 

PLD acted as artefact within the system, it was valued differently by different stakeholders 

who varied in their object. Indeed, the different objects prioritised by MOET/ policy 

makers, the lecturers, and institutional leaders led to differences in the ways they saw PLD 

as a means to achieve their objects. For example, the analysis of national policy documents 

in Chapter 4 showed that policy makers were more likely to link PLD to national 

educational reforms, national goals in education, and the improvement of tertiary lecturers’ 

formal qualifications and research. When MOET or policy makers’ object was to support 

the government reforms, they wanted the outcome to be reform enactment, lecturers’ higher 

qualifications and research ability. Professional learning and development from this 

perspective appeared to be more formal, leading to higher qualifications. Such PLD was 

more likely to be used as a tool for assessment of lecturers’ performance rather than 

encouraging informal and collaborative learning among the lecturers.  

 The data show that the institutional leaders shared these broad views when 

emphasising the roles of PLD in enacting national and institutional initiatives. In addition, 

PLD was also considered as a requirement for lecturers so that they were more capable of 
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supporting the institutional goals and missions. For example, an academic leader in site A 

viewed PLD as ‘social responsibility’ (trách nhiệm xã hội), indicating that lecturers needed 

to engage in PLD to meet the social need of providing better education quality. This leader 

also emphasised that the lecturers were expected to get a doctoral qualification because the 

university needed a sufficient number of staff with doctorates to introduce postgraduate 

programmes in the future. For these leaders, an increase in the number of lecturers with 

PhD degrees would also help to raise the rank of their university nationally and 

internationally, as stated in the university goals. This reflected the object of the institutional 

activity system.  

 Taking a pedagogical perspective, most lecturers across the three sites expressed an 

interest in PLD that directly supported their teaching and students’ learning. When the 

lecturers were aiming to develop their professional image, they saw PLD as a mechanism 

to support both personal and professional growth (i.e., the object of lecturers’ activity 

system). For example, they all considered self-regulated learning meaningful and useful 

PLD because it helped them to improve knowledge and skills for better teaching. They 

highlighted the importance of PLD in enhancing their confidence and self-efficacy. The 

lecturers across the three sites engaged in collegial discussions and experience sharing to 

support the implementation of reforms. They considered these as meaningful and necessary 

professional learning activities. Therefore, the lecturers’ PLD engagement revealed that 

they valued and prioritised informal and collaborative PLD which directly supported their 

responsibilities in teaching and reform enactment.  

 Although there was a shared outcome of using PLD to enhance teaching and learning 

quality in tertiary education, the different views among the policy makers, institutional 

academic leaders, and lecturers regarding PLD role and function seemed to create tensions 

within the lecturers’ PLD activity system. Tensions occurred when the lecturers sometimes 

had to postpone their own personal and preferred PLD to invest their time and effort in 

required PLD to meet the expectations from the leaders and policy makers (i.e., the rule 

lecturers had to follow).  

The different views of the role of PLD and tensions across the three sites can be 

illustrated through Figure 5.6 that shows, although the intent for the PLD as a mediating 
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artefact was often the same, the object was quite different dependent on the perspectives 

and roles of those involved.  
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Figure 5.6 Different perspectives on PLD role and function (PLD as artefact) 

PLD created questions around division of labour 

Aiming to enact national reforms in education, the institutions issued several regulations 

requiring the lecturers to engage in research, study for higher degrees, and meet English 

proficiency standards. In this situation, PLD became a part of the rules within the lecturers’ 

activity system. In Vietnam, there is a cultural imperative for lecturers to follow their 
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leaders’ directions and to avoid actively questioning authority or government regulations. 

Consistent with this cultural norm, then, these cultural features of respecting and obeying 

authority influenced how the lecturers viewed the requirements as rules. Most of the 

lecturers considered their leaders’ directives as motivational, and an expression of the 

leaders’ care for their PLD.  

 In contrast, the lecturers faced the challenge of complying with institutional 

regulations without supporting policies. This created tensions for the lecturers in terms of 

when to complete PLD, and for what reason. Indeed, findings from both quantitative and 

qualitative phases showed that all lecturers identified workload and time constraints as the 

two biggest barriers to their enactment of educational reforms and participation in PLD 

activities. Their allocated workload reportedly increased as a direct consequence of 

implementing education reforms. All lecturers reported having to spend extra time on 

teaching preparation, assessing students’ learning, and facilitating in-service teachers’ 

learning, which negatively affected their time for independent learning and other PLD 

activities.  

 Besides their teaching and research responsibilities, eight lecturers reported being 

assigned to undertake additional work such as being learning advisors, and attending 

meetings and activities which were not related to their teaching (e.g., activities of the 

Labour Union and Youth Union22). Commitment to these additional roles prevented them 

from exploring some PLD options.  

Contradictions between collaborative learning and cultural practices 

Given that PLD is a complicated phenomenon embedded in the social, cultural, and 

historical context in which it took place, it is important to understand the influence of 

cultural practices on the lecturers’ engagement in PLD. A key finding in sites B and C was 

that the lecturers’ cultural practices of avoiding conflicts, maintaining group harmony, and 

showing respect for peers appeared to hinder their full engagement in collaborative 

learning. As explained in Chapter 4, observations and feedback were made obligatory to 

                                                 
22 Labour Union (Công đoàn), Youth Union (Đoàn Thanh niên): social organisations within a university that 

facilitate labour rights and organise entertainment and community service activities for lecturers.  
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promote the lecturers’ collaborative learning as well as improving teaching. However, in 

practice, although valuing collaborative learning, participants commented that these PLD 

activities did not enhance their peer learning. Conversely, the practice of following an 

implicit rule called ‘all-passed assessment’ undermined the reliability of peer assessment 

and violated professional ethics when lecturers glossed over weaknesses in their 

colleagues’ teaching.    

 Although the lecturers’ attitudes and behaviours related to the implementation of peer 

observations (the practices of either showing peer respect or no peer respect) conformed 

somewhat to Vietnamese cultural values, these practices appeared to conflict with the 

lecturers’ professional ethics and desire for authentic collegial learning. This issue led to 

contradictions between collaborative PLD (as an artefact to support the lecturers’ teaching) 

and inter-relationships among those were involved in this kind of PLD (the community 

within which it took place).  

Summary 

Overall, the study findings show that PLD was perceived by the participants as an essential 

aspect of their profession and a crucial tool to support their roles of being teacher educators 

in Vietnamese HEIs. Lecturers reported a diversity in their engagement of PLD occurring 

across formal, collaborative, and informal forms for different individual and professional 

purposes. The CHAT analytical lens reveals the complexity of the sociocultural, political 

and institutional contexts within which PLD for lecturers was conceptualised and 

operationalised. It highlights multiple voices, perspectives, interrelated factors, and 

potential sources of tensions and contradictions within and across the PLD activity systems. 

This enables an insightful understanding of the phenomenon of PLD for Vietnamese 

teacher educators. A synthesis of the study results, described in Chapters 4 and 5, and a 

discussion of the study findings will be presented in the next chapter. 
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CHAPTER 6                                                                

DISCUSSION 

 

The results from this study challenge the traditional understanding of PLD as top-down 

initiatives or activities designed by external experts merely for upskilling or ‘fixing’ 

lecturers’ deficiencies in knowledge and teaching skills. Instead, the study positions PLD 

as a multifaceted phenomenon which is shaped by educational policies, lecturers’ practices 

and teaching, and cultural values. This conception of the phenomenon of PLD is 

considerably broader and integrated within the lecturers’ real-life working context. The 

study aimed to understand the complexity of PLD for tertiary lecturers at both system and 

individual levels, as well as the interrelations among all elements of the activity systems in 

a Vietnamese dynamic tertiary educational context. The results facilitate a more 

sophisticated way of looking at PLD by foregrounding the rich qualitative accounts of these 

PLD lecturers, to reveal the different motivations for their engagement in PLD and the 

outcomes of this engagement.  

 In terms of methodology, the first phase of the research captured an overall picture 

of PLD for EFL tertiary lecturers through a quantitative data analysis. The case study across 

three sites then explored in-depth the lecturers’ perceptions and experiences of PLD, and 

meanings held about PLD engagement in their authentic tertiary settings. Specifically, the 

policy document analysis highlighted contextual features and imperatives in Vietnamese 

tertiary education. The analysis of interviews and PLD observations further exposed the 

multiple dimensions of the lecturers’ experiences of PLD. The CHAT analysis of the three 

university sites took into consideration the complex, interrelated physical and social factors 

embedded in the PLD activity systems and highlighted tensions and contradictions within 

and between the activity systems.  

 The study findings foreground PLD as a core component of the lecturers’ profession, 

and a driver for their professional commitment and identity enhancement. The CHAT 

analysis, as described in the previous chapter, provides further understanding of the 

interdependent relationships operating within and across the lecturers’ PLD activity 
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systems, as well as the influence of the wider Vietnamese sociocultural, political HE 

environments on lecturers’ PLD experiences. The following sections discuss three 

fundamental and interrelated concepts underpinning EFL teacher educators’ PLD 

engagement and understanding of their PLD: the sociocultural context of tertiary education 

in Vietnam, the professional identity of EFL teacher educators, and the nature of EFL 

lecturers’ learning. The final section in this chapter revisits the research questions and offers 

an overall description of the responses to these questions. 

The sociocultural context of tertiary education in Vietnam 

To understand how PLD for Vietnamese EFL lecturers was conceptualised by different 

stakeholders (e.g., lecturers themselves, academic leaders, and policy makers), and then 

subsequently operationalised, it was important to explore in depth the sociocultural and 

political context in which PLD occurred. The results from both the quantitative and 

qualitative phases of the study highlighted that cultural values in Vietnamese society were 

a major influence on lecturers, and on the educational system and institutional structures 

within which they worked, as also found in previous studies (Hayden & Lam, 2007b; Tran, 

2015; Truong, 2013). These cultural values shaped the lecturers’ engagement in their 

profession. This section centres on key sociocultural features within this dynamic 

environment. A critique of the educational policies and innovations in Vietnamese HE, 

lecturers’ responses to mandatory initiatives, and impact of institutional features on 

lecturers’ PLD engagement also adds insight into the PLD context. 

 The study revealed the influence of hierarchy, centralisation, and collectivism within 

the Vietnamese tertiary context. The hierarchical system, MOET power, and top-down 

policies inherent in enacting educational reforms in Vietnam are consistent with 

characteristics of reform implementation and challenges faced by other Southeast Asian 

countries (Hallinger, 2010). These issues were revealed by the lecturers’ adherence to 

policies and practices expected of them, and their peer interactions with those in superior 

positions. This impacted on their experiences of PLD because at times, they undertook PLD 

to either please their leaders or to support their own promotion prospects.  
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 The cultural and social expectation of giving respect and obedience to authority was 

evident in the study and often marked the power differential within organisations. As noted 

in previous studies in Vietnam and other Asian contexts (House, Hanges, Javidan, Dorfman 

& Gupta, 2004; T. H. Pham, 2014; Tran, 2015; Truong, 2013), power is a cultural outcome 

afforded to people with leadership, seniority, experience and age. These cultural features 

of a hierarchical society impact on the operation of tertiary institutions, their policies and 

leadership styles. Qualitative findings showed that within a multi-layered administrative 

environment, subordinates were expected to follow requirements from the higher level 

leaders. Educational changes and initiative decisions were typically decided by the leaders, 

which subsequently restricted lecturers’ agency in their own PLD as well as in shaping their 

professional trajectories.  

 In Vietnam, MOET plays a decisive role in educational programmes and mandatory 

policies applied in tertiary education. The case study findings (Chapter 4) show that this 

centralisation is another typical feature of the Vietnamese educational system. The three 

institutions, although varied in the ways they interpreted and implemented central policies, 

strictly followed MOET’s directives and requirements for establishing professional duties 

and standards for lecturers. In this respect, PLD was conceptualised by the policy makers 

and institutional leaders as a mechanism for generating credentials and implementing top-

down polices, as also shown in previous studies (Pedder et al., 2010). Centralisation has 

also emerged a key theme in previous studies on HE in Vietnam (Fry, 2009; T. H. Pham, 

2014; Truong, 2013) which stress the importance of developing institutional autonomy and 

enhancing lecturers’ agency in identifying their own learning needs if educational quality 

is to be improved in local contexts (Hayden & Lam, 2007b).  

 The findings showed that MOET and the universities played a dominant role in 

deciding the forms of PLD provided to lecturers, the official roles of PLD, and allocating 

resources for lecturers’ teaching and learning. As a result, lecturers experienced limited 

ownership of PLD policies and processes. Lecturers’ autonomy in their learning was solely 

manifested in their ability to choose which PLD options to engage in. However, while the 

policies tended to emphasise formal PLD, lecturers’ learning in this study also took place 

in informal and self-directed settings. This is consistent with other studies, such as 

Tallerico’s (2005), which argue that teachers are in the best position to understand their 
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own learning needs and they learn best when self-regulating their learning rather than being 

told what to learn. Therefore, to increase the likelihood that PLD for Vietnamese lecturers 

will be transferred into meaningful learning, lecturers would benefit from exercising more 

autonomy and having increased agency in their own PLD process (Bourke, McGee & 

O’Neill, 2008; Hargreaves et al., 2013). 

 The impact of Vietnam’s collectivist society on educational governance as well as 

interpersonal relationships among different stakeholders in these tertiary contexts was 

identified in this study. Cultural practices related to collectivism were evident in the 

lecturers’ ethics of avoiding group conflicts and showing peer-respect. Individually, 

lecturers across the three sites acknowledged contradictions and irrelevances within the 

institutional regulations (e.g., research assessment, lecturers’ assessment, salary scheme), 

but yet they conformed to these rules. These culturally ingrained responses to top-down 

policies echoed previous research which showed that tertiary lecturers may comply with 

government educational reforms without fully being committed (T. H. Pham, 2014). The 

practice of such cultural values seemed to hinder subordinate members from engaging in 

meaningful discussions and critiques of the policies and decisions made by their leaders, 

congruent with findings from other studies that showed lecturers’ reluctance to express 

their ideas and question leaders’ directives in Vietnamese HE contexts (Tran, 2015; Truong, 

2013). This cultural practice resulted in lecturers’ voices sometimes remaining unheard, 

which in turn tended to reinforce the existing centralisation in educational policy making 

and management. 

 Leadership is an important factor that mediates how national policies are interpreted 

and enacted at institutional levels. The above cultural features also affected leadership 

practice at institutional levels. The institutional and departmental leaders in this study 

experienced some tensions where they strove for successful implementation of national and 

institutional initiatives and showed a reluctance to challenge top-down policies. This 

reveals that within a Vietnamese hierarchical and collectivist society it is challenging for 

academic leaders as well as lecturers to critique MOET policies. The implication for PLD 

opportunities is that there can be a mismatch between what educators at all levels value for 

their own learning, and the PLD they are expected to engage in to meet national and 

organisational needs. As a result, PLD provision may not meet lecturers’ or leaders’ needs 
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and interests. This study supports the findings from other studies that effective leaders are 

able to connect lecturers’ performances and professional goals to the institutional policies, 

strategies, and goals (Blackmore & Blackwell, 2006; Youngs & King, 2002). Leaders, 

particularly at departmental levels, need to have the capacity as well as permission to 

critique or question national and institutional policies and strategic objectives if they are to 

address lecturers’ professional concerns. 

 Collegial relationships are critical in Vietnamese culture. This is particularly relevant 

within the PLD context where lecturers perceived that it would be culturally inappropriate 

to express disapproval of a colleague’s performance. In contrast to Western culture that 

values diversity and individualism (House et al., 2004), Vietnamese, like other Asian 

peoples, may suppress their own opinions to achieve a group agreement. Therefore, 

members of collectivist cultures may restrict their individual voice for the benefit of the 

larger group. The expression ‘happy face, unhappy heart’ illustrates how the group 

harmony may actually indicate a more fundamental issue around power and control. This 

means, on the surface lecturers might appear to get along well with each other (happy face), 

but this might coexist with implicit disapproval of individual group members (unhappy 

heart). From this perspective, lecturers’ indirectness in communication and avoidance of 

conflict may hinder authentic collegial collaboration. This study, therefore, invites a more 

nuanced view of group harmony in a Vietnamese educational context than “constructive, 

positive collegial learning communities” which enhance lecturers’ learning through 

“challenging and supporting each other towards a shared vision of improved practice” 

(Lamont, 2011, p. 63). A challenging, supportive and trusting environment is a crucial 

prerequisite for promoting lecturers’ meaningful and reflective learning from group tasks 

without undermining their professional and interpersonal relationships. However, this was 

not always achieved by participants in this study. 

 In Vietnam, teaching is culturally perceived as an honourable profession, and teachers 

and teacher educators receive a high social status as well as facing high expectations from 

Vietnamese society. As highlighted in previous studies in Vietnamese educational contexts, 

there is a tradition of honouring teaching and respecting teachers (K. D. Nguyen & McInnis, 

2002; Phan & Phan, 2006). In return for accepting prestige and social status, teachers are 

expected to be role models both in terms of knowledge and morality. These social 
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expectations are rooted in Confucian culture which emphasises the crucial role of teachers 

in shaping students’ knowledge and moral standards (K. D. Nguyen & McInnis, 2002; T. 

H. T. Pham, 2011; Truong, 2013). The lecturers in this study, as in others, reported their 

pride in the role as teacher educators, but also stressed the pressure they felt to meet the 

high social expectations (Phan & Phan, 2006). Also, the implementation of the foreign 

language education reform and demands for higher levels of English proficiency in almost 

all sectors of the labour market made them aware of the high stakes involved in their 

teaching role. These were powerful factors that motivated the lecturers to improve 

themselves and fulfil their professional roles. Therefore, the lecturers highly valued PLD 

that supported their teaching roles as well as enhancing their professional confidence and 

sense of self as teacher educators.  

Context of Vietnamese higher education 

The government has high expectations of Vietnamese tertiary institutions and lecturers in 

enhancing teaching and learning quality in the country (Vietnamese Prime Minister, 2012). 

In this respect, Vietnamese educational reforms shared key features with those of other 

countries in Southeast Asia (Bai & Hudson, 2010; Cheng, 2009; Hallinger, 2010; Zhu, 

2010) also participating in the international movement towards educational change to meet 

the challenges of globalisation and international competition. Tertiary institutions in 

Vietnam must address increasing social demands for a qualified labour force to serve the 

national process of industrialisation, modernisation, and globalisation.  

 Several key imperatives in tertiary education in Vietnam were identified in this study. 

The Vietnamese government has specified the goal of enhancing the quality and calibre of 

tertiary academics to ensure the success of its reform agenda (Vietnamese Prime Minister, 

2012). The government’s prioritising of staff development in the reform process was in line 

with educational policies in other contexts which promoted teachers’ PLD as an educational 

reform strategy (Borko et al., 2002; Frost, 2012). This commonly held stance stresses that 

“the quality of a university is of course critically dependent on the quality of its academic 

staff, who perform the research and teaching and interact with students” (Wilson, 1998, p. 

156). In responding to reform directives from the government, all three universities 

prioritised upgrading lecturers’ qualifications as a key strategy for achieving higher 
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educational quality. Research productivity has become a key criterion for assessing 

lecturers’ performance, as also found in other studies (Hwang, 2014; Lai et al., 2014). As a 

result, lecturers perceived the tertiary context as a challenging environment which increased 

the pressure on their individual learning and academic performance. Accordingly, PLD was 

perceived by these lecturers as the essence of their profession and a means of sustaining 

their teaching effectiveness.  

 The analysis of policy documents showed that policy makers associated lecturers’ 

doctoral degrees with higher teaching quality. Educational projects that provided funding 

for tertiary lecturers to gain MA and PhD degrees from overseas training showed the 

government’s high commitment to enhance lecturers’ qualifications. In this respect, PLD 

was construed as adding to academics’ credentials. However, this common belief that a 

higher academic degree means better quality teaching and research was challenged by some 

lecturers. This reflects T. H. Pham’s (2014) observation that tertiary academics may hold 

different views on what constitutes quality compared to their leaders and policy makers. 

Watty (2003) too argues that a lack of a consensus between different key stakeholders’ 

perceptions of quality may potentially cause tensions within the activity system. Such 

tensions were evident in my study where EFL lecturers faced pressure to quickly upgrade 

their academic qualifications and increase the number of research publications. These 

tensions appeared to increase for lecturers from newer tertiary institutions with fewer 

resources and capacity (e.g., site B and C). Lecturers suggested that these pressures would 

be manageable if they could choose when and how to undertake further learning (i.e., to 

support institutional goals) so that this learning also suited their personal goals and 

preferences.  

 The influence of English as a global language has made Vietnam, like other countries 

in Southeast Asia, enact reforms to improve the quality of EFL teaching and learning and 

the English proficiency of the labour force. As Nunan (2003) showed, Vietnam faces 

challenges in improving EFL teacher education and meeting social and economic demands 

for higher proficiency in English. Mandated initiatives in foreign language education across 

all sectors complicated the EFL teacher educators’ roles and the nature of their PLD 

engagement. H. T. M. Nguyen (2011) studied EFL teaching in primary schools in Vietnam 

and found that the teachers were in great need of relevant PLD and professional support 
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from EFL teacher educators in order to meet new EFL standards. My research provides 

evidence that the new policy has also created pressure for EFL teacher educators at the 

universities. The teacher educators in this study, like in-service EFL teachers, expressed 

anxiety about improving their own language proficiency, and this occurred strongly as their 

immediate professional concern. This finding suggests that the reform challenged these 

teacher educators’ sense of self-efficacy about their language, and arguably undermined 

their professional confidence since they were aware that they had to acquire high English 

proficiency to be considered an effective language lecturer and teacher educator. A focus 

on English language proficiency and content knowledge was found as a distinctive feature 

of PLD for the EFL teacher educators in this study. This is consistent with a previous study 

(Hiver, 2013) indicating that for EFL teachers “a lack of language self-efficacy was found 

to be near synonymous to lack of teaching self-efficacy” (p. 1). The lecturers’ desire to 

obtain higher qualifications in English was a strong motivation for them to take initiative 

and engage in PLD on language improvement, as with EFL lecturers in Thai universities 

(Wichadee, 2012). Like EFL teachers in Korea, these lecturers were “haunted by perfect 

English”, indicating the crucial role of English proficiency in these teachers’ self-

confidence (Cho, 2014, p. 58).  

