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Abstract

In order for Vietnam to seek better international integration into an increasingly globalised
world, the Vietnamese government has launched educational reforms, requiring teachers to
adopt ‘western’ constructivist pedagogies. This study focuses on pre-service teachers’
learning in Vietnam, where traditional attitudes towards teachers’ and learners’ roles
promote passivity amongst students and unquestioning respect for the authority of teachers’
knowledge. The thesis describes a cycle of action research conducted in a major teacher
training institution in Vietnam. Through an intervention based on constructivist theories, the
researcher set out to investigate factors that enhance teacher learning, and barriers that
hinder it, with the aim of contributing evidence to discussions about the most appropriate
strategies to be employed to bring about a change for the better in teacher education. The
research highlights the importance of Vietnamese teacher educators in promoting change in

Vietnam.

The data collected comprised tutors’ and student teachers’ questionnaires, staff meeting
discussions, student teachers’ journals and the researcher’s field notes. The findings reveal
that student teachers were willing to accommodate and accept change and were often very
enthusiastic about different patterns of teaching, which included peer evaluation and peer
feedback. However, the student teachers' strongly held beliefs about relative roles of
students and teachers remained firmly fixed. Other cultural factors also emerged from the

findings.

The thesis argues that the most productive way of incorporating constructivist learning into
Vietnamese teacher education is by gaining a better understanding of the current status quo
in order to respect and honour deep seated cultural beliefs. It argues that the imposition of
pedagogical change is counter-productive without better engagement of teacher educators
and teachers in discussion and debate about the characteristics that Vietnam wishes to see in
its teachers and education system in the future. In particular, the thesis argues that the focus
for transforming teacher education should be on promoting the responsibility of tutors to
create a ‘transfer space’ to introduce students to new ideas about the processes of teaching
and learning, and to develop new qualities needed via this ‘transfer space’. Evidence from the
study suggests that this strategy is likely to be supportive of student teachers’ development
as it allows them to separate the processes of teaching from the culturally dominant beliefs

about roles which are part of their established identities.
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Chapter 1: Introduction

This chapter introduces my research study, which is about teacher learning in
Vietnam. The research has involved an investigation of factors that both
hinder and enhance teacher learning. It also looks at the most appropriate
strategies to promote teacher learning in Vietnam and the role of teacher

educators in redefining Vietnamese students’ and teachers’ identities.

This chapter will describe the background to my research, beginning with a
review of Vietnam in the context of globalisation and an explication of the
rationale for carrying out this study. My motivation for doing the research,
which was inspired by the current context of Vietnam and my own journey to
become a researcher, is also presented. At the end of the chapter, | set out

the aims and objectives of the research.

1.1. Background to the study

1.1.1. The impact of globalisation on Vietnamese education

Vietnam is a developing country, which has emerged from a long historical
period of wars, isolation and post-war reconstruction. The country went
through around 1100 years of Chinese domination although there are periods
of time during these years when Vietnam was independent after a series of
wars against the Chinese dynasties. The French invasion started in 1858
resulted in Vietnam being colonised by French imperialism for nearly a
century until 1945 when the August Revolution led by Ho Chi Minh was
successful and the independent Democratic Republic of Vietnam was
established. However, wars did not end after that. Vietnam still had to face
many difficulties, including the aftermath of the war and many foreign forces

threatening the country’s peace. This situation led to the subsequent Geneva



Accord, which divided the country into the North being ruled by Ho Chi Minh’s
newly established government of Vietham and the South being governed by
the regime that was controlled by America. The Democratic Republic of
Vietnam in the north sided with China and the Soviet Union during the Cold
War, while the United States backed the Republic of South Vietham. A war
between these two sides broke out in 1965, and raged until April 1975. The
American troops were defeated by Ho Chi Minh’s government and the North
and the South became unified under the new name as Socialist Republic of
Vietnam. This long period of wars severely destroyed Vietnam’s economy.
Vietham experienced a sharp economic deterioration in a post-war
reconstruction period and became one of the poorest countries in the world.
It showed very slow growth in total output as well as in agricultural and

industrial production in that period.

The Vietnamese government, therefore, has made many attempts to
reconstruct the country after this long period of wars and isolation. A series of
successive reforms have been launched, one of which was a political and
economic renewal campaign known as D8i Mdi in the 1980s. This campaign
introduced reforms to facilitate the transition from a centralised economy to
a socialist-oriented market economy. | would argue that thanks to these