 Favouring PLD opportunities in English speaking countries, as well as PLD that 

involves learning with or from native speakers of English is another unique feature of PLD 

for the EFL teacher educators. This is reflected through all lecturers’ perceptions of 

overseas training as their ‘professional dream’, or a ‘must-do’ desire to become more 

confident and effective EFL lecturers and teacher educators. They also reported effort in 

practising English with native speakers of English, listening to CDs or news in English and 

learning from native speakers’ pronunciations and language use. This finding implies that 

the Vietnamese EFL teacher educators seemed to strive for perfect and native-like English, 

which would add to their pressure in enhancing their own English proficiency within an 

EFL context where there was little exposure to English outside their classrooms.  

  Previous studies show that PLD plays an importance role in enhancing language 

teachers’ content knowledge as well as developing leaders with skills to support English 

language teaching (McGee, Haworth, & MacIntyre, 2015). This is especially critical in EFL 

educational contexts such as Vietnam where EFL lecturers struggle to improve language 
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competence for themselves and for their students without access to an English speaking 

environment. These EFL teacher educators felt that they needed better support and more 

resources to improve their own language proficiency if they were to fu lfil their 

responsibility of teaching pre- and in-service school teachers how to teach EFL effectively.  

Impact of institutional features on PLD 

There was evidence that institutional developmental histories, structures and cultures have 

influenced how PLD for lecturers is perceived and practised, as consistent with previous 

research (H. T. M. Nguyen, 2011; Wichadee, 2012). The three universities had different 

historical backgrounds, which resulted in differences in their institutional goals, policies 

and resources. The types and developmental status of the universities influenced the 

opportunities, policies and priorities of PLD for their EFL lecturers.  

 This finding parallels findings from other Southeast Asian countries that lecturers’ 

PLD relates to university types and that formal PLD is a dominant form (Wichadee, 2012). 

Wichadee’s study (2012) found that lecturers from government and private universities had 

more access to self-development than those from universities which used to be colleges and 

had recently upgraded to university status. The findings from my study are consistent with 

this view, although mine offers further insights into how different institutional contexts 

shape their lecturers’ perceptions of PLD and their experiences and prioritisation of PLD 

activities. This study shows that recent educational initiatives in HE in Vietnam, especially 

the implementation of new language policies offered more PLD opportunities for the 

lecturers. However, there were significant variations in teaching and learning resources and 

PLD opportunities, particularly MOET-sponsored PLD (e.g., workshops, training courses, 

and overseas training) the EFL lecturers in the three universities accessed to. The CHAT 

analysis of University C highlighted tensions and uncertainty the EFL lecturers faced when 

having to enact the language education reforms with limited understanding, resources, and 

PLD support, compared with their colleagues in the other universities. This raises the 

importance of ensuring that lecturers across different institutions are well-informed of new 

top-down initiatives, sufficiently supported, and able to access to PLD resources within and 

across institutions. For PLD to be meaningful for lecturers, it needs to be related both to 

institutional developmental goals and lecturers’ own learning needs and responsibilities in 
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their daily practices. Even these are shaped by the institutional and cultural contexts, so 

ultimately PLD becomes at once a personal, professional and institutional endeavour.  

Lecturers’ responses to mandatory reforms: Transferring the fire 

The EFL lecturers in this study went to considerable effort to undertake what was expected 

of them. The crucial role of leadership and collegial support in facilitating their effort was 

also highlighted. When lecturers used metaphors such as ‘transferring the fire’ (i.e., 

inspiring each other in doing research) they indicated the importance of ‘others’, either in 

a collegial or leadership capacity, when engaging in research, PLD, teaching, and reform 

enactment in tertiary education in Vietnam. 

 As the study highlights, lecturers were open to change, and highly aware of their 

responsibilities for implementing innovations. Indeed, their positive responses to reforms 

in this study run counter to the assertions from previous research where lecturers were 

resistant to change (T. H. Pham, 2014). The academic leaders and lecturers valued and 

supported government and institutional goals for improving educational quality. However, 

lecturers were concerned about the feasibility of achieving some objectives within a limited 

timeframe. These lecturers, like those in other studies, felt that the goals of the reforms 

were too ambitious (Cheng, 2009; Hallinger, 2010; K. D. Nguyen et al., 2009). They 

questioned the sustainability of the reform in foreign language education when there was 

little follow-up support or ongoing PLD opportunities for both university and school EFL 

teachers. These issues reflect a common situation in Vietnam and other Asian countries, 

described as ‘bottle-neck effect’ in the reform process (i.e., a sequence of reforms with little 

support and impact in practice) in Hong Kong schools (Cheng, 2009, p.76). Vietnamese 

educators in this study would probably agree that “deep or meaningful change takes time 

and this is often considerably longer than anticipated” (McGee, 2011, p. 57). Like McGee, 

this study suggests that policy-makers and change-initiators need to re-imagine educational 

change as a long and challenging process in which the lecturers receive on-going support 

both personally and professionally. A careful consideration of the challenges and pressure 

lecturers face in implementing top-down innovations may prompt institutional leaders and 

policy makers to reassess the reform objectives and allow an achievable time for full 

implementation. Also, given that the successful implementation of proposed initiatives 
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depends on available resources and capability, any reform must take into account the need 

for lecturers’ flexibility and autonomy in their practices, as emphasised in previous studies 

(Hiver, 2013). In addition, leadership teams need to be aware that barriers to reform 

implementation or unintended consequences may arise in practice and at the local level 

(Bourke et al., 2013).  

 Research engagement emerged as a critical and obligatory form of PLD in HEIs in 

Vietnam. However, it was evident that lecturers struggled to balance research and teaching 

responsibilities. Most lecturers in this study did not actively engage in research due to well-

recognised obstacles such as time constraints, heavy workload, and limited funding, which 

echoed findings of previous studies (Bai & Hudson, 2010; Borg, 2010; Lai et al., 2014; H. 

H. Pham, 2006). Lai et al. (2014) found that a stressful and competitive tertiary context 

developed when research became a significant indicator for academics’ employment and 

promotion in Chinese HE. The pressure of complying with new employment policy which 

favoured research-active academics was so high that Chinese academics were forced to 

conduct research even to the detriment of their teaching commitment. Lai et al.’s (2014) 

study suggests that obligating lecturers to engage in research without reducing workload or 

providing support can negatively affect their teaching quality. However, unlike the Chinese 

academics’ experiences, all lecturers in this study valued their teaching role and considered 

teaching to be their prime commitment. This also shows the Vietnamese educators’ strong 

professional identity as teaching lecturers, which greatly influenced their choice of PLD 

and their motive for engaging in PLD. This finding indicates a clear link between the 

lecturers’ sense of professional identity and their agency in their PLD and practices, which 

is consistent with previous studies that emphasise the inter-relationships between 

professional identity and professional agency (Edwards, 2015; Hiver, 2013).  

 To support the ultimate aim of enhancing teaching and learning quality in tertiary 

education, as stated in the HERA, it is important for MOET and institutional leaders to take 

into consideration lecturers’ perceptions of their professional roles and their learning needs. 

This may include supporting Vietnamese lecturers to engage in research practices for the 

purpose of enhancing their teaching. Lecturers in this study shared the aspirations of their 

international colleagues (Hwang, 2014; Lai et al., 2014) for a reduced workload and 

resources such as funding and specialised materials to enhance their research engagement. 
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Support and inspiration from leaders and colleagues are commonly identified as crucial 

factors in promoting lecturers’ research (Bai & Hudson, 2010; Borg, 2010; McGee, 2011). 

The metaphor truyền lửa (transferring the fire) highlighted influence from peers and leaders 

as an external source of motivation for lecturers to engage in research. These suggestions 

are valuable for informing policies that facilitate lecturers’ research engagement.  

Teacher educators’ professional identity: A role-model of ‘tài’ and ‘đức’ 

It was evident that cultural values attached to the teaching profession and the teacher 

educators’ professional roles shaped their sense of professional identity and affected the 

quality of their PLD experience. Teacher educators’ professional identity is an intricate and 

multifaceted concept which is neither fixed nor static (Ben-Peretz et al., 2010). The teacher 

educators perceived their profession in diverse ways, often torn between critical tensions 

of professional pride and burden. Their views of themselves as role models, both for 

students and other social agents, enhanced the educators’ strong sense of professional 

commitment and motivation for PLD. A notable finding is the educators’ dual desire to 

pursue their personal and professional goals alongside meeting their external 

responsibilities as EFL teacher educators in a reform context.  

PLD: Maintaining the pride and managing the burden 

The teacher educators in this study understood their important role in teacher education and 

strove to maintain their professional pride. They acknowledged the high status and prestige 

which were culturally and socially given to them merely by being in the teaching 

profession. This finding contradicts that from a study which showed that in the United 

States, teacher educators and teachers alike perceived their professional status as low as a 

result of the dominant social belief that teaching was easy although the educators 

themselves viewed teaching as a challenging task (Labaree, 2005). Culturally opposed 

perceptions of teaching and teachers’ roles might explain such a contrast between Labaree’s 

findings and those from this study.  

 The cultural and social value attached to the teaching profession was also a 

motivation for these lecturers’ professional commitment. Awareness of the importance of 
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their profession in teacher education enhanced lecturers’ sense of responsibility in effective 

teaching to prepare well-qualified school teachers. The teacher educators perceived that 

their teaching was important because it would affect ongoing generations of future teachers 

and these teachers’ students across the school sector. This perception was consistent with 

the so-called ‘double commitment’ experienced by teacher educators in previous studies 

(Ben-Peretz et al., 2010, p. 118) when describing their dual roles of being responsible for 

the quality of in-service teachers as well as these teachers’ students. Accordingly, PLD for 

the teacher educators in this study had at once a present and future focus, and 

intergenerational goals of supporting not only themselves as teacher educators, but also the 

school teachers, and the younger generation. 

Striving to be a role-model 

From an Asian perspective this is a critical link to understanding PLD as lecturers work 

especially hard to merit their status as role model. As with ‘silkworms’, known to diligently 

spin their silk thread until death, or the metaphor of ‘candles’ that are seen to burn selflessly 

to bring light to others (Gao, 2008, p. 156), the dedication and focus teacher educators in 

this study brought to their role is significant in understanding their perspectives on PLD. 

The lecturers’ teaching commitments and professional aspirations seemed to reflect a 

cultural image attached to Vietnamese teachers, ‘người lái đò thầm lặng’ (silent sailors), 

who work wholeheartedly to take other people to new places, just as teachers support and 

contribute to their students’ learning journeys.  

 Most lecturers used the expression of role-model to capture their self-image as a 

teacher educator. This desire to be role models for students, particularly academically, was 

aligned with expectations of teacher educators in other contexts including Western cultures 

(Ben-Peretz et al., 2010; Smith, 2003) which also highlight teacher educators’ desire to be 

a pedagogical model for their student teachers. However, Vietnamese educators highlighted 

that they were striving to be role-models in morality, and not just in pedagogical and 

academic performance. This perception was consistent with other studies of Vietnamese 

education (K. D. Nguyen & McInnis, 2002; Phan & Phan, 2006), and seems to be more 

relevant to Asian cultures where teachers in general are expected to be caregivers, moral 

guides, or ‘soul engineers’ of students (Gao, 2008; Kumazawa, 2013). As one educator 
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emphasised, teacher educators had to possess two key qualities: tài (talent), and đức (good 

heart, or morality). Tài referred to knowledge and skills in their specialisation, which were 

the major focus of the educators’ PLD. The other quality, đức, was obligatory, and even 

culturally considered to outweigh tài. The educators expressed empathy with in-service 

EFL teachers. Such empathy drove their commitment to teaching and supporting in-service 

teachers’ learning and teaching. This was a clear example of how teacher educators viewed 

PLD as beneficial not only for themselves but also for their learners. The ethics of care 

emerged as a typical characteristic of the teacher educators in this study, and a 

demonstration of these educators’ đức commitment. Therefore, PLD is seen to be pivotal 

to achieving both tài and đức and gaining professional prestige from students as well as 

colleagues. This also reflects the lecturers’ effort to meet the officially required 

competencies of EFL teachers as specified in governmental policies (MOET, 2014), as 

presented in Table 2.1.  

 An important finding was the link between the teacher educators’ perspective of 

themselves as role-models and their desire to be effective teachers and to gain trust and 

respect from students. Their effort to create positive changes in students’ learning and 

attitudes seemed to be stronger than their need to implement departmental or institutional 

practices. This finding parallels other Vietnamese studies where tertiary academics valued 

students’ respect as the greatest reward in their profession (T. H. Pham, 2014). In their 

teaching, lecturers strove to nurture their professional knowledge and moral practices 

through responding to PLD and students’ feedback. This showed their awareness of social 

expectations of teacher educators, and helped to explain why they valued pedagogical 

knowledge and skills almost as highly as personal qualities enhanced through PLD.  

 Classroom experiences played a critical part in lecturers’ informal learning and their 

professional initiatives. There were references to lecturers’ emotional intelligence (Day, 

1999; Hargreaves, 2003), suggesting that nurturing personal relationships was an important 

component of their teaching skills (Day & Lee, 2011). As described in Chapter 5, lecturers 

valued their learning through teaching experiences, for example, from observing students’ 

emotional behaviours, or from heart-to-heart talks with in-service teachers, which enabled 

them to identify their students’ concerns, learning needs, and expectations. These 

characteristics are consistent with those of school teachers who were observed by O’Neill 
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(2008) to be “conscientious workers who do their best every day to meet the cognitive and 

affective needs of all students in their care” (p. 29). Supporting pre- and in-service teachers’ 

learning was at the heart of the EFL teacher educators’ professional aspirations, which 

provided insights into the influential role students played in these lecturers’ motivation for 

engaging in PLD. This finding also expands our understanding of teacher educators as 

active agents in their teaching context whose expertise, coupled with professional 

conscience (lương tâm), empowers them to transform their students’ learning. The teacher 

educators’ cultural knowledge, expertise, experiences, and learning needs must be taken 

into account when planning PLD that is relevant and useful within their cultural context 

(Labone & Long, 2014; Lawler & King, 2000). 

 Although nurturing the lecturer-student relationship was perceived as integral in the 

lecturers’ pedagogical practices, it was also evident that lecturers wanted to look good in 

other people’s eyes. Indeed, they were concerned about how they were judged by their 

leaders, colleges, and people in the society. Within a culturally hierarchical structure, a 

person in a higher position is expected to be a role-model, and has the potential to be a 

teacher for others in a lower or less rated position. In this respect, the study reveals tensions 

experienced by superiors to maintain face and avoid shame or negative judgements form 

subordinates. This issue is similar to the ‘paradox of power’ described by Gao (2008, p. 

163) as an implication of face and shame in a Confucian and hierarchical culture. The 

relationships between young and early-career tertiary teacher educators and experienced 

in-service teachers was complicated and at times contradictory. These lecturers were in a 

higher academic position, yet in a lower position in terms of age and teaching experience, 

compared to in-service teachers. The paradox of power added pressure for these young 

lecturers to undertake PLD to improve their teaching, maintain face and enhance the 

prestige of being teachers of teachers, and avoid shame and vulnerability that may have 

occurred from less effective teaching. The changing teaching context and new roles seemed 

to make the teaching profession more challenging and demanding for young lecturers. This 

resulted in their desire for more PLD opportunities, as also highlighted in previous studies 

on PLD for novice teacher educators (Boei et al., 2015; Davey & Ham, 2010; Murray, 2010; 

H. T. M. Nguyen, 2008). From this cultural perspective, my study contributes to current 

understandings of the role of PLD as a learning tool to mediate complex learning patterns 

and interrelationships among different stakeholders in a hierarchical culture.  
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 The desire to provide role models was inherent in interrelationships among all 

stakeholders within the organisation: lecturer-student, senior lecturer-young lecturer, and 

leader-lecturer. The lecturers overtly described their efforts to model language proficiency 

and effective pedagogical practices for pre- and in-service teachers, as well as using their 

expertise and moral quality to inspire learners to learn. In an implicit way, senior lecturers 

attempted to provide examples of effective teaching when being observed by their younger 

peers. Similarly, the leaders in this study reported engaging in PLD and research in order 

to be role-models for lecturers, consistent with a common perception of the qualities of 

effective leaders (McGee et al., 2015; Truong, 2013). Besides modelling academic 

behaviours, leaders also wanted to inspire their colleagues by their work commitment, and 

the selfless fulfilment of their professional responsibilities. 

 Such selflessness was also found in lecturers, but for slightly different purposes. 

While academic leaders were focused on optimising policy and initiative enactment, 

lecturers placed teaching and students’ learning at the heart of their commitment. All 

lecturers reported working long hours, over seven days a week, and often at the expense of 

their personal lives, to deal with the demands of their increasing teaching load. The 

lecturers’ work ethic was consistent with their ideals of a teacher who is devoted 

wholeheartedly to teaching and their students (Robinson & McMillan, 2006), or a 

Confucian ideal of a teacher who is culturally described as a dedicated sailor (Le, 2014), 

silkworm, and candle (Gao, 2008). This study foregrounds the strong link between cultural 

values and lecturers’ sense of professional identity. The teacher educators’ dedication in 

this study should be recognised as an important driver towards self-improvement and 

professional commitment.  

 Like teacher educators internationally (Ben-Peretz et al., 2010), the educators in this 

study played multiple roles. They taught EFL, prepared EFL teachers, supported in-service 

EFL teachers, and engaged in research to improve their teaching and student learning. Some 

were also assigned formal leadership roles and responsibilities. However, this study 

highlighted additional roles outside the normal remit of a lecturer. As a result, the educators 

struggled to engage in PLD to support teaching and researching roles while managing these 

additional requirements. The tensions were more marked for early-career lecturers and 

similar to those reported by novice EFL school teachers in Japan (Kumazawa, 2013). 
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Young educators working within hierarchical societies struggle to directly express their 

need for support from their senior colleagues. This at times hindered meaningful 

professional discussion that might have resulted in support. My study, therefore, suggests 

reconsideration of the workload and support mechanisms available to less experienced 

members of the tertiary institutional community.  

 The multiple roles and responsibilities expected of the lecturers as agents of reform 

to improve teaching quality was perceived by some lecturers as a heavy duty, and at times 

their profession felt like a burden. These feelings and experiences echo findings from earlier 

studies (Cheng, 2009; Gao, 2008; Kumazawa, 2013; Robinson & McMillan, 2006) that 

noted how policy changes contributed to teachers’ stress and burn-out resulting from over-

commitment, time pressure, and demanding responsibilities. However, while prior studies 

indicated that pressure and workload made teachers in general lose motivation and 

commitment to teaching (Cheng, 2009; Gao, 2008), this study offers a more hopeful stance 

in that the educators, despite the pressure and workload, expressed a strong sense of 

responsibility and commitment to their teaching. 

 Having to undertake a wide range of responsibilities greatly restricted the educators’ 

time and energy to engage in learning to enhance their teaching and professional image. 

This created tensions for the educators when negotiating between their possible selves 

(Dörnyei, 2009; Higgins, 1987): ought-to selves (who they were expected to be to fulfil 

their responsibilities and meet the institutional and social expectations) and their ideal 

selves (who they would ideally like to become, and what they were internally striving for), 

a finding consisting with those in previous studies (Kumazawa, 2013). Dörnyei (2009) 

stresses that the possible selves can be future guides for people’s learning and actions when 

there is an overlap between their perceived ought-to selves and their ideal selves. In this 

study there was a shared vision between the educators’ perceptions of their ought-to selves 

and ideal selves which centred on improving educational quality and students’ learning. 

Unlike educators in other contexts who resisted change (Hu & McGrath, 2011), the 

educators in this study were engaged in implementing top-down reforms, possibly because 

they found these reforms relevant, desirable, and likely to improve teaching and student 

learning (Robinson & McMillan, 2006). From this perspective, it can be interpreted that 

despite demanding responsibilities, the teacher educators’ perception of their possible 
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selves was a drive for them to strive to enhance their teaching and qualifications through 

PLD.  

Transformative professional identity 

In this study, despite being implicitly expressed by the participants, professional identity 

emerged as an unexpected theme which shaped and was shaped by lecturers’ PLD 

experiences. Although professional identity was not part of my original thinking, it is 

presented and discussed in this chapter as an emerging issue.   

 Previous studies showed that HE educators employed different strategies to manage 

lecturers’ heavy workload and the dual duties of teaching and research. These strategies 

included reducing their teaching commitments to prioritise research outputs, gaining 

research grants, and promotion (Hwang, 2014; Lai et al., 2014), working after hours and 

over weekends to keep up with work (Robinson & McMillan, 2006), or even “stealing time 

for teaching” by taking time for research to excel in teaching (Hemer, 2014, p. 488). The 

Vietnamese lecturers in this study employed the two last strategies, which demonstrated 

that they prioritised quality teaching as a core element of their professional identity and 

thus made PLD about teaching their main concern, as found by Hemer (2014) and Robinson 

and McMillan (2006).  

 However, the Vietnamese educators in this study also aspired to engage in research. 

Unlike previous studies which showed that tertiary academics undertook research mainly 

for external motivation including promotion, financial incentives, or meeting employment 

criteria (Hwang, 2014; Lai et al., 2014), Vietnamese teacher educators reported conducting 

research mainly for solving teaching problems, enhancing teaching effectiveness, and 

supporting student learning. They reported that they engaged in research in response to 

teaching problems associated with the implementation of reforms. This is an important 

point because it highlights the cultural context for PLD, and also foregrounds the value of 

identifying PLD as a tool for pedagogical practice. 

 The findings revealed that EFL teacher educators in this study possessed a range of 

different identities: identity as EFL high school teachers, as EFL tertiary lecturers, as EFL 
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teacher educators, as researchers, and as EFL learners. These identities were interrelated 

and complementary, reflecting their understanding of the complexity of their profession.  

 Although being trained to be high school teachers of English, few lecturers had 

worked at schools before starting their academic career in HE. Therefore, the teacher 

educators in this study did not struggle to transform an established identity and expertise as 

school teachers into a new identity as tertiary academics, as widely discussed in studies on 

PLD for teacher educators in other countries such as New Zealand, Australia, and the UK 

(Davey & Ham, 2010; Hill & Haigh, 2011; Murray, 2010). The Vietnamese educators in 

this study, especially the novice educators, however, wished to receive more PLD on 

teaching and learning in HE. 

 This study highlights a significant characteristic of the professional identity of EFL 

teacher educators, that is, they perceived themselves as concurrently EFL educators and 

EFL learners. Previous research in school settings showed that EFL teachers’ experience 

as language learners was a resource for their teaching because they could provide their 

students with a model of effective language learning (Cho, 2014). Similarly, the current 

study showed that Vietnamese EFL tertiary lecturers’ on-going experiences as foreign 

language learners had a strong impact on their pedagogical practice and informed their 

approach to providing PLD for pre- and in-service teachers.  

 This study also revealed that the teacher educators were beginning to perceive 

themselves not only as teaching lecturers, but also as research-active lecturers. This 

transformation of lecturers’ professional identities has been widely investigated in earlier 

studies on the nexus of academics’ teaching and research (Bai & Hudson, 2010; Hill & 

Haigh, 2012; Lai et al., 2014). The Vietnamese lecturers reported gaining a higher 

awareness of their research responsibility and trying to engage more in research. This 

change derived from the increasing demands in HE as well as international competition in 

education, which requires tertiary lecturers to undertake new roles and responsibilities. 

Vietnamese tertiary education shares this international trend in education towards 

enhancing academics’ research capacity in HE (Bai & Hudson, 2010; Hwang, 2014; Lai et 

al., 2014).  
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 Other Vietnamese studies have also noted that EFL lecturers valued research that was 

classroom-based and teaching-oriented (H. H. Pham, 2006). Clearly, lecturers’ new 

teaching-research professional identity builds on their strong existing teaching professional 

identity (Hill & Haigh, 2012; Robinson & McMillan, 2006). An implication for PLD is that 

facilitating lecturers’ engagement in self-study research (i.e., researching their own 

practices) would enable research-informed teaching as well as developing lecturers’ 

research ability. Many studies illustrate the positive impact of self-study and collaborative 

research on educators’ professional practices and identity (Boei et al., 2015; Gallagher et 

al., 2011; McGee & Lawrence, 2009; Murray, 2010). These studies also emphasise the 

importance of collaborative learning and leadership support in educators’ research 

engagement, which aligns with the perception the EFL teacher educators in this study held 

of leaders and colleagues ‘transferring the fire’ and supporting their research engagement.  

 Besides seeing research as PLD to support pedagogical practices, a few early-career 

educators in this study viewed research as an avenue to meet professional goals of receiving 

a scholarship to attend postgraduate programmes overseas. This finding highlights how 

research was meaningful to Vietnamese EFL teacher educators in terms of both 

professional and personal growth. Additionally, lecturers’ motivation for research, despite 

identifying research as an obligatory form of PLD, could derive from both internal and 

external sources, as also identified in other studies (Leibowitz, Schalkwyk, Ruiters, Farmer, 

& Adendorff, 2012).  

The nature of tertiary lecturers’ learning: Introducing a PLD model 

This study identifies the integrated roles and functions of PLD for tertiary EFL teacher 

educators in Vietnam, and highlights the importance of understanding the complex 

phenomenon of PLD within an organisation. A key message from the findings is that PLD 

is inherent within organisations and individuals and needs to be well articulated so that 

relevant opportunities can be created.  

 Lecturers’ professional learning took place through formal, collaborative, and 

informal PLD means, and their learning varied from intentional to unintentional, structured 

to unstructured, and explicit to tacit. These findings build on a current body of literature 
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that emphasises the dynamic nature of teacher learning (Grosemans, Boon, Verclairen, 

Dochy, & Kyndt, 2015; Jones & Dexter, 2014; Knight et al., 2007; Opfer & Pedder, 2011; 

Steyn, 2010). As learners in wider professional learning communities within and outside 

their institutions, lecturers’ professional learning occurred in different ways. These 

included learning as doing (e.g., through their daily practice and experimenting new ideas), 

as experience (e.g., making sense of their experience), as belonging (e.g., through 

participating in collective activities as members within their community), and as becoming 

(e.g., enhancing their professional identity, and being the most effective lecturers they 

could), as outlined by Wenger (2009). Understanding learning across these dimensions 

allows for deeper understanding, and more sustainable changes in lecturers’ beliefs and 

practices. 

 Key principles of effective PLD for these EFL teacher educators include: relevant, 

meaningful learning (linked to their learning needs and teaching practices, and applicable 

to improve teaching); reflective learning (involving self-assessment of their own practices, 

and critical and constructive feedback from peers and students); and active learning (where 

lecturers are self-regulated learners). These PLD principles were also identified in previous 

studies across different contexts (Labone & Long, 2014; Opfer & Pedder, 2011; Smith, 

2003; Villegas-Reimers, 2003). However, the CHAT analysis of the case study provides 

evidence of the multiple-voicedness and dynamic interactions between and among different 

stakeholders within and across the PLD activity systems. Based on this finding, my study 

highlights another principle for effective PLD which proposes that PLD purposes and roles 

are negotiated between and among all stakeholders involved in PLD and supporting PLD 

for teacher educators.  

 Relevance is a key principle for all forms of PLD. Official PLD was important in the 

lecturers’ view when linked to mandated policies, and when it helped to improve lecturers’ 

knowledge and skills to implement changes in a new field of teaching. Across the three 

universities, there was evidence that PLD enhanced lecturers’ understanding of government 

and institutional policies and support their implementation of mandated initiatives. 

Lecturers valued certain official training sessions from MOET because they were relevant 

and timely, and involved opportunities for practising and applying new skills and 

knowledge in their teaching. Such PLD was perceived by the lecturers as good health 
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medicine (thuốc bổ) which helped to enhance their ability and self-efficacy in responding 

to new professional duties. This finding was different from other studies (Chaudary, 2011; 

Hu & McGrath, 2011; Steyn, 2010) which showed that teachers perceived formal PLD a 

waste of time because the PLD they received was irrelevant to their needs and the teaching 

contexts.  

 It is widely agreed that lecturers’ learning mostly occurs informally and is embedded 

in their everyday practices (Jones & Dexter, 2014; Knight et al., 2007). This study also 

showed that the lecturers prioritised PLD which was responsive to their own daily practices 

and their immediate teaching and learning needs. Such PLD can be described as authentic 

PLD (Opfer & Pedder, 2011; Webster-Wright, 2009), which likely results in lecturers’ 

meaningful learning and deeper understanding of their practices, and promoted changes in 

their pedagogical practices, attitudes, and beliefs. 

 In this study authentic learning also occurred when lecturers worked collaboratively 

and shared teaching experiences with each other. However, the case study findings showed 

that lecturers’ efforts to establish collaborative learning seemed to be fragmented and 

inconsistent, and depending on the instructional cultures and leadership. Previous studies 

also found that collaborative learning was not frequently undertaken by teachers, or 

lecturers (H. T. M. Nguyen, 2008; Wichadee, 2012). Effective relationships based on trust, 

openness and constructive feedback are crucial to optimise meaningful collaborative 

learning among lecturers, as highlighted in this study and other PLD research (McGee, 

2011; Smith, 2003; Teräs, 2014; Vo & Nguyen, 2010). Therefore, for on-going and 

authentic PLD, it is necessary for the administrators and lecturers to nurture a trustful and 

collaborative learning environment within the department as well as the institution.  

 Lecturers’ learning was enhanced when they were required to implement changes in 

their practices which challenged their professional confidence. This created a desire for 

further learning in order to respond to new responsibilities. There was evidence that inner 

tensions and contradictions within the department and institution resulted from mandating 

innovations and lecturers’ new responsibilities were a catalyst for lecturers’ learning and 

change. This is consistent with other studies using CHAT to understand PLD initiatives 

(Bourke et al., 2013; Engeström, 2001; Yamagata-Lynch & Smaldino, 2007), where these 
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studies found that expansive learning occurred when the members within the community 

made changes in order to resolve inner contradictions within the activity system. For 

example, dealing with tensions arising from negotiating between lecturers’ professional 

ethics and cultural practices also fostered authentic learning. The lecturers proposed 

internal workshops to allow lecturers to discuss effective ways to give constructive 

feedback and authentic peer support. As evident in the literature (Vo & Nguyen, 2010), 

such models initiated by the lecturers themselves within their department offer relevant, 

useful and practice-based PLD which can enhance the participants’ ownership of their own 

PLD.  

 Choices of PLD were affected by both internal factors (e.g., lecturers’ beliefs, 

teaching experience and career stage, and their family circumstances) and external factors 

(e.g., sociocultural and institutional factors, leadership, and collegial relationships). Time 

and workload were the two biggest barriers to lecturers’ learning, as consistent with other 

studies internationally (Kennedy, 2011; H. T. M. Nguyen, 2008; Smith, 2003; Teräs, 2014; 

Wichadee, 2012). The contextual impacts on lecturers’ PLD participation helped to explain 

why there were marked discrepancies between lecturers’ positive perception of PLD and 

their low participation in PLD in practice, as clearly shown in the questionnaire and 

interview findings.  

 A dilemma between imposed, institutional PLD and self-regulated, personal PLD was 

identified. Lecturers navigated tensions between official PLD which mainly focused on 

policy implementation and institutional goals and unofficial PLD which targeted their 

personal needs and professional aspirations. Consistent with findings from other 

Vietnamese studies (K. D. Nguyen & McInnis, 2002; T. H. Pham, 2014) tertiary academics 

did not support the use of students’ formal assessments of lecturers’ teaching because this 

ran counter to the Vietnamese culture of students’ showing respect to lecturers. They also 

believed that such formal assessment could expose lecturers to criticism from their students, 

which would negatively affect their professional motivation (T. H. Pham, 2014).  

 In contrast, lecturers valued students’ feedback when it was undertaken informally 

and initiated by the lecturers themselves for self-improvement. This meets the criterion for 

effective informal learning that is voluntary and relevant to the learner’s choice, and does 
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not involve external assessment (Callanan et al., 2011). This raises the necessity of 

enhancing lecturers’ agency and autonomy in deciding PLD activities which work best for 

their need and teaching contexts. Lecturers’ learning is likely to be meaningful when they 

assume ownership of their own PLD, as this improves their capacity for transformative 

practice, and increases their motivation to engage in PLD (Fraser, Kennedy, Reid, & 

Mckinney, 2007; Hargreaves et al., 2013; Kennedy, 2014; McGee, 2011). 

 A fundamental condition for informal learning, particularly collaborative learning 

among lecturers, is a departmental climate of trust and openness. This emerged as an 

integral factor for authentic peer learning. A collegial learning community seemed to work 

well when it was voluntary, practice-based, and involved self-selected members who had 

shared goals and like-mindedness, as clearly found in both this study and in previous 

research (Kennedy, 2011; Lamont, 2011; Vo & Nguyen, 2010).  

 This study builds on a premise that learning is socially constructed (Rogoff, 2003; 

Vygotsky, 1978; Wenger, 2009) within networks of activity (Engeström, 2001), and the 

principles of PLD reflect this sociocultural activity. From the findings of this study, a model 

of PLD for EFL teacher educators in Vietnamese tertiary environment is proposed. The 

model is contextualised in the Vietnamese context, reflecting the influences of both the 

wider Vietnamese HE environment and the lecturers’ professional learning community and 

networking on PLD. The model highlights PLD and the role it plays in the lecturers’ 

profession, as perceived by the lecturers themselves, capturing the way in which all forms 

of PLD have value. Combined, these address a diversity in lecturers’ motives, learning 

needs, and working contexts.  

 The model outlines three essential components of the PLD (see Figure 6.1):  

1. the motives and/or expected outcomes of PLD across both the system/institutional 

and individual levels (presented in the central elements of the model),  

2. the professional competencies required for being effective EFL teacher educators – 

expertise and vision (tài and tầm), and professional ethics and aspiration (đức and 

tâm) – as seen in the right outer elements, and  

3. PLD supporting structures, including the PLD principles and supporting system-

level factors for PLD (the outer elements on the left of the model).  
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Vietnamese sociocultural and political context
(MOET/ Government, HEIs) 

Networking and learning communities
(colleagues, pre- and in-service teachers, students, PLD facilitators, academic leaders)

PLD principles

 Needs-based, 

relevance, and 

meaningfulness

 Reflection

 Active learning

 Negotiated 

understandings

Supporting and system-

level factors

 Resources

 Policies and 

leadership

 Learning community

Expertise and vision

 (Tài and Tầm)

 Content knowledge

 Pedagogical skills

 English competence

 Research capacity

 Leadership capacity

Professional ethics and 

aspirations

(Đức and Tâm) 

 Commitment

 Care for students

 Responsibility

 Passion

Motives/Outcomes:

Educational reforms, 

teaching quality, 

students’ learning

Motives/Outcomes:

Teacher educators’ 

professional identity: 

Role-models

PLD  

(formal, informal, 

collaborative) 

 

Figure 6.1 PLD model for EFL tertiary teacher educators in Vietnam 

  The motives or expected outcomes of PLD are captured in the central parts of the 

model. These include supporting educational reforms, improving teaching and student 

learning, and enhancing lecturers’ professional identity. These motives or expected 

outcomes are presented at governmental, institutional, and professional and personal levels. 

At policy level, PLD targets the implementation of central initiatives in education and 
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reform agendas. Within the tertiary setting, PLD plays a key role in supporting institutional 

goals, missions, and visions, and enhancing the quality of teaching and students’ learning. 

At a professional and personal level, in addition to its role and function in supporting 

lecturer teaching and student learning as previously mentioned, PLD is highly valued as a 

means to foster lecturers’ professional identity and enhance their effectiveness. Lecturers’ 

PLD motives and engagement are shaped by their sense of professional identity (i.e., ‘ideal 

selves’), and socio-cultural values attached to the teaching profession and the role of teacher 

educators (i.e., ‘ought-to selves’). Indeed, it is the lecturers’ desire to be role-models for 

their students and others, and the cultural values of respecting the teaching profession in 

the Vietnamese context that drive their PLD commitment and professional aspirations. 

Within the dynamic and complicated tertiary environment, motives for PLD and expected 

outcomes of PLD are inter-related, and one can be the driver for the other. Given that 

lecturers are the key agents of their own PLD as well as in the process of educational 

changes, their motives for PLD and expected outcomes from PLD need to be fully 

understood and supported. The role and function of PLD in enhancing lecturers’ 

meaningful learning and their sense of selves need to be viewed as important as in 

supporting the government’s and their institutions’ policies and agendas. 

 The professional competencies required for being effective EFL teacher educators, 

as presented on the left outer of the model (Figure 6.1), include expertise and vision (tài 

and tầm), and professional ethics and aspiration (đức and tâm). These competencies are 

specified in policy documents, social and cultural expectations, and the lecturers’ own 

perceptions of themselves as EFL teacher educators. Specifically, PLD is perceived as a 

powerful means to foster these two important and culturally expected competencies of 

teacher educators. This highlights distinctive features of PLD for EFL teacher educators 

and reflects typical characteristics of EFL teaching and learning in the Vietnamese context. 

For the EFL teacher educators, English competence, content knowledge, and pedagogical 

skills are essential aspects of their professional competencies, and are central to their PLD 

motivation, decisions and engagement. Within the changing EFL context in Vietnam, PLD 

associated with these aspects is especially valued because it enables EFL teacher educators 

to enact mandated initiatives in ELT, and address the challenges in their teaching. It also 

provides the means to fulfil the dual commitments of teaching EFL effectively and helping 

pre- and in-service teachers to learn about and improve their EFL teaching at school. It is 
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also necessary that PLD addresses the other expectations of being teacher educators and 

role-models, professional ethics (đức and tâm) which is typical of the Vietnamese 

Confucian-oriented culture. PLD that is congruent with lecturers’ professional ethics is also 

integral in fostering lecturers’ aspirations, commitment, and vitality throughout their career.  

 The model also outlines the essential structures for supporting PLD (i.e., the outer 

edge on the left of the model) including the key principles of PLD, and supporting system-

level factors. For PLD to be effective, it must involve the key principles outlined in the 

study findings. It must: (1) be needs-based, relevant, and meaningful, (2) involve reflection, 

(3) encourage active learning, and (4) have understandings of the purpose and function of 

PLD negotiated with all stakeholders. The key principles of PLD are at the centre of this 

PLD model (designed for EFL teacher educators). These principles can offer guidelines for 

self-initiated PLD (e.g., independent learning, informal and collaborative learning within 

their network and professional learning community). These principles also need to be taken 

into consideration by academic leaders’ and PLD facilitators when planning or promoting 

PLD for EFL lecturers. Beside PLD principles, supporting and system-level factors also 

determine the effectiveness of PLD for EFL lecturers. These factors refer to resources, 

policies and leadership, and professional learning community.  

 Overall, this model conceptualises PLD as mediated by sociocultural, political and 

contextual factors which can either facilitate or hinder lecturers’ engagement in PLD and 

the impact of PLD on their professional and personal growth. The areas at the top and at 

the bottom of the model refer to contextual influences on PLD for EFL lecturers (i.e., the 

Vietnamese socio-cultural and political context, and lecturers’ networking and learning 

communities). Different stakeholders can see their roles within the model and draw 

practical implications for themselves. However, it is crucial to establish reciprocal 

relationships and promote negotiated understandings among different people involved in 

the PLD context in order to obtain shared understandings of PLD roles and functions and 

to ensure that PLD approaches are fully negotiated. This will enable PLD designs that 

support institutional and national needs, as well as having the potential to empower 

lecturers as change agents within the changing HE context. Given that there have not been 

any PLD models that capture the holistic nature of PLD for EFL teacher educators in 

Vietnam, this model has significant implications for the field of PLD in HE in Vietnam. 
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Addressing the research questions 

This study investigated the forms of PLD used by EFL university lecturers, and the role 

and function PLD played in their professional lives. It then considered how PLD was 

positioned within the broader context of governmental reforms. This section captures the 

complexity of the PLD phenomenon for these educators and provides holistic answers to 

the research questions, as stated at the end of Chapter 2. A summary of key findings 

responding to these research questions is presented in Table 6.1.  

Table 6. 1 Research questions and key findings 

 

Questions Key findings 

1.  

What role and 

function does 

professional 

learning and 

development 

(PLD) play in 

EFL teacher 

educators’ 

learning in 

tertiary 

education 

settings? 

 PLD played multiple roles and functions, particularly in supporting 

national and institutional initiatives in education, the quality of teaching 

and student learning, lecturers’ professional knowledge and skills, and the 

enhancement of lecturers’ professional identity. Specifically, PLD was 

crucial in fostering professional competencies culturally expected for 

teacher educators: (1) tài and tầm (expertise and vision) and (2) đức and 

tâm (professional ethics and aspirations). 

 PLD was both for development and learning. The roles and functions of 

PLD were perceived differently depending on the roles different 

stakeholders played within the HE context. MOET/ policy makers and HEI 

leaders linked PLD to broader issues related to policy enactment, achieving 

national and institutional goals and needs, staff assessment and 

qualification upgrading. The lecturers valued PLD which directly 

supported their self-image, teaching and professional duties and concerns, 

and their students’ learning.  

 Within the CHAT lens, PLD was perceived as a fluid phenomenon which 

played different roles and functions within and across the HE contexts. It 

could be artefacts supporting lecturers’ teaching, learning, and 

implementation of educational initiatives, or could be conceived as rules, 

or policies lecturers must adhere to, or at times the object lecturers were 

striving for.  

2.  

Why do EFL 

teacher 

educators in 

Vietnam access 

particular 

models of 

 The lecturers accessed a variety of PLD forms, ranging across formal, 

collaborative, and informal learning settings. Their motives for engaging in 

PLD varied from internal or personal, to external or institutional.  

 Lecturers valued all kinds of PLD as long as it was relevant to their needs, 

promoted meaningful learning, and was applicable. They particularly 

valued PLD that enhanced their professional knowledge and skills and their 
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Questions Key findings 

PLD? And 

what PLD do 

they value? 

 

English language competence. This was a distinctive feature of PLD for 

EFL teacher educators and was consistent with their strong desire to be 

role-models of students in EFL teaching and learning for their students.  

 Lecturers’ preferred PLD included overseas training and PLD opportunities 

which allowed them to learn from and/or with native speakers of English. 

They believed this kind of PLD enhanced their language competence, 

cultural understandings, and professional confidence which were seen as 

critical in becoming effective EFL lecturers. 

 Self-regulated learning was perceived as the most meaningful and relevant 

in the lecturers’ daily teaching contexts.  

3.  

How do the 

educational 

reforms in 

Vietnam 

influence the 

forms of PLD 

promoted and 

accessed by 

EFL lecturers? 

 

 Educational reforms provided opportunities for all kinds of PLD for EFL 

lecturers, particularly:  

o More formal training opportunities sponsored by MOET, 

especially opportunities for overseas training 

o More collaborative learning and experience sharing  

o Meeting lecturers’ increasing needs for independent learning and 

self-improvement to meet the expectations and requirements 

identified in reform objectives 

 Educational reforms and the socio-cultural and political context also put 

pressure on the lecturers’ professional practices and PLD engagement. 

They reported encountering: 

o More workload and pressure from reform implementations, which 

hindered their learning time and wider PLD access. 

o Uneven access to PLD opportunities, teaching and learning 

resources, and expertise support across different HEIs. 

o Self-directed learning focusing on English proficiency (especially 

test-based practice) and pedagogical content knowledge was 

greatly promoted across three institutions. This addressed EFL 

lecturers’ professional concerns and their changing roles when 

enacting the national reform in foreign language education. 

4.  

How does PLD 

support 

educators’ 

capacity to 

implement 

these 

educational 

reforms? 

 The lecturers who undertook MOET-sponsored PLD reported meaningful 

learning that supported their implementation of the national reform in 

foreign language learning and teaching. Positive impacts of their 

experiences included increasing understanding of the reforms and how to 

enact them, gaining necessary knowledge and skills that supported the 

implementation of new EFL curricula (e.g., teaching English at primary 

schools, test design, material design), and improving their professional 

confidence. However, these PLD opportunities were more accessible to the 

lecturers in sites A and B. Lecturers at site C who received fewer supports 
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Questions Key findings 

from MOET reported uncertainty about the reform rationales and lower 

engagement in the reform enactment. 

 Collaborative and informal PLD practices (e.g., experience sharing, 

researching their teaching practices, independent learning) initiated by the 

lecturers within their departments also facilitated their teaching practices 

and implementation of the reform. However, collaborative PLD activities 

appeared to be ad-hoc and scattered, and were undertaken primarily to 

address lecturers’ immediate needs or institutional regulations rather than 

as on-going professional practices for authentic learning.  

 PLD impacts on reform implementations varied according to contextual 

features and capacities of each HEI.  

 Overall, the EFL lecturers in the three studied universities engaged in a variety of 

PLD forms including formal PLD, collaborative, and informal PLD. There was an interplay 

between the different forms, and these forms of PLD contributed to an interwoven PLD 

experience. All of these PLD forms played a role in lecturers’ learning, supported different 

aspects of their learning, and served different learning needs. Key roles and functions of 

PLD, as valued by the participants, included: upgrading their knowledge, skills, and 

qualifications; improving their teaching effectiveness and student learning; enhancing 

lecturers’ self-image and professional confidence in being a language teacher educator; and 

supporting lecturers’ ability to implement national and institutional initiatives. Culturally, 

it was crucial that PLD enhanced professional competencies of lecturers: tài and tầm, and 

đức and tâm. 

 The study also identified distinctive features of PLD for EFL teacher educators. First, 

the lecturers’ PLD had a strong focus on enhancing their subject knowledge, teaching skills, 

and especially language competences. Subject knowledge was an especially demanding 

aspect of PLD for EFL lecturers who were in charge of teaching English specialised courses 

and ESP. Second, authenticity and opportunities to practise and communicate in the 

language was an integral feature for effective PLD for EFL lecturers. Overseas training and 

PLD delivered by foreign experts and/or English native speakers was strongly favoured. In 

this respect, PLD played a crucial role in enhancing lecturers’ professional confidence and 

sense of selves as EFL teacher educators. This explained why lecturers had a very positive 

attitude towards PLD delivered by foreign experts and overseas training, even when the 
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content presented by foreign experts were sometimes perceived by the lecturers as having 

little relevance. Finally, EFL lecturers and teacher educators explicitly perceived 

themselves as life-long language learners whose self-regulated PLD helped to foster their 

language knowledge and proficiency, and language learning skills and experiences. These 

characteristics informed their EFL teaching practices and ability to support pre- and in-

service EFL teachers in learning and teaching EFL.  

 Key features or conditions for effective learning across different forms of PLD for 

the EFL lecturers were identified from the study. The lecturers valued PLD which was 

meaningful, practical, and relevant to their learning needs and teaching context. They 

perceived that PLD was effective when it also engaged lecturers as active, reflective and 

self-regulated learners. In addition, they preferred PLD that promoted collaborative 

learning and accommodated negotiated outcomes among members of the learning activity. 

Combined, these appeared to bring about sustainable changes in lecturers’ professional 

thinking, beliefs and practices. These features for effective PLD need to be taken into 

account to better support and promote lecturers’ learning, rather than the current focus on 

implementing PLD that is notionally considered best for the lecturers.  

 There is evidence that educational reforms and top-down initiatives in the Vietnamese 

tertiary environment created tensions and challenges for the lecturers in enacting the 

policies and improving their own competence to fulfil their increasingly demanding roles. 

These tensions, however, promoted opportunities for change and learning when the 

participants made the effort to resolve challenges and address new demands in their daily 

work. In this respect, despite causing workload and adding pressure on lecturers, 

educational initiatives were perceived by the lecturers as factors promoting their learning 

need and learning opportunities and as mediating artefacts supporting their ability to fulfil 

their roles.  

 In this study the PLD activity system in a Vietnamese tertiary context was 

complicated by how PLD was perceived and what function it played for each person 

depending on their role within the organisation. While the policies seemed to focus on 

official PLD, the case study showed that unofficial PLD also played an important role in 
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lecturers’ learning, and this needs to be seen as a legitimate form of PLD in the tertiary 

context.  

 The CHAT analysis illustrated that PLD could move between different elements 

within the tertiary activity system. This shows that PLD served multiple roles and functions 

within these organisations. In addition to supporting lecturers’ capacity to enact teaching 

and learning innovations, PLD had the potential to become a motivating force for change. 

At times it was an activity lecturers strive for (object), and at other times was merely one 

of the rules that lecturers were expected to follow. For example, while the reform in foreign 

language education mainly aimed at improving teaching and learning quality across all 

educational sectors, the lecturers focused especially on improving their own language 

proficiency in order to meet the standard of language teachers described in the reform. The 

phenomenon of changing objects supports the assertion that an object in an activity system 

is ambiguous and changing (Engeström, 2001). The teachers interpreted government 

policies and practices differently to MOET, and as demonstrated in other research these 

tensions resulted in teachers creating their own vision for their practice, and thus creating 

a ‘runaway’ object (Bourke et al., 2013, p. 274). This finding extends current literature on 

PLD function and offers a nuanced understanding of PLD in tertiary education as a complex 

and multi-faced phenomenon. Looking at PLD from different perspectives and its 

relationships with the other elements of the activity system would allow preparation of a 

holistic strategic plan for PLD that could support both policies and individual lecturers’ 

professional goals.   

 It is important to note that in the context of this study, a lack of a shared understanding 

of the reform objectives and how to enact the reform at departmental level led to lecturers’ 

feelings of confusion and anxiety. This finding is congruent with the concept that reform 

success is dependent upon a shared vision of reform initiatives among the key stakeholders 

of the community (Bourke et al., 2013). Therefore, this study indicates how crucial it is to 

establish a shared understanding among different stakeholders in order to maximise reform 

success.  

 This study found that lecturers engaged in PLD (e.g., working towards accomplishing 

a task) for different motives and to achieve objects which sometimes did not align with the 
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motives and objects of the other stakeholders. This expands our understanding that different 

stakeholders, as well as different activity systems, have their own roles to play, and there 

needs to be a negotiation of goals and interrelationships for a success in accomplishing a 

collaborative task. Relational agency, or the ability “to work alongside others towards 

negotiated outcomes” in a joint activity (Edwards, 2010, p. 61), offers direction for PLD in 

such a complex and multidimensional context. Exercising relational agency in PLD would 

enable an understanding of each member’s motives, and enable negotiation of outcomes 

shared by the whole group. It could assist in establishing common knowledge (e.g., an 

agreed working protocol, group norms and regulations, ways of interactions) that mediates 

an individual’s capacity to share resources and expertise they bring to the collective 

activities to work toward the negotiated outcome. Given that relational agency involves 

adjusting to each other’s purposes, expertise, and ways of working, it would promote more 

flexible, responsive, and purposeful interactions when different people work together 

toward a shared outcome, as in the case of supporting and engaging in PLD for EFL 

lecturers in this study.  

 This chapter discusses how this study contributes to a revised understanding of PLD 

in Vietnamese tertiary education. A model of PLD for EFL teacher educators in Vietnamese 

HE is proposed from the study findings. The final section of the chapter revisits the research 

questions and unpacks the complexity of PLD for EFL lecturers. The next chapter discusses 

implications from the study findings, limitations and suggestions for further research. 
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CHAPTER 7                                                             

CONCLUSION 

 

This study offers insights into PLD for EFL teacher educators at tertiary level in Vietnam, 

an area that is recognised as important for those in tertiary settings. The study employed a 

mixed-methods research methodology with a focus on qualitative approach, and an 

instrumental case study design involving three HEIs. The CHAT analytical lens offers an 

in-depth understanding of these lecturers’ PLD as a multidimensional phenomenon within 

the Vietnamese sociocultural and political contexts. The previous chapter provided an 

overview of the study findings and a discussions of the findings within the current 

knowledge base of PLD in education. A model for PLD for teacher educators in Vietnamese 

context was also proposed, which suggested a nuanced view on PLD in tertiary education. 

This chapter provides implications of the study, identifies its limitations and areas for 

further research, and ends with some concluding remarks. 

 The study findings suggest several implications for policies and practices at central 

government, institutional and individual levels. These implications are both specific to the 

Vietnamese context, and to some extent universally applicable in relation to PLD for 

educators in general. They include issues related to the government’s educational policies, 

institutional and departmental policies and practices, and suggestions for PLD facilitators 

and individual teacher educators.  

Government’s educational policies 

This study indicates that PLD plays a key role in supporting national educational reforms 

in Vietnam. However, there are different interpretations of how these reforms should be 

operationalised and what kinds of PLD best target the different needs of lecturers and 

leaders. Clearly, the rationale for and processes of reforms need to be understood by all, 

and communicated with the institutions and lecturers. Lecturers need to understand the 

reforms, how to implement them, and what and how PLD could mediate the 

implementation of PLD at institutional levels.  
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 Lecturers need to receive on-going and relevant support so that they can engage in 

PLD if they are to be capable of enacting top-down innovations. Effective implementation 

of policies is more likely to occur if lecturers have clear and consistent directives and 

policies related to reform implementation. It is also important to encourage autonomy 

within tertiary institutions and in individual lecturers to enable then to decide how to 

address the reforms in their own contexts and use resources available to them.  

 The study shows that lecturers understood their students’ needs and had sufficient 

expertise to make pedagogical decisions on how to facilitate their students’ learning. 

However, lecturers sometimes faced a dilemma when undertaking a mandated curriculum 

change which they considered ineffective to meet their students’ (i.e., in-service teachers) 

real needs. This suggests that educational reforms need to take account of the voices of 

institutional leaders, teacher educators, as well as students, in order to have a holistic 

understanding of how policies may be translated into practice at local and classroom level. 

Within the dynamic tertiary environment in Vietnam, each member (lecturers, PLD 

facilitators, MOET, institutional leaders) has a role to play within the activity system, and 

each activity system (lecturers’ activity system, MOET’s activity system, institution 

activity system) has a role to play when interacting with others in joined activity systems. 

A holistic understanding of the collaborative learning activity would be obtained by 

considering key questions for encouraging relational agency in lecturers’ collaborative 

learning: Who is involved in the activity? What expertise and resources does each bring to 

the activity? What is the motive of each member? What is the shared object/outcome among 

the community? What common knowledge and relationships can mediate the collective 

work to achieve this shared/ negotiated object? An understanding of the others’ 

perspectives would support collaborative work among lecturers and other stakeholders 

toward effective PLD for educational reforms and professional growth. In this respect, this 

study suggests adopting a broader view that draws on the expertise and collaboration of all 

stakeholders to inform PLD for tertiary lecturers. In this way tensions that may arise from 

applying the proposed PLD model to address government policies, institutional 

imperatives, and the lecturers’ working circumstances can be mitigated. 

 In Vietnam’s hierarchical culture, as analysed in the previous chapters, it may be 

challenging and take time to encourage conditions for relational agency and an alignment 
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of different motives and perspectives when people in different positions (e.g., MOET, 

institutional leaders, lecturers, PLD facilitators, students) work together towards an 

educational innovation (the object of their activity systems). This process can be facilitated 

by “openly discussing expectations, roles and protocols for interactions” (Lamont, 2011, 

p.63) within the lecturers’ community. Promoting a fluid and supportive tertiary 

environment to encourage a form of relational agency will enable all members to work 

resourcefully (e.g., sharing their resources and using others’ resources), share responsibility 

and contribute to the accomplishment of a negotiated outcome (e.g., undertaking 

educational initiatives, improving teaching quality, and enhancing lecturers’ professional 

identity). As Edwards (2010) stresses, relational agency in professional practice “offers the 

opportunity for an enhanced form of practice” (p. 61), which would also enhance the 

collective competence of a community.   

 A reconceptualisation of PLD so that PLD addressed lecturers’ real learning needs, 

as well as national and institutional goals, would inform effective policies to support 

lecturers’ PLD and professional work in tertiary education. Lecturers’ professional efforts 

also need to be taken into account. It is necessary for the government and policy makers to 

understand and take into consideration the complexity of lecturers’ learning and their 

working contexts. This would require educational policies to foreground the role and 

function of PLD for learning, rather than merely emphasising accountability and credential 

purposes. PLD for learning purposes as shown in this study and previous studies (Knight 

et al., 2007; Webster-Wright, 2009) is more likely to bring about authentic and sustainable 

learning and transformation of practice. 

Institutional and departmental policies and practices 

This study also invites a reconceptualisation of PLD at institutional and departmental level. 

PLD needs to be seen as a complex, multi-faceted phenomenon which occurs in diverse 

forms, settings and processes (e.g., formal, collaborative, and informal learning) given all 

PLD forms are important for lecturers’ personal and professional growth, and for 

supporting institutional goals. As highlighted in previous studies (Labone & Long, 2014), 

coherence in PLD policies, which enables a balance between institutional and individual 

needs, is a crucial factor in planning PLD for lecturers.  
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 Further direction for PLD could include allocating funding across different domains 

of formal/collaborative/informal PLD to enable lecturers’ engagement in a wider range of 

PLD activities which better suit the institutional goals as well as individual interests. 

Although lecturers’ heavy workload is a common and unavoidable problem in Vietnam, 

this study suggests that this can be reduced by promoting specialised roles for lecturers and 

allocating teaching assignments more strategically. For example, PLD needs to fit within 

the lecturers’ limited time so it should focus on professional tasks that lecturers perceive to 

be valuable such as improving teaching practices, materials design, and action research 

rather than on duties which they perceive as time-consuming and unsuited to their expertise 

(e.g., being official student advisers). These changes would enable a better use of lecturers’ 

time and expertise and more chances for lecturers to engage in PLD. Additionally, rather 

than focusing on formal PLD as at present, more investment in PLD towards informal PLD 

activities is likely to promote lecturers’ self-regulation, research engagement, and learning 

communities that encourage lecturers to reflect on and examine their practice. Further, it is 

important to promote a holistic PLD approach involving organising and evaluating 

lecturers’ learning through the three development planes, e.g., personal, interpersonal, and 

institutional planes (Rogoff, 1995). Given the interdependencies among these three planes, 

changes at institutional and system level in terms of policies, resources, and leadership are 

needed to support changes at personal and interpersonal levels.  

 There were variations in the ways the different universities in this study interpreted 

and enacted the national reform in foreign language education. This was arguably due to 

the differences among the institutions in terms of their status, roles in and capacities for 

teacher education in the region, as well as the support received from the government. It is, 

therefore, important to encourage a wider network among lecturers from different 

universities to promote lecturers’ PLD, pedagogical changes, and sharing expertise and 

resources within and across institutions. Specifically, lecturers who received training and 

resources from MOET should be encouraged to share their learning and expertise with 

colleagues from other universities who did not have access to this training. Such a learning 

network within and across institutions would optimise lecturers’ understanding and ability 

to enact mandated reforms.  
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 Cultural values attached to the teaching profession added to the lecturers’ pride and 

their teaching motivation. However, increasing demands and expectations of lecturers’ 

performance and qualifications at times created pressure on the lecturers’ professional life, 

as also found in other studies showing that teachers in a Confucian culture perceived high 

sociocultural expectations of them as cultural burden (Gao, 2008). Given the Vietnamese 

government’s policy which identified education development as the first priority for the 

overall aim of enhancing the national sociocultural, economic, and political development, 

educators are supposed to assume heavy responsibilities in supporting the government 

goals. This official and cultural expectation has created more pressure on lecturers, 

particularly teacher educators to fulfil their social responsibility. These contextual and 

cultural accounts offered insights into the meanings underlying lecturers’ view of PLD as 

a social responsibility (i.e., serving and contributing to national development) rather than 

personal benefit. Importantly, this study suggests that high cultural expectations of 

Vietnamese lecturers, despite causing pressure on their profession, are still meaningful 

because the lecturers valued them and tried to meet these expectations through engaging in 

PLD. However, to continue as a powerful motivational force, these cultural values need to 

be used to empower lecturers rather than as criteria for judging their quality or competence. 

 The study foregrounds that institutional and departmental culture also greatly 

influenced lecturers’ PLD engagement and their collegial relationships. Sometimes there 

were contradictions between lecturers’ professional values and cultural values, particularly 

in collaborative learning such as peer observation and feedback. The practices of showing 

peer respect, face-saving, and conflict avoidance appeared related to Vietnamese culture, 

but at times challenged lecturers’ professional ethics and values. For meaningful collegial 

learning, a negotiation between cultural norms and reflective professional practices needs 

to be taken into account. It is important to encourage lecturers to welcome constructive 

feedback from their colleagues, and become critical friends of their colleagues to support 

and enhance each other’s professional practice. Also, nurturing a friendly learning 

environment of mutual trust, openness and shared visions would promote a PLD approach 

which is lecturer-driven, voluntary, collaborative, reflective and practice-based. A further 

direction for PLD could be through promoting ‘learning departments’, or ‘learning teams’ 

which promote learning, as well as enhancing lecturers’ ownership and agency in their PLD 

and are supported to engage in meaningful and collaborative PLD activities (Knight et al., 
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2007). Previous studies have widely supported the benefits of professional learning 

communities, or informal learning clusters in fostering teachers’ authentic, reflective and 

collaborative learning (Hargreaves et al., 2013; Vo & Nguyen, 2010).  

 Since leadership has an influential role in supporting lecturers’ PLD, it is necessary 

to support leadership development through PLD designed for academic leaders, especially 

middle and junior leaders, to enable them to understand and fulfil their roles effectively. 

Such leadership would support institutional and departmental leaders to exercise their 

professional autonomy, influential capacity, and critical reflections on the effectiveness of 

top-down policies when needed. This is likely to empower leaders to clearly communicate 

national and institutional regulations, innovations, goals and vision with lecturers, as well 

as to support their collaboration with lecturers to work out PLD strategic plans for both 

individual and institutional growth.  

 The lecturers in this study did not highly value the role of PLD in enhancing their 

own leadership. This may derive from their perception of leadership as a formal 

administrative role associated with power and authority within the institution. This study 

proposes an expanded view of leadership which also involves fostering lecturers’ ability to 

influence others, to lead the changes in pedagogical practices, and to promote a community 

of learning within their institutions. Such leadership may be sought from lecturers who do 

not hold official positions within the institution but are highly committed to education. 

These should be willing to take opportunities that allow them to learn from and learn with 

others, or to lead others’ learning through mentoring and coaching. Such lecturers deserve 

recognition for their role in transfer the fire for learning to their peers and students. 

Therefore, a future direction for PLD could be fostering lecturer leadership, which seems 

to have been currently neglected in Vietnamese tertiary contexts, and empowering potential 

lecturer leaders to lead the change process at grass-root levels. This implication is relevant 

to other international contexts in which PLD has not been exploited as a tool for enhancing 

teacher leadership (Alexandrou & Swaffield, 2012; Baecher, 2012). 

 The study findings indicate that PLD is a complex, political and culturally situated 

phenomenon that plays a key role in supporting the professional aspiration of lecturers. 

Lecturers’ authentic learning is more likely to be optimised when they engage in PLD 
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which includes the following four key principles arisen from the study findings: (1) being 

meaningful, applicable, and relevant to their needs, teaching context and responsibilities, 

(2) allowing reflective learning, (3) engaging lecturers as active learners, and (4) 

encouraging a negotiation for a shared vision and outcome among all involved stakeholders 

within a supportive and reflexive environment. These principles need to be taken into 

account when designing and facilitating PLD programmes for tertiary lecturers. Given that 

PLD is not only for reform enactment and accountability but also for lecturers’ individual 

and professional growth, it is necessary that PLD initiatives for lecturers be promoted 

across all three PLD forms and able to accommodate diverse learning needs and 

preferences. Possible tensions may arise from the application of the suggested PLD model 

to address government policies, institutional imperatives, and the reality of the lecturers’ 

circumstances. However, to address these tensions, it is necessary to achieve negotiated 

understandings of PLD, and ability to work toward relational agency in planning and 

supporting PLD for EFL lecturers. A reciprocal relationship among different stakeholders 

across the HE systems would allow the lecturers and other members within their 

community to give input and reflections on the policies and on their own working 

circumstances. 

PLD facilitators 

This study indicates that PLD for the EFL teacher educators was provided or initiated by a 

wide range of facilitators such as external experts, internal institutional leaders, internal 

colleagues, or the lecturers themselves. As lecturers’ learning needs and required support 

(e.g., resources and expertise) vary when they engage in different forms of PLD, or are at 

different stages of reform enactment, it is necessary that PLD facilitators also vary their 

roles to support lecturers’ learning effectively. The design of PLD also needs to be 

appropriate for the stage of reform implementation, as suggested from previous studies 

(Starkey et al., 2009).  

  Effective learning will likely be hindered if there are mismatches between lecturers 

and their PLD facilitators, especially international experts, in terms of PLD role and 

function, content, and process. For learning to take place, PLD facilitators and lecturer 

participants need to share an understanding and vision of PLD. Understanding lecturers’ 



 

  

240 

 

perceptions of PLD and the motives for their PLD engagement would allow facilitators to 

adjust their roles in order to match the lecturers’ PLD needs. At present PLD facilitators’ 

roles belong toward more formal PLD activities, mainly through delivering and 

transmitting knowledge and skills to lecturer participants. It is, therefore, suggested that 

PLD facilitators’ roles need to include the collaborative and informal PLD types to respond 

to lecturers’ learning needs and objectives. The PLD model (Figure 6.1) is a useful 

reference for PLD facilitators to consider when planning, organising, and supporting 

lecturers’ PLD.  

 This study identifies the following five factors that PLD facilitators could consider to 

collaborate and support lecturers’ learning:  

1. Contextualise and localise PLD to meet lecturers’ needs 

2. Consider features of lecturers’ learning, their prior experience and expertise 

when planning and organising PLD for lecturers, and consciously incorporate 

these into PLD programmes or PLD initiatives for lecturers 

3. Promote mentoring/coaching and collaboration in a learning community among 

lecturers within and across institutions.  

4. Provide on-going support and follow-up activities to give prompt feedback and 

support lecturers’ application of new ideas into their teaching. 

5. Work resourcefully to facilitate lecturers’ learning across all forms of PLD.  

EFL teacher educators 

As suggested for the other stakeholders, EFL lecturers in this study also need to 

reconceptualise their understanding of PLD. It is important that they appreciate that 

meaningful learning can take place through informal PLD. This understanding would 

encourage their agency in identifying or promoting a wider range of potential learning 

opportunities they could access. EFL lecturers can consider the PLD model (Figure 6.1) 

when planning and engaging in PLD, particularly PLD activities initiated by the lecturers 

themselves within their network and learning communities. 
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 The lecturers highly valued formal PLD, but the learning from this approach seemed 

to be short-term and at a surface level. Therefore, it is important that lecturers take 

initiatives to deepen their learning. This could be obtained through various natural and 

voluntary activities such as talking to colleagues about their learning, applying formal 

learning in practice, reflecting on their experiences, and collaborating in problem-solving 

and researching their practices. There is strong evidence that learning from such 

collaborative and non-formal settings can be fruitful and enhance sustainable changes 

(Hargreaves et al., 2013; McGee & Lawrence, 2009; Teräs, 2014). 

 There is a potential for promoting professional learning communities, or lecturers’ 

learning groups in the Vietnamese tertiary education (Vo & Nguyen, 2010). As the lecturers 

in this study suggested, it is important that PLD supports not only lecturers’ professional 

knowledge and skills but also ways for them to learn and work effectively together. 

Lecturers can establish an online learning community, or a professional association within 

or beyond their institution. Participation in these communities of learners would enhance 

their learning opportunities and collegial support. This would also foster informal and 

authentic learning among lecturers.  

 The study showed that mentoring or coaching was uncommon in all three university 

sites although lecturers highly valued it. Mentoring or coaching requires a trustful and 

supportive learning environment, as previously discussed. Previous studies (Bartell, 2005; 

Davey & Ham, 2010; Murray, 2010) suggest a combination of both formal and informal 

mentoring to enhance lecturers’ learning. A formal and obligatory model may be effective 

in monitoring and supporting the performance of lecturers, especially the juniors, whereas 

a voluntary mentoring model would allow lecturers to approach a more experienced 

colleague for further learning. These variations of mentoring can be taken into 

consideration in Vietnamese tertiary context. Cultural features related to hierarchical 

relationships between juniors and seniors, or mentors and mentees, also need to be 

considered in order to create friendly and effective learning for both. A shared 

understanding and vision of collaborative learning and an agreed working protocol based 

on trust and openness could facilitate lecturers’ co-learning processes.  
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 It may also benefit EFL teacher educators to reconceptualise their perceptions of 

research. The concept of ‘transferring a fire’ highlights the value and effect of collaborative 

support in inspiring lecturers to view research engagement as a form of PLD. Research 

mentoring and collaborative research have been proven to be productive and supportive 

ways to build research capacity, especially for beginning lecturer researchers (Hill & Haigh, 

2012; Jones et al., 2011; McGee, 2011; Murray, 2010; Robinson & McMillan, 2006). The 

lecturers in this study valued research that directly supported their pedagogical practice and 

addressed teaching problems, therefore, they would probably appreciate the chance to 

engage in practitioner research. Researching their own practice would support lecturers’ 

professional identity as teachers, which would empower them to undertake research-

informed teaching. Gradually, their research ability as well as professional identity as 

teacher-researchers would be enhanced (Hill & Haigh, 2012; Robinson & McMillan, 2006). 

 Teacher educators play an important role in teacher education, and need to collaborate 

with and support school teachers. However, the only interaction teacher educators in this 

study had with local schools was through delivering EFL methodology courses and 

supervising student teachers’ practicums. There needs to be a stronger university-school 

partnership in which teacher educators support and facilitate EFL school teachers’ action 

research and school-based PLD. A wider collaboration and professional network would 

foster mutual learning, and enable meaningful changes at both theoretical and practical 

aspects in teacher education not only in EFL but also in other disciplines. The PLD model 

proposed from this study can be a promising framework for teacher educators to consider 

not only for planning and promoting their own PLD but also for PLD of pre- and in-service 

teachers within their teaching and professional network.  

Limitations and recommendations for further research 

This section acknowledges some limitations of the research, and then suggests areas for 

further research. This study has the following limitations. First, it only involved a group of 

EFL teacher educators at three universities. This small sample is not representative of a 

wider population of Vietnamese tertiary lecturers in various HEIs. The study findings, 

therefore, should not be generalised for lecturers of other disciplines or from other HEIs. 

However, it was not the purpose of this current case study to provide generalisation. 
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Second, the study could not involve internal PLD providers from all three universities, or 

external PLD providers, or PLD experts. The perceptions of PLD for tertiary lecturers and 

the experiences in PLD provision from this group were not explored despite their 

considerable impact on the lecturers’ PLD experiences. Third, the study involved 

observations of PLD sessions in only two of the three universities, and there was limited 

access to incidences of informal and collaborative PLD such as professional dialogues, 

team work, or co-research. Due to ethical considerations where individuals within 

organisations could be identified, there were also limitations in presenting findings from 

PLD observations which would have added insights into typical features of PLD in practice. 

Additionally, policy documents such as departmental PLD plans, records of PLD activities, 

and lecturers’ individual plans for PLD and reflections on their learning were not 

accessible. Limited data in these aspects prevented a deeper understanding of the 

departmental context and its culture and how these affected lecturers’ opportunities for 

PLD. Finally, this study did not examine the impact of lecturers’ PLD experiences on their 

students’ learning, or how lecturers’ PLD engagement was actually transferred into their 

classroom practices. 

 More research is needed on the role and function of PLD for tertiary lecturers in 

general, and tertiary teacher educators in particular. This study focused on PLD experienced 

by a particular group of tertiary teacher educators training EFL school teachers at three 

universities in one region, the Mekong Delta, in Vietnam. Professional learning and 

development for lecturers from other universities and other regions (in the central and north 

of Vietnam), or for lecturers specialising in other disciplines may be different, and thus 

would be an area for further research. 

 There were variations in the perceptions and experiences of PLD reported by different 

groups of lecturers (e.g., junior and senior lecturers, lecturers with and without leadership 

roles). However, these were just tentative findings because this study aimed to obtain a 

holistic understanding of PLD for the selected group of lecturers who were EFL teacher 

educators, rather than to explore deeply how PLD varied in the experiences of lecturers 

from wider backgrounds. Further research could focus on PLD for lecturers at different 

career stages, or in different professional roles within their institutions in order to inform 

PLD polices that support on-going PLD for lecturers across their career.  
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 The study found that although lecturers perceived individual and collaborative 

research as important forms of PLD for tertiary educators, they did not actively engage in 

these activities due to personal as well as contextual barriers. Further research is needed to 

explore further how lecturers’ research, particularly practitioner research (e.g., lecturers 

researching their own teaching practice) could be promoted so as to enhance tertiary 

educators’ quality teaching and professional identity. 

 The participants in this study reported a commitment to supporting local in-service 

teachers’ teaching and learning, but their support seemed to take place primarily within 

university-based PLD programmes for these teachers. Previous studies on PLD for teacher 

educators showed that PLD initiatives involving university-school partnership have 

positive impacts on both tertiary educators’ and local teachers’ learning and changes in 

practice (Buczynski & Hansen, 2010; Flint, Kurumada, Fisher, & Zisook, 2011; Flint, 

Zisook, & Fisher, 2011; McGee, 2011). To date, there has not been any research in this area 

in Vietnam so far, and it is worth investigating to shed light on how learning is promoted 

through such a network.  

 The teacher educators valued agency and autonomy in their own PLD, and wanted to 

promote a form of PLD which was initiated and directed by the lecturers themselves within 

their departments to maximise the relevance of PLD to their learning needs and professional 

concerns. Further research is needed around the implementation and impact of lecturers’ 

self-regulated and informal learning (e.g., mentoring/coaching, lecturers’ teaching club, 

collaborative research) within lecturers’ community of learning in tertiary contexts. 

Arguably, PLD facilitators and mentors have a great influence on the effectiveness of PLD 

promoted and provided for tertiary lecturers. Further research could explore further the role 

and function of PLD for PLD facilitators and how their PLD could be promoted. 

Additionally, further research could focus on PLD that supports leadership capacity for 

academic leaders, potential leaders, or informal lecturer leaders who play important role in 

facilitating and promoting lecturers’ learning and teaching at departmental levels.  
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Concluding remarks 

This study demonstrates PLD as a multidimensional and complex phenomenon that both 

supports and challenges teacher educators’ roles in a Vietnamese dynamic, changing, and 

demanding tertiary environment. While PLD can enhance lecturers’ implementation of 

educational reforms in a Vietnamese tertiary context, an interesting finding is that the roles 

and functions of PLD go beyond supporting reform agenda. PLD is found to have a 

powerful impact upon lecturers’ teaching commitment and enhancing their perceptions of 

professional identity, and thus is integral to their personal as well as professional growth.  

 The study provides evidence that Vietnamese teacher educators’ professional identity 

is influenced by deeply held cultural values attached to the teaching profession and the role 

of teacher educators, as well as mandated initiatives within a dynamic tertiary context. This 

in turn shapes and is shaped by their PLD motives and engagement. Key features of PLD 

for Vietnamese teacher educators include a strong focus on content knowledge, pedagogy, 

and English language competence, and aspirations for overseas training and PLD 

opportunities. As an important mechanism to enact mandating reforms in HE, PLD is also 

a means for enhancing teaching effectiveness, supporting students’ learning, and 

strengthening lecturers’ professional image and identity.   

 The findings show that PLD is a complicated and culturally, socially and politically 

bound phenomenon, and that it should not be conceptualised in a single way. As presented 

in Chapter 2, current literature proposes replacing the term PLD by PL in order to 

foreground the learning component as a core focus of teachers’, as well as, lecturers’ PLD 

(Webster-Wright, 2009). However, this study supports the use of PLD given the multiple 

roles and functions PLD plays in a Vietnamese tertiary context of educational reforms, 

highlighting both learning and development. Lecturers’ PLD takes place in diverse ways 

depending on their own learning motives and focus. When learning is foregrounded, 

questions such as when? why? how? for whom (the subject’s roles) might be asked. There 

needs to be a match between the why (e.g., for learning), the how (e.g., what types of PLD 

supports this goal), and the who (e.g., the learners and their roles) in order to support and 

foster lecturers’ sustainable, meaningful, and effective learning which targets their personal 

and professional growth as well as national and institutional goals in educational changes. 
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This study raises critical questions of what might need to be done within HE institutions 

and by policy makers to provide a supportive PLD environment to foster educators’ 

capacity to bring about changes at both personal and institutional levels. The study 

contributes to the knowledge base of EFL teacher educators’ PLD in an Asian context, and 

some of its implications are also relevant to PLD for tertiary lecturers in a wider 

international context.  

 Lecturers’ PLD engagement is greatly influenced by national and institutional 

policies, leadership, lecturers’ personal attributes, and sociocultural values. Therefore, for 

PLD to be further promoted and become effective, there needs to be a mutual understanding 

of the complexity of PLD for lecturers, and an alignment of motives and goals among 

different stakeholders involved in PLD activity systems in Vietnamese educational context.  

 From the study findings, PLD for the lecturers was both an individual and 

collaborative endeavour, and the lecturers’ agency and motivation played a key role in their 

learning commitment, as consistent with findings from previous studies (Hiver, 2013). In 

other contexts, research has shown that PLD is effective when it targets the needs and goals 

of the teaching staff (Starkey et al., 2009; Tallerico, 2005). In this perspective, to optimise 

lecturers’ learning, PLD needs to be reconceptualised to address both institutional goals 

and lecturers’ own personal and professional goals, as also suggested from other studies 

(Labone & Long, 2014; Opfer & Pedder, 2011). This requires a shared vision and effort 

between individuals and their organisations. By legitimising the values of different PLD 

forms, and different ways lecturers learn and develop, MOET and institutional leaders 

could create a more transformative environment which supports both lecturers’ learning 

and institutional changes (Engeström, 2015). 

 A further direction for PLD in tertiary institutions could be reallocation of funding 

and resources across all forms of PLD, rather than primarily on formal PLD to increase the 

number of staff with credentials. Indeed, PLD is far more powerful than merely gaining 

credentials, and it is considered by the lecturers as meaningful when it fosters lecturers’ 

teaching and scholarship, and ultimately sustainable changes in lecturers’ teaching and 

students’ learning. Additionally, if the division of labour is adjusted to give lecturers more 

time for informal PLD such as research, collaborative learning, and networking with their 
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colleagues, lecturers will be empowered to undertake their role as change agents in a 

complex and dynamic tertiary environment. By understanding, acknowledging and 

supporting lecturers’ PLD need, and giving them more agency in their own PLD and 

opportunities to negotiate and align institutional and personal goals, there would be a 

potential for ‘transformative agency’ which occurs “when a group of people collaboratively 

take initiatives to develop their activity” (Haapasaari, Engeström, & Kerosuo, 2014, p. 4). 

Such collective change efforts would evolve over time and bring about significant changes 

and transformations within tertiary institutions. As Scribner (1999) identified, this study 

shows that PLD needs to be viewed as “more than a vehicle for reform”, but rather as “a 

reform in and of itself” (p. 263). In this respect, it is essential that PLD become an integral 

part of lecturers’ professional practice and their institutional culture. 
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EPILOGUE 

I started my PhD with an initial interest in finding ways to improve the quality of current 

PLD for tertiary lecturers. My understanding of PLD at that time was restricted to 

independent learning and formal PLD activities such as workshops and training courses 

that my colleagues and I were provided, mainly from external experts. However, the results 

from this research identify PLD as a complex and multidimensional phenomenon occurring 

both formally and informally throughout lecturers’ professional lives. I have gained more 

insights into how PLD shapes and is shaped by lecturers’ daily practice, and how PLD is 

bounded within a dynamic social, cultural, and political context of lecturers’ learning. As 

many of my colleagues participating in this study, I believe that PLD is essential and life-

long.  

 The PhD research journey is a meaningful learning experience for me. Through this 

process I have been inspired by the lecturer participants, my supervisors, and other PhD 

student researchers who ‘transfer the fire’ to foster my learning and research. Having now 

received the fire from the participants, upon accomplishing this research, I hope to be able 

to ‘transfer the fire’ to other lecturers and stakeholders in Vietnamese tertiary contexts who 

are willing to undertake a collective endeavour towards sustainable changes in education 

through supporting lecturers’ learning.  

 In concluding my thesis, I reflect on a sociocultural image attached to the roles of 

teachers (as well as teacher educators) in Vietnam: ‘a silent sailor’ (người lái đò thầm lặng). 

In Vietnam, teachers are considered as metaphorical sailors who have knowledge (e.g., 

about weather, water currents, and directions) and navigational skills to direct the boat and 

take their passengers to their destinations safely. In the same way, teachers navigate and 

guide students’ learning to prepare them for a good future. As humble and hardworking 

sailors take passengers to a new land, teachers take care of and teach generations of students 

and make a silent contribution to these students’ future success.  

 The image of teachers as ‘sailors’ in Vietnamese culture still retains its powerful 

meaning in terms of reflecting teachers’ commitment, effort, and dedication. However, in 

the current fast changing sociocultural and political context, this cultural image can be 
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challenged in relation to whether it sufficiently captures teaching as a creative profession. 

As reflected in this study, the Vietnamese teacher educators are still playing their traditional 

role of sailors but in a modern, changing and demanding educational context. They are 

committed to and passionate about leading the young generations to a diversity of 

destinations, and doing the best to prepare their students for successful future journeys. 

These lecturers did not consider their students as passive passengers, but rather as active 

companions whose voices and learning needs are integral to the lecturers’ teaching and 

learning efforts. During the course of their service, these teacher educators not only sail the 

boat with their students, but also with their peer lecturers, and at times support the students 

to sail their own boats. Similar to sailing, lecturers’ teaching and their PLD in a Vietnamese 

tertiary context emerge from this study as a meaningful, cultural and collective activity 

system which has its own values, rules, and resources and embraces learning opportunities 

for all involved in the activity system. 

 

A dedicated sailor23 (Source: http://luongthevinh.com.vn/home/?p=239) 
 

                                                 
23 This drawing was created by a high school student for a drawing competition organised by the student’s 

school to celebrate Vietnamese Teachers’ Day (20 November). On this occasion students express their 

gratitude for their current and former teachers, a demonstration of expressing Vietnamese cultural practice. 
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APPENDICES  

Appendix A.  QUESTIONNAIRE FOR EFL LECTURERS 

This questionnaire is for a PhD thesis entitled “Professional learning and development for 

EFL teacher educators in the context of educational reforms in Vietnam”, conducted by 

Tran Thi Thanh Hue, a lecturer at Angiang University and a PhD student at Victoria 

University of Wellington, New Zealand. The questionnaire aims to investigate Vietnamese 

EFL lecturers’ engagement in professional learning and development (PLD) and factors 

that affect their PLD in the context of educational reforms.  

Please allow about 25 minutes to complete the questionnaire. By completing this 

questionnaire, you indicate your consent to participate in the research. Your responses will 

be confidential. No institutions or individual participants will be identified in any reports 

or publications arising from this thesis.  

Thank you for contributing your time and thoughtful responses to this questionnaire. Your 

participation in this research helps to acknowledge lecturers’ views on PLD. I also hope 

that reflecting on your PLD experiences through this questionnaire may support your own 

professional learning.  

Section A: Demographics 

Could you please provide some information about your background by ticking the relevant 

box or writing the answers on the blanks? 

 Gender: □ Female  □ Male 

 Please indicate your age group 

 □ 20-30 □ 31-40 □ 41-50 □ >50 

 How long have you been teaching in tertiary education? _______ years 

 What are your formal qualifications? 

 □ Bachelor □ Master □ PhD □ Other: _______ 

 Besides teaching, what is your other post of responsibility, if any? _______ 

_______ 

 What English programmes have you been teaching over the past two years? 

 □ General English  □ English for Specific Purposes (ESP)  

 □ English teacher education □ Others: _______ _______ _______ 
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Section B: Your perceptions and experiences of PLD 

1. Please tick one box only for each statement below. 

How important are the following roles and 

functions of PLD in your learning and 

teaching?  

Not 

important 

1 

Of little 

importance 

2 

Important 

 

3 

Very 

important 

4 

1) Update my content knowledge and 

teaching skills 
□ □ □ □ 

2) Change my beliefs and attitudes of 

teaching and learning 
□ □ □ □ 

3) Improve my teaching effectiveness □ □ □ □ 

4) Improve my student learning outcomes □ □ □ □ 

5) Enhance my leadership  □ □ □ □ 

6) Support my professional needs and goals □ □ □ □ 

7) Improve my teaching motivation and 

confidence 
□ □ □ □ 

8) Improve my research ability □ □ □ □ 

9) Enhance collaboration and collegial 

support  
□ □ □ □ 

10) Address institutional needs and goals □ □ □ □ 

11) Build a learning community in my 

institution 
□ □ □ □ 

12) Address national educational reforms □ □ □ □ 

13) Improve my ability to facilitate EFL 

school teachers’ teaching and learning 
□ □ □ □ 

14) Meet professional standards stated by the 

institution and MOET 
□ □ □ □ 

 

Others: 

…………………………………………………………………………………………………… 
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2. There are two response columns for each statement in this question. Column A is 

about your view on PLD activities. Column B is about your PLD practices over the 

past two years. Please tick one box only in each column for each statement. 

A.  

How important are the following 

PLD activities for your learning 

and teaching? 

 

PLD activities 

B.  

How often have you 

participated in these activities 

in the past two years? 

Not         Somewhat     Im-          Very 

im-           im-              portant      im- 

portant   portant                        portant 

  
Never   Sometimes  Often Always 

1 2 3 4  1 2 3 4 

□ □ □ □ 1) Workshops, seminars, 

conferences within your 

institution 

□ □ □ □ 

□ □ □ □ 2) Workshops, seminars, 

conferences outside your 

institution 

□ □ □ □ 

□ □ □ □ 3) Short training courses within or 

outside your institution 
□ □ □ □ 

□ □ □ □ 4) Participating in a teaching club 

or a lecturers’ association 
□ □ □ □ 

□ □ □ □ 5) Mentoring or coaching  other 

lecturers in your institution 
□ □ □ □ 

□ □ □ □ 6) Observing other lecturers’ 

classroom practice in your 

institution 

□ □ □ □ 

□ □ □ □ 7) Co-working with other lecturers 

in doing research 
□ □ □ □ 

□ □ □ □ 8) Organising PLD programmes 

for EFL school teachers 
□ □ □ □ 

□ □ □ □ 9) Observing lessons by EFL 

school teachers 
□ □ □ □ 

□ □ □ □ 10) Supervising EFL teacher 

trainees’ research or teaching 

practicum 

□ □ □ □ 

□ □ □ □ 11) Formal postgraduate courses 

leading to a degree or diploma 
□ □ □ □ 

□ □ □ □ 12) Independent study by reading 

books, research reports, and 

journals 

□ □ □ □ 

□ □ □ □ 13) Conducting research by yourself □ □ □ □ 

□ □ □ □ 14) Committee or task force (e.g., 

programme design, curriculum 

development, course-book 

design, programme assessment) 

□ □ □ □ 

Others: 

……………………………………………………………………………………………… 
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3. How important do the following reasons in YOUR decision to participate in the PLD 

activities in the last two years (2010-2012)? Please tick one box only for each reason.  

I participated in PLD activities in order to / 

because… 

Not 

important 

1 

Somewhat 

important 

2 

Important 

 

3 

Very 

important 

4 

1) Gain certificates and formal qualifications 
□ □ □ □ 

2) Improve my teaching motivation 
□ □ □ □ 

3) Get new knowledge and skills related to 

my major  

□ □ □ □ 

4) Find solutions to improve my teaching 

effectiveness 

□ □ □ □ 

5) Have opportunities to meet other 

colleagues 

□ □ □ □ 

6) Follow up previous professional learning 

activities 

□ □ □ □ 

7) Improve my understanding of educational 

reforms 

□ □ □ □ 

8) Improve my students’ learning outcomes 
□ □ □ □ 

9) These activities were relevant to my PLD 

needs 

□ □ □ □ 

10) The institution/faculty/department required 

me to participate.  

□ □ □ □ 

Others: 

……………………………………………………………………………………………… 
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4. Please tick one box only for each statement below.  

How often did these practices happen in your 

informal PLD over the past two years? 

Never 

1 

Sometimes 

2 

Often  

3 

Always 

4 

1) I discussed teaching problems and share 

teaching practices with my colleagues in 

informal conversations. 

□ □ □ □ 

2) I read research reports as one source of useful 

ideas for improving my practice. 
□ □ □ □ 

3) I planned PLD activities together with other 

colleagues. 
□ □ □ □ 

4) I modified my teaching based on self-

evaluations of my classroom practice.  
□ □ □ □ 

5) I modified my practice based on feedback from 

my academic leaders and other colleagues. 
□ □ □ □ 

6) I modified my teaching practice based on my 

students’ feedback. 
□ □ □ □ 

7) I engaged in collaborative learning (e.g., lesson 

planning, material design, action research) with 

other colleagues to improve my teaching and 

learning. 

□ □ □ □ 

Others: 

……………………………………………………………………………………………… 

 

Section C: Your perceptions of major education reforms in your institution 

5. What major educational reforms in higher education have you been implementing 

over the past two years? Please list them here: 

………………………………………………………………………………………………

..……………………………………………………………………………………………

…..…………………………………………………………………………………………

……..……………………………………………………………………………………… 
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6. Please tick one box only for each statement below.  

From the list below, what barriers have you experienced when 

implementing educational reforms in your institution over the past two 

years? 

 

 

Yes 

 

No 

1) Limited understanding about the content and how to implement the 

reforms 
□ □ 

2) Lack of relevant knowledge and skills  □ □ 

3) Lack of resources (materials and facilities) for your learning and 

teaching  
□ □ 

4) Lack of relevant PLD opportunities □ □ 

5) Full workload  □ □ 

6) Tension from assessment of lecturers’ work □ □ 

7) Time limitation □ □ 

8) Lack of support from leaders □ □ 

9) Lack of support from colleagues □ □ 

10) Lack of financial support □ □ 

Others: 

……………………………………………………………………………………………… 

7. What kinds of PLD do you need or expect to participate in order to implement 

educational reforms better at your institution? 

………………………………………………………………………………………………

.......…………………………………………………………………………………………

……….………………………………………………….......……………………………… 

Comments: If you wish to add any further information about your experience of PLD, to 

clarify or expand your answers, or to provide other information useful to the study, please 

comment here:  

………………………………………………………………………………………………

.......…………………………………………………………………………………………

……….………………………………………………….......……………………………… 
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I would like to invite you to participate in a follow-up individual interview in the next stage 

of the study. If you are willing to do that, please leave your contact information on the blank 

below, and I will contact you later to provide further information about the interview. 

  Name: ………………………….  Institution:…………………….. 

  Email:…………………………..  Contact number:…………….. 

 

 

Thank you very much for your participation 
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Appendix B.  INFORMATION SHEET FOR QUESTIONNAIRE PARTICIPANTS 

         

   Date: ……. 

INFORMATION SHEET 

(To EFL lecturers at the selected tertiary institutions) 

“Professional learning and development for EFL teacher educators in the context of educational 

reforms in Vietnam”  

I am Hue Tran, a PhD student in the School of Educational Psychology and Pedagogy, Faculty of Education, 

Victoria University of Wellington – New Zealand, and an EFL lecturer at Angiang University - Vietnam. As 

part of my doctoral study, I am conducting research to examine the practice of professional learning and 

development (PLD) for English lecturers in Vietnam. The purpose of the study is to obtain in-depth 

understanding of the practice of PLD for EFL teacher educators in order to gain insights into how to promote 

and support EFL teacher educators’ PLD and capacity to implement educational reforms in Vietnamese 

tertiary context.  

My study will be conducted in three public tertiary institutions. The research process will be undertaken in 

the following manner: 

 Visiting the university: Initially, I will visit each university to have a meeting with the Rector and 

administrative staff to discuss the research and ask for their permission to conduct the research in the 

institution. 

 Selecting participants: I will invite about 30-35 people from each university to participate in the research. 

My research will involve two groups of participants: one group of 30-35 lecturers of English (for the 

questionnaire and the individual interview) and one group of 2 administrators (for the individual 

interview) from each institution. Eligible participants are EFL lecturers who have at least two years of 

teaching experience in their current institutions, and have been involved in training school teachers of 

EFL and/or of other disciplines.  

 Collecting data:  

o Questionnaires: I would like to conduct a questionnaire involving about 30-35 lecturers of English 

from each university. The questionnaire will ask about the lecturers’ perceptions and experiences of 

PLD and the implementation of educational reforms in higher education over the past two years.  

o Interviews: I would like to conduct individual interviews with 6 EFL lecturers and 2 administrators 

at each university. The 6 EFL lecturers will be purposively selected to vary in gender, teaching 
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experience, and academic roles. Each interview session will take up to one hour. The interviews will 

be semi-structured and audio-recorded for the purposes of maintaining an accurate record of the 

participants’ responses. 

o Observations: I will conduct 2-3 observations of PLD sessions (e.g., workshops, conferences) and 

informal PLD events (e.g., inquiry-based activities, mentoring) for EFL lecturers in the institutions 

to gather supplementary data for the research. I will take notes about the process and activities during 

these sessions, but not about individual participants. These observations will be done during my data 

collection from November 2012 to April 2013. 

o Documents: I would like to examine documents relating to the university strategic plan, self-review 

report, EFL education programmes, decisions or any other items related to staff development and 

reform implementation and professional activities within EFL department at each university.  

I am inviting you to participate in this study. If you volunteer to participate in the study, you will be asked to 

complete a questionnaire which may take up to 25 minutes of your time. At the end of the questionnaire, you 

will be invited to participate in one semi-structured individual interview at the later stage of the research, and 

to include your contact information if you are willing to take part in the interview.  

The questionnaire is attached to this letter. If you are willing to take part in the study, please complete the 

questionnaire. You can put the completed questionnaire in the envelope provided (without any identifying 

details), and put the envelope in to my mail box in your staff-room. I will come and collect them one week 

later.  

Among EFL lecturers who volunteer to be involved in the interview, I will purposively select 6 participants 

from each university to represent different genders, teaching experiences, academic roles and responsibilities 

for the interview. I will contact you via email or phone to confirm if you will be selected for the interview 

and provide you further information about it within two weeks of the questionnaire collection. The interview 

will be scheduled at the most convenient time for you. 

Your participation is voluntary, and you will be free to withdraw at any time without any disadvantage and 

without having to explain why. Your responses will be translated into English for data discussion in the 

research report. Any responses that you give will be treated confidentially. Your identity will be protected 

through the use of a pseudonym and the removal of any identifying details. No information in the study will 

be discussed with anyone outside me, my supervisors and the participants. All research data will be securely 

stored in password protected files or/and in locked cupboards and will be destroyed using a pager shredder 

or/and electronically wiped within five years after the completion of the research.  

When completed, the doctoral thesis will be submitted to the School of Educational Psychology and Pedagogy 

and deposited in the WJ Scott Library, and will be available online. The research data will also be used for 

conference papers and/or publications in scholarly journals.  
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This research has been approved by the Victoria University Faculty of Education Ethics Committee, No. 

SEPP/2012/75 RM19494. If you have questions about the way the research is being conducted you may 

contact the Chair of the Victoria University of Wellington Human Ethics Committee, Dr. Allison Kirkman at 

Allison. kirkman@vuw.ac.nz. 

If you have any questions or would like to receive further information about the project, please feel free to 

contact me at hue.tran@vuw.ac.nz. You can also contact my supervisors, Dr. Roseanna Bourke at 

Roseanna.bourke@vuw.ac.nz, and/or Dr. Margaret Gleeson at Margaret.gleeson@vuw.ac.nz. 

 

Hue Tran      Signed:…………………………… 
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Appendix C. LETTER TO THE RECTORS OF SELECTED TERTIARY INSTITUTIONS 

        

Date: ……… 

Letter to the Rectors of selected tertiary institutions 

Subject: Asking for permission to conduct research 

“Professional learning and development for EFL teacher educators in the context of educational 

reforms in Vietnam”  

Dear ……, 

I am a PhD student in School of Educational Psychology and Pedagogy, Faculty of Education, Victoria 

University of Wellington – New Zealand, and an EFL lecturer at Angiang University - Vietnam. As part of 

my doctoral study, I am conducting research to examine the practice of professional learning and development 

(PLD) for English lecturers at three tertiary institutions in Vietnam.  

The purpose of the study is to obtain in-depth understanding of the practice of PLD for EFL teacher educators 

in order to gain insights into how to promote and support EFL teacher educators’ PLD and capacity to 

implement educational reforms in Vietnamese tertiary context.  

I am writing to request your permission to conduct research in your institution from 11/2012 to 04/2013. 

The research process will be undertaken in the following manner: 

 Visiting the university: Initially, I will visit your university to have a meeting with you and your 

administrative staff to discuss the research. 

 Selecting participants: I will invite 30-35 people from the university to participate in the research. My 

research will involve two groups of participants: one group of 30-35 lecturers of English (for the 

questionnaire and the individual interview) and one group of 2 administrators (for the individual 

interview). Prior to selection, all potential participants will be provided with information about the 

research for their consideration. For the questionnaire, the participants will show their consent by 

completing the questionnaire. For the interviews, the participants will be required to sign a “Consent 

Form” to formalize their willingness to participate. Participation will be voluntary and each participant 

may withdraw from the research at any time before data analysis begins without any disadvantages.  

 Collecting data:  

o Questionnaires: I will conduct a questionnaire involving about 30-35 lecturers of English from your 

institutions. The questionnaire will ask about the lecturers’ perceptions and experiences of PLD and 

the implementation of educational reforms in higher education over the past two years.  
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o Interviews: I will conduct individual interviews with 6 EFL lecturers and 2 administrators in your 

institution. The 6 EFL lecturers will be purposively selected to vary in their age, gender, qualifications 

and academic roles. Each interview session will take up to one hour. The interviews will be audio-

recorded for the purposes of maintaining an accurate record of the participants’ responses. 

o Observations: I will conduct 2-3 observations of PLD sessions (e.g., workshops, conferences) and 

informal PLD events (e.g., inquiry-based activities, mentoring) for EFL lecturers in the institutions to 

gather supplementary data for the research. I will take notes about the process and activities during 

these sessions, but not about individual participants. These observations will be done during my data 

collection from November 2012 to April 2013. 

o Documents: I will review documents relating to the university strategic plan, institutional self-review 

report, EFL education programmes, decisions and any other items related to staff development, reform 

implementation and professional activities within EFL department at your university.  

This research has been assessed and approved by the Victoria University Faculty of Education Ethics 

Committee, No. SEPP/2012/75 RM19494. I will make every effort to ensure that the participants’ identities 

will remain confidential through the use of pseudonyms and the removal of any identifying details of the 

institutions and the participants. The audio recordings will be kept secure for a period of up to 5 years before 

being deleted. No information in the study will be discussed with anyone outside me, my supervisors and the 

participants. All research data would be securely stored in password protected files or/and in locked cupboards 

and will be destroyed using a pager shredder or/and electronically wiped within five years after the completion 

of the research. If you have questions about the way the research is being conducted you may contact the 

Chair of the Victoria University of Wellington Human Ethics Committee, Dr. Allison Kirkman at Allison. 

kirkman@vuw.ac.nz. 

When completed, the doctoral thesis will be submitted to the School of Educational Psychology and 

Pedagogy, and deposited in the WJ Scott Library, and will be available online. The research data will also be 

used for conference papers and/or publications in scholarly journals.  

If you have any questions or would like to receive further information about the project, please feel free to 

contact me at hue.tran@vuw.ac.nz. You can also contact my supervisors, Dr Roseanna Bourke, at 

Roseanna.bourke@vuw.ac.nz, and/or Dr. Margaret Gleeson, at Margaret.gleeson@vuw.ac.nz. 

Your permission to conduct the research at your university is highly appreciated. I will call you next week to 

organise a time to meet to discuss the research and consent form which is attached to this letter.  

Thank you very much for your support. 

Yours sincerely,  Hue Tran  

mailto:kirkman@vuw.ac.nz
mailto:hue.tran@vuw.ac.nz
mailto:Roseanna.bourke@vuw.ac.nz
mailto:Margaret.gleeson@vuw.ac.nz
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Appendix D. CONSENT FORM FOR RECTORS 

 

CONSENT FORM FOR RECTORS 

“Professional learning and development for EFL teacher educators in the context of educational 

reforms in Vietnam”  

Please tick each box to indicate that you understand each point and you are willing to allow Hue Tran to 

conduct her doctoral research at your university. 

 I have been given information about this project and discussed the research project with Hue Tran. I 

have had an opportunity to ask questions and have them answered to my satisfaction.  

 I understand what is required of the participants from this university who take part in the research.  

 I understand that participation in the research is voluntary and the participants may withdraw from it 

during the data gathering (before data analysis begins) without having to give reasons and without 

penalty. 

 I understand that the researcher will give my institution a pseudonym. 

 I understand that the participants’ identities will be kept confidential.  

 I understand that all research data will be stored in password protected files and will be destroyed 

within five years after the completion of the research.  

 I consent to the researcher conducting her project in this university.  

 I understand that the data collected from my university will be used for a doctoral thesis, for conference 

papers and/or publications in scholarly journals, and I consent for it to be used in that manner. 

 I consent to the researcher having access to relevant documents including the university strategic plan, 

self-review report, EFL education programmes, decisions and any other items related to staff 

development, reform implementation and professional activities within EFL department at my 

university. The researcher may translate these documents into English for data analysis and discussion 

in her thesis, and I consent for this. 

 I consent to the researcher observing any workshops, conferences and other events related to EFL 

lecturers’ professional learning and development in this university provided that the researcher 

withdraws from any event if requested by the chair.  

Would like a copy of the summary of findings of this research in English forwarded to you at the 

conclusion of the research?   Yes  No  

Signed: ………….……………………………..            

Date:  ………….……………………………..   (The Rector will be given a copy of this after signing) 
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Appendix E. INTERVIEW PROTOCOL FOR EFL LECTURERS 

Background information 

Could you provide an overview of your teaching career in terms of teaching experiences, 

qualifications, and academic roles? 

Research issues 

Part 1: Models of professional learning and development (PLD) EFL lecturers 

accessed and their motives 

1. How do you define professional learning and development? 

2. What forms of PLD have you engaged in in the past two years?  

What was the most frequent form? Why did you participate in these activities? 

3. What process is used to plan PLD activities for EFL lecturers?  

Who is responsible for this? To what extent are you involved in planning PLD 

activities? Are your needs considered? Do the university and the department have 

a strategic PLD plan for educators? 

4. How has PLD for EFL lecturers been implemented in your department?  

Please describe the location, the length, facilitators, participants’ engagement, 

follow-up activities, PLD evaluations 

5. To what extent have you engaged in collaborative learning with other lecturers? 

How has this been done? What forms of informal PLD have been practiced? 

Part 2: Role and function of PLD in EFL lecturers’ personal and professional growth 

1. What is the value of PLD in your work? What motivates you to engage in PLD? 

2. In what ways (if any) has PLD influenced your personal growth (e.g., motivation, 

beliefs, self-regulation, well-being)? How might PLD address these issues? 

3. In what ways (if any) has PLD influenced your professional growth (e.g., 

knowledge, teaching skills, research capacity, leadership)? How might PLD 

address these issues? 

4. How would you define effective PLD? Could you describe a particular PLD 

experience which was effective for and meaningful to you? 
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Part 3: Influence of educational reforms in Vietnamese tertiary sector on the forms 

of PLD promoted and practised by EFL lecturers  

1. What major reforms in higher education have you been implementing? How have 

you learned about these reforms? 

2. How have these reforms affected your working and learning? Have they changed 

the way you think about your role as a teacher educator? 

3. In what ways (if any) have PLD practices in your department changed to address 

the reform requirements? What have you and other colleagues done to implement 

these reforms?  

4. To what extent have PLD opportunities enabled you to implement national and 

institutional initiatives? How have the PLD activities changed your 

understandings, perceptions, and ability to implement education reforms? Please 

give an example of an effective PLD activity that supported you to implement a 

reform? 

5. What personal and contextual factors might support and/or hinder your PLD and 

your ability to implement reforms?  

Part 4: EFL lecturers PLD needs and expectations  

1. How do you identify your PLD needs? Who/ What influences your PLD needs? 

How does the provision of PLD meet your needs? How are your PLD needs and 

the institutional needs aligned? 

2. What has been the focus of your learning currently? What are your plans for PLD? 

3. What might the institution and the department do to better support your PLD in the 

future? 

Ending questions: 

1. What do you think about yourself and/or your work as an EFL teacher educator? 

2. Is there anything else you think I should know to understand your PLD better? 
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Appendix F. INTERVIEW PROTOCOL FOR ACADEMIC LEADERS 

(Heads of Education Faculty and Heads/ Deputy-heads of EFL Department) 

Background information 

Could you provide an overview of your working experiences, qualifications, positions and 

responsibilities? 

Research issues 

Part 1: Models of professional learning and development (PLD) EFL lecturers 

accessed and their motives 

1. How do you define professional learning and development? 

2. Tell me about a typical range of PLD activities for EFL lecturers in your institution 

in the last two years? What were the purposes for these activities? 

3. What is your role in providing and supporting PLD activities for EFL lecturers?  

4. How have PLD activities usually been planned and implemented?  (How are 

decisions made concerning the content and organisation of PLD activities? Please 

describe location, length, facilitators, content, follow-up activities, PLD 

evaluations) 

5. To what extent have EFL lecturers engaged in collaborative learning? (How has this 

been done? Why has this been practiced? What forms of informal PLD have been 

practised? How do you evaluate the impacts of these activities?) 

Part 2: Role and function of PLD in EFL lecturers’ personal and professional growth 

1. Tell me what value PLD has in EFL lecturers’ work? What motivates EFL lecturers 

to engage in PLD?  

2. In what ways (if any) do you think PLD has influenced EFL lecturers’ personal 

growth (e.g., motivation, beliefs, self-regulation, well-being)?  

3. In what ways (if any) do you think PLD has influenced EFL lecturers’ professional 

growth (e.g., knowledge, teaching skills, research capacity, leadership)? How might 

PLD address these issues? 

4. How do you define effective PLD? Could you describe a particular PLD experience 

which you think was effective and meaningful to EFL lecturers in your institution? 
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Part 3: Influence of educational reforms in Vietnamese tertiary sector on the forms of 

PLD promoted and practised by EFL lecturers 

1. What major reforms have EFL lecturers been implementing in your university? Do 

you think that EFL lecturers have sufficient understanding of the reforms and of 

their responsibilities to implement the reforms? What makes you believe so? 

2. How have these reforms affected EFL lecturers’ working and learning? In what 

ways have PLD practices in your department changed to address the reforms? What 

have you done to support EFL educators to enact these reforms? 

3. To what extent have PLD opportunities enabled EFL lecturers to implement national 

and institutional initiatives? (Have you provided any PLD related to these reforms? 

How have the PLD activities changed educators’ understandings, perceptions, and 

ability to implement education reforms? Can you give an example of an effective 

PLD activity that addressed a reform?)  

4. What personal and contextual factors might support or hinder PLD for EFL 

lecturers? How might these affect their ability to implement reforms? 

5. As an administrator, how have these reforms affected your own work and PLD? Can 

you describe your PLD? Do you receive any support for your own PLD?  

Part 4: EFL lecturers’ PLD needs and expectations 

1. How do you identify EFL lecturers’ needs in your department?  How does PLD meet 

lecturers’ needs? How are the lecturers’ needs and the institutional needs aligned? 

2. What has been the focus of EFL lecturers’ learning in your department recently?  

3. In your opinion, what might the institution and the department do to better support 

yours and other educators’ PLD in the future? Do you have any plans for EFL 

lecturers’ PLD in your department?  

Ending questions: 

1. What do you think about your role in providing and supporting PLD for EFL 

teacher educators in your institution? 

2. Is there anything else you think I should know to better understand PLD for EFL 

teacher educators in your institution? 
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Appendix G. INFORMATION SHEET FOR INTERVIEWED LECTURERS 

      Date: ……. 

 

INFORMATION SHEET 

(To EFL lecturers at the selected tertiary institutions) 

 

“Professional learning and development for EFL teacher educators in the context of educational 

reforms in Vietnam”  

I am Hue Tran, a PhD student in the School of Educational Psychology and Pedagogy, Faculty of Education, 

Victoria University of Wellington – New Zealand, and an EFL lecturer at Angiang University - Vietnam. As 

part of my doctoral study, I am conducting research to examine the practice of professional learning and 

development (PLD) for English lecturers in Vietnam. The purpose of the study is to obtain in-depth 

understanding of the practice of PLD for EFL teacher educators in order to gain insights into how to promote 

and support EFL teacher educators’ PLD and capacity to implement educational reforms in Vietnamese 

tertiary context.  

My study will be conducted in three public tertiary institutions. The research process will be undertaken in 

the following manner: 

 Visiting the university: Initially, I will visit each university to have a meeting with the Rector and 

administrative staff to discuss the research and ask for their permission to conduct the research in the 

institution. 

 Selecting participants: I will invite about 30-35 people from each university to participate in the research. 

My research will involve two groups of participants: one group of 30-35 lecturers of English (for the 

questionnaire and the individual interview) and one group of 2 administrators (for the individual 

interview) from each institution. Eligible participants are EFL lecturers who have at least two years of 

teaching experience in their current institutions, and have been involved in training school teachers of 

EFL and/or of other disciplines.  

 Collecting data:  

o Questionnaires: I will conduct a questionnaire involving about 30-35 lecturers of English from each 

university. The questionnaire will ask about the lecturers’ perceptions and experiences of PLD and 

the implementation of educational reforms in higher education over the past two years.  
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o Interviews: I will conduct individual interviews with 6 EFL lecturers and 2 administrators at each 

university. The 6 EFL lecturers will be purposively selected to vary in gender, teaching experience, 

and academic roles. Each interview session will take up to one hour. The interviews will be semi-

structured and audio-recorded for the purposes of maintaining an accurate record of the participants’ 

responses. 

o Observations: I will conduct 2-3 observations of PLD sessions (e.g., workshops, conferences) and 

informal PLD events (e.g., inquiry-based activities, mentoring) for EFL lecturers in the institutions 

to gather supplementary data for the research. I will take notes about the process and activities during 

these sessions, but not about individual participants. These observations will be done during my data 

collection from November 2012 to April 2013. 

o Documents: I will examine documents relating to the university strategic plan, self-review report, EFL 

education programmes, decisions or any other items related to staff development and reform 

implementation and professional activities within EFL department at each university.  

I am inviting you to participate in this study. If you volunteer to participate in the study, you will be asked to 

complete a questionnaire which may take up to 25 minutes of your time. At the end of the questionnaire, you 

will be invited to participate in one semi-structured individual interview at the later stage of the research, and 

to include your contact information if you are willing to take part in the interview.  

The questionnaire is attached to this letter. If you are willing to take part in the study, please complete the 

questionnaire. You can put the completed questionnaire in the envelope provided (without any identifying 

details), and put the envelope in to my mail box in your staff-room. I will come and collect them one week 

later.  

Among EFL lecturers who volunteer to be involved in the interview, I will purposively select 6 participants 

from each university to represent different genders, teaching experiences, academic roles and responsibilities 

for the interview. I will contact you via email or phone to confirm if you will be selected for the interview 

and provide you further information about it within two weeks of the questionnaire collection. The interview 

will be scheduled at the most convenient time for you. 

Your participation is voluntary, and you will be free to withdraw at any time without any disadvantage and 

without having to explain why. Your responses will be translated into English for data discussion in the 

research report. Any responses that you give will be treated confidentially. Your identity will be protected 

through the use of a pseudonym and the removal of any identifying details. No information in the study will 

be discussed with anyone outside me, my supervisors and the participants. All research data will be securely 

stored in password protected files or/and in locked cupboards and will be destroyed using a pager shredder 

or/and electronically wiped within five years after the completion of the research.  

When completed, the doctoral thesis will be submitted to the School of Educational Psychology and Pedagogy 

and deposited in the WJ Scott Library, and will be available online. The research data will also be used for 

conference papers and/or publications in scholarly journals.  
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This research has been assessed and approved by the Victoria University Faculty of Education Ethics 

Committee, No SEPP/2012/75 RM19494. If you have questions about the way the research is being conducted 

you may contact the Chair of the Victoria University of Wellington Human Ethics Committee, Dr. Allison 

Kirkman at Allison. kirkman@vuw.ac.nz. 

If you have any questions or would like to receive further information about the project, please feel free to 

contact me at hue.tran@vuw.ac.nz. You can also contact my supervisors, Dr. Roseanna Bourke at 

Roseanna.bourke@vuw.ac.nz, and/or Dr. Margaret Gleeson at Margaret.gleeson@vuw.ac.nz. 

 

Hue Tran      Signed:…………………………… 
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Appendix H. INFORMATION SHEET FOR INTERVIEWED LEADERS 

 

Date: ……. 

INFORMATION SHEET 

(For administrators in the HEIs) 

“Professional learning and development for EFL teacher educators in the context of educational 

reforms in Vietnam”  

I am Hue Tran, a PhD student in the School of Educational Psychology and Pedagogy, Faculty of Education, 

Victoria University of Wellington – New Zealand, and an EFL lecturer at Angiang University - Vietnam. As 

part of my doctoral study, I am conducting research to examine the practice of professional learning and 

development (PLD) for English lecturers in Vietnam. The purpose of the study is to obtain in-depth 

understanding of the practice of PLD for EFL teacher educators in order to have insights into how to promote 

and support EFL teacher educators’ PLD and capacity to implement reforms in Vietnamese tertiary context.  

My study will be conducted in three public tertiary institutions. The research process will be undertaken in 

the following manner: 

 Visiting the university: Initially, I will visit each university to have a meeting with the Rector and 

administrative staff to discuss the research and ask for their permission to conduct the research in the 

institution. 

 Selecting participants: I will invite about 30-35 people from each university to participate in the research. 

My research will involve two groups of participants: one group of 30-35 lecturers of English (for the 

questionnaire and the individual interview) and one group of 2 administrators (for the individual 

interview) from each institution. Eligible participants are EFL lecturers who have at least two years of 

teaching experience in their current institutions, and have been involved in training school teachers of 

EFL and/or of other disciplines.  

 Collecting data:  

o Questionnaires: I will conduct a questionnaire involving about 30-35 lecturers of English from each 

university. The questionnaire will ask about the lecturers’ perceptions and experiences of PLD and 

the implementation of educational reforms in higher education over the past two years.  

o Interviews: I will conduct individual interviews with 6 EFL lecturers and 2 administrators at each 

university. The 6 EFL lecturers will be purposively selected to vary in gender, teaching experience, 
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and academic roles. Each interview session will take up to one hour. The interviews will be semi-

structured and audio-recorded for the purposes of maintaining an accurate record of the participants’ 

responses. 

o Observations: I will conduct 2-3 observations of PLD sessions (e.g., workshops, conferences) and 

informal PLD events (e.g., inquiry-based activities, mentoring) for EFL lecturers in the institutions 

to gather supplementary data for the research. I will take notes about the process and activities during 

these sessions, but not about individual participants. These observations will be done during my data 

collection from November 2012 to April 2013.  

o Documents: I will examine documents relating to the university strategic plan, self-review report, EFL 

education programmes, decisions or any other items related to staff development and reform 

implementation and professional activities within EFL department at each university.  

I am inviting you to participate in this study. As a participant, you will take part in one interview about your 

perceptions of PLD for lecturers of English and your role in providing and evaluating PLD for EFL lecturers. 

The interview will be semi-structured and will take up to one hour. The interview will be in Vietnamese and 

audio-recorded to ensure an accurate record of your responses.  

Your participation is voluntary, and you will be free to withdraw at any time before data analysis begins 

without any disadvantage and without having to explain why. Your responses will be translated into English 

for data discussion in the research report. Any responses that you give will be treated confidentially. Your 

identity will be protected through the use of a pseudonym and the removal of any identifying details. No 

information about your identity will be shared with anyone except my supervisors. All research data will be 

securely stored in password protected files or/and in locked cupboards and will be destroyed using a pager 

shredder or/and electronically wiped within five years after the completion of the research.  

When completed, the doctoral thesis will be submitted to the School of Educational Psychology and Pedagogy 

and deposited in the WJ Scott Library, and available online. The research data will also be used for conference 

papers and/or publications in scholarly journals.  

This research has been assessed and approved by Victoria University Faculty of Education Ethics Committee, 

No SEPP/2012/75 RM19494. If you have questions about the way the research is being conducted you may 

contact the Chair of the Victoria University of Wellington Human Ethics Committee, Dr. Allison Kirkman at 

Allison. kirkman@vuw.ac.nz. 

If you have any questions or would like to receive further information about the project, please feel free to 

contact me at hue.tran@vuw.ac.nz. You can also contact my supervisors, Dr. Roseanna Bourke at 

Roseanna.bourke@vuw.ac.nz, and/or Dr. Margaret Gleeson at Margaret.gleeson@vuw.ac.nz. 

Hue Tran      Signed:…………………………… 

mailto:kirkman@vuw.ac.nz
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Appendix I.  CONSENT FORM FOR INTERVIEW PARTICIPANTS 

 

CONSENT FORM FOR PARTICIPANTS 

(For both leaders and lecturers participating in the interviewees)  

 

“Professional learning and development for EFL teacher educators in the context of educational 

reforms in Vietnam”  

Please read the following statements and tick if you agree.  

 I have been given information about this project and discussed the research project with Hue Tran.  

 I agree to participate in the research under the conditions set out in the information sheet. 

 I understand that I may withdraw myself (or any information I have provided) from this project during 

the data gathering without having to give reasons or without penalty of any sort. 

 I understand that the interview will be audio-recorded and transcribed. I will have an opportunity to 

check the transcript of the interview in Vietnamese for verification.  

  I understand that my responses will be translated into English for data discussion in the research 

report.  

 I understand that any information I provide will be kept confidential and that my identity will not be 

revealed. 

 All interview data would be stored in password protected files and will be destroyed within five years 

after the completion of the research.  

 The data collected from my participation will be used for a doctoral thesis, for conference papers 

and/or publications in scholarly journals, and I consent for it to be used in that manner. 

Would you like a copy of the summary of findings of this research in English forwarded to you at the 

conclusion of the research?   Yes  No  

Signed: ……………………………..   

Name: ……………………………..  

Date:  ……………………………..  
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Appendix J. INFORMATION SHEET FOR PLD PROVIDERS 

                                                                      Date: ……. 

INFORMATION SHEET 

(For PLD Chairs or PLD providers) 

“Professional learning and development for EFL teacher educators in the context of educational 

reforms in Vietnam”  

I am Hue Tran, a PhD student in the School of Educational Psychology and Pedagogy, Faculty of Education, 

Victoria University of Wellington – New Zealand, and an EFL lecturer at Angiang University - Vietnam. As 

part of my doctoral study, I am conducting research to examine the practice of professional learning and 

development (PLD) for English lecturers in Vietnam. The purpose of the study is to an obtain in-depth 

understanding of the practice of PLD for EFL teacher educators in order to gain insights into how to promote 

and support EFL teacher educators’ PLD and capacity to implement educational reforms in a Vietnamese 

tertiary context.  

My study will be conducted in three public tertiary institutions. The research process will be undertaken in 

the following manner: 

 Visiting the university: Initially, I will visit each university to have a meeting with the Rector and 

administrative staff to discuss the research and ask for their permission to conduct the research in the 

institution. 

 Selecting participants: I will invite about 30-35 people from each university to participate in the research. 

My research will involve two groups of participants: one group of 30-35 lecturers of English (for the 

questionnaire and the individual interview) and one group of 2 administrators (for the individual 

interview) from each institution. Eligible participants are EFL lecturers who have at least two years of 

teaching experience in their current institutions, and have been involved in training school teachers of 

EFL and/or of other disciplines.  

 Collecting data:  

o Questionnaires: I will conduct a questionnaire involving about 30-35 lecturers of English from each 

university. The questionnaire will ask about the lecturers’ perceptions and experiences of PLD and the 

implementation of educational reforms in higher education over the past two years.  

o Interviews: I will conduct individual interviews with 6 EFL lecturers and 2 administrators at each 

university. The 6 EFL lecturers will be purposively selected to vary in gender, teaching experience, 

and academic roles. Each interview session will take up to one hour. The interviews will be semi-
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structured and audio-recorded for the purposes of maintaining an accurate record of the participants’ 

responses. 

o Observations: I will conduct 2-3 observations of PLD sessions (e.g., workshops, conferences) and 

informal PLD events (e.g., inquiry-based activities, mentoring) for EFL lecturers in the institutions to 

gather supplementary data for the research. I will take notes about the process and activities during 

these sessions, but not about individual participants. These observations will be done during my data 

collection from November 2012 to April 2013. 

o Documents: I will examine documents relating to the university strategic plan, self-review report, EFL 

education programmes, decisions or any other items related to staff development and reform 

implementation and professional activities within EFL department at each university.  

I would like to ask for your permission to observe the PLD session on ____(date) that you will facilitate/chair. 

The purpose of the observation is to explore the natural context of PLD practices for EFL lecturers. During 

the observation, I will take notes about the structure, content and activities of PLD, the kinds of materials and 

resources, but I will not use data generated by or about particular participants or attribute any information to 

any individual. I would withdraw from any meeting or event as requested by the chair (e.g., if the discussion 

was sensitive). A summary of the observation will be sent to you via email for verification.  

I attach an Observation guide to this email for your reference. If you consent to my attendance at the event, 

please complete the attached consent form and send it back to me at hue.tran@vuw.ac.nz before  (date)…..  

Your participation is voluntary, and you will be free to withdraw at any time before data analysis begins 

without any disadvantage and without having to explain why. The observational data will be treated 

confidentially. Any ideas or contributions that you give during the meeting will be kept completely 

confidential. The attendees’ identities will be protected through the removal of any identifying details. All 

research data will be securely stored in password protected files or/and in locked cupboards and will be 

destroyed using a pager shredder or/and electronically wiped within five years after the research completion. 

When completed, my doctoral thesis will be submitted to the School of Educational Psychology and Pedagogy 

and deposited in the WJ Scott Library, and available online. The research data will also be used for conference 

papers and/or publications in scholarly journals.  

This research has been assessed and approved by Victoria University Faculty of Education Ethics Committee, 

No SEPP/2012/75 RM19494. If you have questions about the way the research is being conducted you may 

contact the Chair of the Victoria University of Wellington Human Ethics Committee, Dr. Allison Kirkman at 

Allison. kirkman@vuw.ac.nz. 

If you have any questions or would like to receive further information about the project, please feel free to 

contact me at hue.tran@vuw.ac.nz,. You can also contact my supervisors, Dr. Roseanna Bourke at 

Roseanna.bourke@vuw.ac.nz, and/or Dr. Margaret Gleeson at Margaret.gleeson@vuw.ac.nz. 

Hue Tran      Signed:…………………………… 

mailto:hue.tran@vuw.ac.nz
mailto:kirkman@vuw.ac.nz
mailto:hue.tran@vuw.ac.nz
mailto:Roseanna.bourke@vuw.ac.nz
mailto:Margaret.gleeson@vuw.ac.nz
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Appendix K. CONSENT FORM FOR PLD PROVIDERS 

 

CONSENT FORM 

(For the Chairs of PLD sessions)  

Professional learning and development for English as a foreign language (EFL) teacher educators in the 

context of Vietnamese educational reform  

Please tick the boxes on this form to show that you have read and understood each statement and you allow 

Hue Tran to observe the PLD session you will hold on …… (date) at ……….(place) 

 I have been given information about the purpose of the observation and discussed this with Hue 

Tran. 

 I understand that Hue Tran will take notes during the event using the observation protocol she has 

shown me.  

 I understand that the attendee’s identities will be kept confidential. Hue Tran will not disclose the 

identity of any of the attendees in the event. 

 I understand that any information I and other participants provide during the meeting will be kept 

confidential by Hue Tran. In the published results no opinions will be attributed to me or any other 

participants.  

 I understand that I will have an opportunity to check a summary of Hue Trans’ observation notes in 

Vietnamese and make any corrections.  

 I understand that all research information will be stored in password protected files and will be 

destroyed within five years after the completion of the research.  

 The data collected from the observation will be used for a doctoral thesis, for conference papers, 

and/or for publications in scholarly journals, and I consent for it to be used in that manner. 

By signing below, 

 I give Hue Tran permission to come to the event.  

 I allow Hue Tran to copy and use the materials of the PLD sessions for her research. 

Signed:…………………………….. Name:……………………………......Date: …………………….….. 
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Appendix L. OBSERVATION GUIDE 

Observed issues Observer’s comments 

1. Date: 

2. Place: 

3. PLD form: 

4. Duration: 

5. Participants: 

6. Facilitator(s): 

7. Content & purpose: 

8. Activities: 

9. Participants’ engagement: 

10. Resources: 

11. Evaluation: 

Others:………………………………….. 
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Appendix M. SUMMARY OF A PLD OBSERVATION 

Observation notes24 

1. Date: 28/12/2012, Duration: 40 minutes 

2. Place: Meeting room 2 

3. PLD form: Department seminar 

Sharing experience from participating in an overseas course on “Proposal writing 

for international researchers” 

4. Presenter: An EFL lecturer (teacher educator) who completed the course  

5. Participants: 06 (EFL lecturers) 

6. Content & purpose: 

 The presenter shared the knowledge, skills and materials she learned from the course, 

and suggested how to use the materials within the department 

 The presentation content: (1) main issues covered in the materials, (2) overview of 

proposal writing, (3) quality criteria, (3) 5 criteria to evaluate a project, (4) sponsor 

organisation, (5) proposal judgement, (6) conclusion 

 Presentation: 20 minutes 

 Q/A, discussion: 20 minutes 

7. Participants’ engagement and behaviours: 

 Friendly, informal atmosphere  

 The presenter also shared her experience in applying for a grant from DAAD to 

attend the course. She encouraged the other to apply for short courses overseas like 

hers. 

 The participants actively asked the presenter many questions about the course and 

the materials 

                                                 

24 Details related to the venue/location of the PLD session and backgrounds of the presenter and attendees 

were removed to protect the identities of the site and the participants 
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 The participants discussed the implementation of the course and how to use the 

materials: introducing the materials to lecturers in the school, from these materials 

identifying components / criteria for assessing a research proposal to facilitate 

lecturers’ research assessment / supervision of students’ research at department 

level  

 Some participants shared their personal experience and expressed disagreements 

among lecturers when supervising / assessing students’ research.  

 The participants raised problems in the lack of clear criteria in assessing students’ 

research / proposals, and suggested having a clear and detailed guidelines. 

8. Resources: A folder of materials from the course and CDs shared by the presenter 

9. Evaluation: N/A 

10. Others:  

The participants showed interest in the presentation, actively engaged in 

discussion, eager to share their experience, raise problems / challenges and make 

recommendations about the use of the materials and related professional activities 

in the department.  
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Appendix N. NATIONAL POLICY DOCUMENTS FOR REVIEW 

No. / date  Document name  Categories 

National Assembly, 

No. 38/2005/QH11 

2005 

Education laws  

 

Lecturers’ standards; professional duties; 

professional rights 

PLD for lecturers 

National Decision 

No. 58/2010/QD-TTg 

University Regulation Lecturers’ standards; professional duties; 

professional rights 

PLD for lecturers 

MOET Decision No. 

64/2008/QD-BGDDT 

Policies of lecturers’ work  Lecturers’ standards; professional duties; 

professional rights 

PLD for lecturer 

National Assembly, 

No. 08/2012/QH13 

HE Law Lecturers’ standards; professional duties; 

professional rights 

PLD for lecturer 

National Resolution 

No. 14/2005/NQ-CP 

The basic and comprehensive reform in 

HE in VN in 2006-2020 

Reform objectives and targets 

Strategies for staff development 

PLD for lecturers 

MOET Direction No. 

1374/BGDDT-

GDDH 

2012 

Implementing the reform in HE 

administration in 2010-2012 

Reform objectives and targets 

Strategies for staff development 

PLD for lecturers 

MOET Decsion No. 

6290/QD-BGDDT, 

2011 

Plan for developing Teacher Education 

programmes and Teacher Education 

institutions in 2011-2020 

Development objectives and targets 

Strategies for staff development 

PLD for lecturers 

National Decision 

No. 911/QD-TTg, 

2010 

A project for training lecturers for a PhD 

degree in colleges and universities in 

2010-2020 

Development objectives and targets 

Strategies for staff development 

PLD for lecturers 

MOET Decision No. 

6639/QD-BGDDT, 

2011 

Strategic plan for developing human 

resources in Education  

Development objectives and targets 

Strategies for staff development 

PLD for lecturers 

National Decision 

No. 711/QD-TTg, 

2012 

Strategic plan for education development 

in 2011-2020 

Development objectives and targets 

Strategies for staff development 

PLD for lecturers 

National Decision 

No. 1400/QD-TTg 

Project “Teaching and learning foreign 

languages in the national educational 

system in 2008-2020” 

Reform objectives and targets 

Students expected outcomes 

Strategies for staff development 

PLD for lecturers 

MOET Report No. 

760 /BC-BGDĐT 

Report on the development of HE, and 

strategies to ensure and improve training 

quality 

Development objectives and targets 

Strategies for staff development 

PLD for lecturers 

Students’ expected outcomes 

MOET Circular No. 

20/2013/TT-BGDĐT 

Regulations about professional 

development for lecturers of higher 

education institutions 

PLD descriptions, purposes and contents 

PLD activities 

Lecturers’ rights and responsibilities for 

PLD 
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Appendix O. A TRANSLATED INTERVIEW TRANSCRIPT 

Researcher  

Can you tell me about your academic responsibilities? 

Interviewee 

I’m mainly in charge of teaching. I’m not involved in management. Currently, I have been involved 

in: teaching English skills for English-majors, and general English for non-English majors. (…).25 

Researcher 

Besides teaching, have you participated in other activities of the department? 

Interviewee 

Last year, I participated in a project of teaching English for children by MOET. I joined a 2-week 

training course at University X. After the course, the participants from our university were 

responsible for designing a course book to train EFL teachers at local primary schools. We spent 

nearly a year to do that, and we started the 1st course in August. We trained all methods for primary 

school teachers. Each course lasted for 1 month, and we have finished two courses so far.  

Researcher 

My research is about “professional learning and development” (PLD) for EFL lecturers. Can you 

give me your own definition of this phrase? 

Interviewee 

For me, besides teaching, lecturers have to participate in courses, workshops or projects to learn 

more about their majors. We need to learn more to improve our professional knowledge. 

Researcher 

Beside professional knowledge, what are other aspects you think lecturers can improve through 

engaging in these activities?  

Interviewee 

While learning, lecturers will find out directions for research. They will find out interesting things 

for research or things that need researching, so they can develop their research skills. 

                                                 

25 Deleted details (e.g. personal and identified information, names of people or universities, and sensitive 

information) to protect the identities of the universities and of the interviewee, as well as to avoid creating 

potential disadvantages the interviewee may feel or face when revealing sensitive information. 
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Researcher  

What PLD activities have you participated in over the past 2 years? 

Interviewee 

I participated in workshops inside and outside the country, such as workshops by Vietnam-USA 

Centre (VUS) in HCM city, or CamTESOL in Cambodia, just these workshops. The biggest training 

course I’ve had was at University X. Young staff as us didn’t attend many training courses. (…). 

We mainly had opportunities to attend workshops.  

Researcher 

Who organised workshops that you attended? 

Interviewee 

Sometimes people from HCM city came here to organise some workshops such as workshops to 

introduce new textbooks by Oxford publisher. We could attend these workshops. The university 

also gave us opportunities to attend outside workshops that required registration. However, we did 

not have a chance to attend training courses which were more specialised.  

Researcher 

Were you assigned to attend these workshops? 

Interviewee 

Yes, or I registered to attend the ones I found interesting. Also, I paid by myself to attend workshops 

that I found interesting. For example, I paid my own money to attend the CamTESOL because at 

that time we did not have enough experience to give a presentation. We had to pay because we were 

just attendants in the workshop. Next year we will give a presentation there, and the university will 

give us financial support to attend it.   

Researcher 

Why did you decide to spend your own money on this event? 

Interviewee 

Because I heard that we could learn a lot of experiences from this. And after that workshop it was 

true that I learned a lot of experiences after attending only three sessions. These sessions were very 

good. I applied them in my teaching as soon as I got back, and this was very effective. 

Researcher 

Give me some examples of the things you applied in your teaching. 
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Interviewee 

For example, I attended sessions about methods for teaching listening and speaking which is my 

interest, and ways to teach English to children using puppets, songs and game-shows. I learned 

experiences about these from the presenters. When I applied these methods in teaching my 

university students, it was very successful.  

Researcher 

In your opinion what is an effective PLD activity? 

Interviewee 

First, in terms of organisation, there need to be enough time for learning effectively, about 1 week 

or more. This also depends on the types of participants or trainees. In addition to time, it is the 

content the presenter provides. For example, I once attended a 5-day training course in HCM city. 

This could be called a long course. The presenter was an American, having a PhD with 30 years of 

experience in teaching children, but I did not learn anything during those 5 days. Actually, she 

seemed to be in a hurry and was not well prepared. We found her confusion in presenting, and the 

things she presented were not new. I think with such duration of time, if there had been good 

preparation and organisation, we could have learned a lot. But the way she presented was not 

effective. 

Researcher 

You have mentioned a training course at University X. Could you describe it in details? 

Interviewee 

It was provided by MOET. There were lecturers from 18 colleges and universities throughout the 

country, from 8 to 10 lecturers from each institution. It lasted for 2 weeks. The training group, who 

were lecturers at University X, had been trained by the British council before. Then they trained us 

all the methods they had learned. Some staff from the British Council came and observed some 

sessions, and they also taught in a few sessions, but mainly for lecturers at University X. They 

presented many methods related to how children learn, classroom management, using songs and 

games, teaching all four skills. The content was very good.  

After that, we had school visits. They selected two leading local primary schools so that we could 

do classroom observations. Then they provided us a tour to visit the city there. Generally, it was 

well organised, but because it was not original (that means being provided by a third party); it was 

not as professional as the way British Council trained.  
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Researcher 

How much could you apply what you had learned from the course? 

Interviewee 

We could use about 70-80% of all materials and videos because the MoET said that they were 

standards. While using, we made some changes to make them easier and have more activities. We 

reused these contents and added new materials. We made changes to make the programme better.    

Researcher 

As you mentioned, after the training course the group worked together to design a programme. How 

did you work on this task? 

Interviewee 

We had several meetings, many, many times, to discuss whether we could reuse the framework at 

University X or how to adapt it. After we agreed on the modules in the programme, we divided the 

tasks and collected materials. We found materials based on the agreed criteria of designing the 

module. After finishing this task, we got together to compile and check all modules to make changes 

if needed. We spent about 1 year designing the programme, a very long time. I can say that we were 

“crazy” with this! (laugh…). But it was not finished when we started teaching the first class. 

Therefore, we had to revise it and teach it at the same time. The course book was not completed 

until the second class.  

Researcher  

How did your participation in this process affect your professional development? 

Interviewee 

Of course it was good for me. During this work, some lecturers were attending a training course by 

British Council, so they had good knowledge. They showed us how to design the tasks. At first, we 

designed something very general, and we copied the course at University X because that was how 

we were trained. From the course at University X, we were given materials for reading, but actually 

we did not read at all. Therefore, these lecturers instructed us how to redesign the programme to 

ensure that our learners would study both in the classroom and do the reading assignments. We had 

to be flexible and change the materials by adding many tasks such as gap-filling, multiple choice, 

etc. Then we realised that it was better to add such activities. We’ve delivered 2 courses for teaching 

English at primary schools. Besides, there have been classes to upgrade language proficiency such 

as B1, B2 levels for teachers at primary schools and secondary schools, but we did not receive 

training to teach these courses. We mainly teach based on text-books. 
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Researcher 

What challenges did you have when teaching these teachers? 

Interviewee 

For classes of teaching methods at primary schools, first, what we had learned was very “ideal”, 

while in reality, classes in Vietnamese primary schools are very different. For example, we learned 

that a noisy class was an interesting class. However, in primary schools, classes must be quiet. 

When a class is a bit noisy, the next door one gives a complaint. Therefore, when teaching, we faced 

a “negative” attitude of the teachers because they usually thought that they could not apply what 

we were teaching them. We had to encourage them by telling them that like taking a kind of “good-

health medicine” (thuốc bổ), they would benefit by a certain way. We provided evidence that some 

teachers had applied new methods in their extra classes. Others applied these methods when they 

gave model lessons for classroom observations, and the lessons were very exciting and successful. 

After realising these effects, the teachers complained less often. At first, they were not pleased to 

learn something opposite to their common beliefs. And they thought that it was the Heads of 

Education departments and academic leaders who need to learn new teaching methods so that these 

people understand what makes a good English lesson. Otherwise, these leaders will blame the 

teachers for making noise when having the children play a game or sing a song.  

Researcher 

As a young lecturer, how did you learn and improve your teaching skills so that you could be able 

to teach these experienced in-serviced teachers? 

Interviewee 

First, I had to learn from experienced teachers how to teach at primary schools. Then, I learned 

from the textbooks we received from the training course. Before teaching these classes, I had 

applied what I learned about teaching children into my classes for university students. I also taught 

children at an English centre. I have more experience in teaching children than in teaching students 

because I have spent more time teaching children than teaching students. After being able to apply 

these methods in my previous teaching, I felt very confident to present these methods to in-service 

teachers.  

Researcher 

What reforms in higher education have you implemented over the past two years? 

Interviewee 
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(pause) Now we change our teaching method from teacher-centre to student-centre. Since I 

graduated and started teaching, I have used this method, (pause) … but I am not sure if I have 

applied this reform or not. When teaching English, we really need to create opportunities for 

students to speak more and participate more in class activities. I do not know if I have applied any 

reforms but since my first teaching, I have taught in such ways, not the way in which the lecturer 

speaks and students copy the information. I mostly teach listening and speaking, so (pauses and 

smiles) I don’t know if I have implemented any reforms or not. I’m not sure…   

Researcher  

How did you often assess your teaching effectiveness? 

Interviewee 

I often asked students to write down their feedback on a small form after a course, e.g. what they 

liked, disliked, and what they need to improve, without showing their names. This is a small thing 

I do by myself. Also, I talked to students, and I base on their their interests in continuing to study 

with me. In our university, students do not know the name of the lecturer when they enrol in a 

course. Therefore, when students send emails asking me if I will teach the following course or not, 

this may partly show my success. That means I can assess my teaching through talking to them and 

asking for their feedback.  

Researcher 

How did sharing professional knowledge with colleagues affect your professional development? 

Interviewee 

We rarely shared experience with each other. Normally, we share it with people we are close to, but 

not much. For informal sharing, yes, we normally talked and learned from each other. For formal 

forms, sometimes there were some small workshops, or seminars, in our department from which 

we could learn a lot. For example, there was a seminar about Endnote, which was very helpful, or 

a seminar about How to write the discussion part in a research report, which was also very good. 

However, there were only a few events like these, just a few every year. There were more informal 

sharing, but not enough for me to improve. The more important thing is self-regulated learning (tự 

học), or attending events in other places. Learning from sharing experience was very limited 

because I found few people who would be willing to share, and share honestly (thật tình). (…). 

It was hard to share my teaching and learning with more experienced staff. First, It was difficult to 

find a chance to meet and talk to them. The lecturers rarely come to this staff room as it is in a far 

place. Second, we have never asked them how to teach a subject because we did not dare to ask 
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(…), and we wondered if asking such a thing may make them feel uncomfortable, e.g., being 

considered not generous if they do not share, or feeling uncomfortable to share. 

What we normal did was sharing experience when we participated in the English speaking club 

(ESC). We discussed and shared experience with each other. For example, I can say “Ah, in my 

class, I used this warm-up activity”. Also, the ESC mainly focused on speaking and listening skills, 

so it was very comfortable for us to share ideas. We usually brought to the ESC what we found 

interesting in our classrooms. Mainly, there are three people to run the ESC. That’s why we 

normally share all things we know when we sit together to plan the programme for ESC 

Researcher 

So, you meant that running ESC enabled you and your colleagues to share professional experience? 

Interviewee 

Yes. Because it was hard to find new things for each week session, we had to exploit all experience 

we have in teaching and shared with each other. Also, after trying new things successfully in ESC, 

we would apply them in our own teaching. 

Researcher 

How has your participation in the ESC affected your teaching? 

Interviewee 

Regular attendance of ESC had a great effect on my teaching. First, I liked sharing experience with 

the other members while discussing the club activities, and I could apply this experience in my 

teaching a lot. Second, I learned the skills to run the club, e.g. how to instruct others, how to speak 

in public. My classes were effective when I applied these skills.  

Researcher  

As you mentioned before, you also participated in the reform of foreign language teaching. How 

did this affect your learning and teaching? 

Interviewee 

I found this project very good. Of course, I will have more opportunities to attend training courses 

because I belong to this project from now to 2020. At the moment some lecturers in my department 

have been attending training courses overseas. Sooner or later I will try to have a course overseas 

to learn about teaching methods. (…). Second, I have a chance to do more research because I must 

design teaching materials, both for the classes for primary school teachers and the classes for 

teaching B1, B2 level of the CEFR. We have to do a lot of searching from the Internet and select 
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information, which is good for our research skills. An important thing is that we realise a direction 

for developing teachers. However, although the project is good, implementing it is similar to giving 

teachers “a good-health medicine” just for a short time. This will not have a long-lasting effect 

when they return to their local schools and provinces where they find insufficient conditions to 

apply what they have learned. 

We are thinking about a research project to recommend the ways to maintain long-term effects. If 

they cannot apply what they have learned, we feel very concerned about this. Together with 

teaching, we have some small research which we might not think about if we haven’t participated 

in the project. For example, for the coming CamTESOL, we will present how to teach English to 

children. While teaching this, we found it interesting and would like to present about this. Without 

teaching previous courses, we would not discover this topic for our presentation.  

Researcher 

How have you carried out this small research or prepared for the presentation? 

Interviewee 

Generally, I do not need to collect many data for our presentation. We will mainly present about 

the methods we have applied successfully. It is like sharing experience. We will present how we 

conduct one lesson. Then we will present the teaching techniques, and have the participants practice 

and apply these techniques in a given lesson.  

Researcher 

In the present teaching context, what factors influence your professional learning and development? 

Interviewee 

Generally, because I’m young, I will have many opportunities to learn. In the future, when I have 

more experience, I will have more opportunities, and will be chosen to attend training courses or 

workshops. Also, I will have support to do some research or to be appointed to attend these events; 

or it will be easier if I ask for permission to attend these. Besides, now I have many opportunities 

to improve my research ability. For example, our university has bought many programmes or 

software, so it is convenient and free for me to search for materials.  

I find the university and the department are very supportive. The department has completed a form 

showing each lecturer’s priorities for a certain professional field. (…). Now the department has a 

clear direction. The lecturers state their expectations and the department will decide their priorities 

when there are related training courses, both inside and outside the country, given by the MOET. It 

is very convenient with this clear direction.  
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Researcher 

Did you mean that the department investigated lecturers’ expectations and needs? 

Interviewee 

Yes, because previously there were questions regarding why the department assigned this lecturer 

rather than that one to attend a certain PLD session. Therefore, later it was good to have a survey 

about lecturers’ expectations. The department will consider the lecturers’ stated expectations, and 

this is also based on the specialisation groups they belong to. For example, those in the Teaching 

Methodology group will be given priorities related to develop methodology rather than language 

skills. Next, lecturers’ expectations will be listed according to time order. If they have the same 

interests, priorities will be given to more experienced ones.  

Researcher 

What do you think about the ways to assess the effects of activities for lecturers’ professional 

learning and development?   

Interviewee 

Now the university has an assessment form used at the end of each course in each term. The form 

covers all aspects, e.g. classroom management, teaching methods. Students are asked to complete 

the form with their assessment, without giving their names. The university will synthesise the 

feedback and send back the results to lecturers so that lecturers can know the evaluations of their 

courses and find ways for improvement.  

Researcher 

What are your plans for your PLD? 

Interviewee 

As I mentioned, I like attending workshops and training courses very much. After stating my 

expectations, I have been prepared, firstly for IELTS so that I can attend these events when they are 

available.  

Researcher 

How do you prepared for IELTS? 

Interviewee 

I practise by myself. In order to be assigned to attend these workshops, lecturers must show the 

IELTS certificate, gaining 6.5 or 7.0 band score. This is the prerequisite for being eligible to apply 
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for these training courses, before other aspects are considered. Therefore, if lecturers want to apply 

for these training courses, they must meet the criteria.  

Researcher 

What kinds of workshops or training courses are these? 

Interviewee 

These are long training courses or workshops, may be overseas, given to the lecturers who 

participate in the language reform projects. Over the past year, there have been courses in Brunei, 

America for two months, and New Zealand. In Vietnam, there were courses in Hanoi and HCM 

city. However, to attend these events, lecturers must have IELTS, often from 7.0. 

Researcher 

Among many activities for professional learning you have mentioned, e.g. workshops, courses, self-

regulated learning, teamwork, which do you think has influenced your professional development 

most? 

Interviewee 

I found participating in a training course the most influential. As I said, factors of an effective 

activity are time and presenters. Attending the course at University X, I learned a lot because it was 

long. I could practise more, so gradually I could remember things longer, and found it practical. For 

short events, they usually end before we can learn new things, so it is not good. Therefore, I give 

priority to training courses.  

Researcher 

What aspects of the language reform project do you expect to learn more about so that you can 

implement the reform more effectively? 

Interviewee 

I expect to be trained more on the aspect of enhancing learners’ language competence. This is now 

the main part. Providing teaching methodology classes is just a minor part. The main part is 

language enhancement according to CEFR standards, but no one in the training team has been 

formally trained about this. We mainly teach based on the available textbooks. To be more effective, 

we need more training on teaching methods used for textbooks designed according to CEFR. Now 

we are not professional in teaching these.  

Researcher 

What recommendations do you have for more effective PLD for yourself and other lecturers?  
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Interviewee 

First, we would like to have more experience sharing in the ESC. We do not have a lot of support 

from the department and the university. (…) We wish that in some ESC sessions, we could invite 

senior lecturers who are strong at certain fields such as American Culture, to come and share their 

experience. We wish to have more support both spiritually and financially. Financial support is 

important because we intend to organise many activities for students but we cannot due to limited 

budget. Second, regarding attending workshops or courses, young lecturers don’t have much 

priority. (…). There should be more support for young lecturers to attend training courses (…). 

Researcher 

Is there a regulation that lecturers will share what they have learned from the training courses they 

attended with the others in the department? 

Interviewee 

No. There have not been many lecturers to do that, partly because of complicated paper work related 

to asking for financial support for presenters. Besides, it is hard to find the time to gather lecturers 

for experience sharing. We usually have to postpone this so many times that lecturers lose interests 

in organising seminars to share experience. For example, the department has just had some seminars 

recently although we have planned many seminars for the whole year. Because we have been 

intensively involved in B1, B2 classes for primary school teachers from Monday to Sunday, no free 

time at all, it is hard to gather many lecturers for sharing experience.  

Researcher 

Are there other important things related to your PLD that you want to share with me? 

Interviewee 

When there is a certain PLD programme, I will be willing to participate in it. Sometimes, because 

of time constraint and heavy workload, I do not have much motivation for self-regulated learning. 

I think there should be many projects or activities to motivate lecturers and give lecturers 

opportunities to attend them. And then they are more motivated for self-regulated learning.  

Researcher 

Thank you very much for sharing your views and experiences with me during the talk. I wish you 

will achieve your professional aspirations and have many more meaningful PLD opportunities. 
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Appendix P. SUMMARY OF PLD OBSERVATIONS 

PLD Forms Content/ 

Topic26 

Facilitator 

Presenter  

Attendees Activities Duration Resources 

A.O

127 

seminar Pedagogical 

practice 

EFL 

lecturer 

5-6 

EFL lecturers 

Presentation, 

Discussions 

1 hour n/a 

A.O

2 

seminar Research 

engagement 

EFL 

lecturer 

5-6 

EFL lecturers 

Presentation, 

Discussions 

1 hour Materials, 

CDs 

A.O

3 

seminar Research 

engagement 

EFL 

lecturer 

25 

EFL 

lecturers, 

post graduate 

students 

Presentation, 

Demonstration 

1 hour n/a 

A.O

4 

conference Pedagogical 

practice 

 

EFL 

lecturers 

25 

lecturers and 

teachers of 

different 

disciplines, 

Department 

of Education 

staff; from 

different 

provinces 

Presentation, 

Attendees’ 

reflections on 

the 

implementation 

of the initiative 

in their local 

contexts 

2 days Online 

resources 

A.O

5 

workshop Teacher 

education 

(bilingual) 

EFL 

lecturers 

and 

academic 

leaders 

25 

Academic 

leaders, 

teacher 

educators in 

different 

disciplines 

from 

different 

provinces 

 

Presentation 

from the expert, 

Group 

discussions and 

presentation,  

Reflections and 

experience 

sharing among 

educators  

 

1 day n/a 

                                                 

26 To protect the identities of the presenters and the institutions, the titles of the observed PLD events were 

not be presented. Instead, general topics were used: (1) pedagogical practices (e.g., EFL teaching techniques, 

using IT in EFL teaching), (2) general education (e.g., HE in international contexts / in Vietnam), (3) teacher 

education (e.g., teacher education in international contexts / in Vietnam), and (4) research engagement 

27 A.O1: Observation 1 conducted at University A; C.O1: Observation 1 conducted at University C 
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PLD Forms Content/ 

Topic26 

Facilitator 

Presenter  

Attendees Activities Duration Resources 

A.O

6 

training 

course 

Pedagogical 

practice 

 

foreign 

expert 

34 

EFL lecturers 

and teachers 

(from local 

area and a 

neighbouring 

province) 

Presentations, 

demonstrations, 

practices, 

reflections and 

feedback 

6 

sessions 

(6 days), 

once a 

week 

Handouts 

and 

teaching 

materials 

C.O

1 

workshop Teacher 

education 

(bilingual) 

foreign 

expert/ 

volunteer 

Over 50, 

lecturers 

within the 

Education 

Faculty 

Presentations, 

discussions 

1 

morning 

Handouts 

C.O

2 

workshop General 

education 

 (bilingual) 

foreign 

volunteer 

28 

Mixed types:  

lecturers and 

students 

within  the 

university 

Presentations, 

discussions 

1 hour n/a 

C.O

3 

workshop Research 

engagement 

(bilingual) 

foreign 

expert and 

internal 

Vietname

se lecturer 

30 

lecturers 

within  the 

university 

Presentations, 

discussions 

1 hour Handouts 

C.O

4 

workshop Pedagogical 

practice 

 

external 

foreign 

expert  

57 

Mixed types:  

EFL 

lecturers and 

local EFL 

teachers 

Presentations, 

practices 

1 

morning 

Handouts 

C.O

5 

workshop Research 

engagement  

 

 

(bilingual) 

foreign 

expert/ 

volunteer 

and 

internal 

lecturer 

50 

Mixed types: 

university 

lecturers, 

government 

officers 

within the 

province 

Presentations, 

discussions 

1 

morning 

Handouts 
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PLD Forms Content/ 

Topic26 

Facilitator 

Presenter  

Attendees Activities Duration Resources 

C.O

6 

Training 

course 

Pedagogical 

practice 

 

(in 

Vietnamese) 

software 

providers/ 

technician 

30 

EFL 

lecturers and 

lecturers in 

other 

disciplines in 

Teacher 

Education 

Faculty  

Presentations, 

demonstrations, 

(little) practices 

6 

sessions, 

every 

evening 

Handouts 

and 

guide-

book 

C.O

7 

training 

course 

Pedagogical 

practice 

 

external 

foreign 

expert 

36 

EFL 

lecturers and 

EFL primary 

school 

teachers 

Presentations, 

demonstrations, 

practices, 

reflections and 

feedback 

3 

sessions, 

2 days 

Handouts 

and 

teaching 

materials 

 

 


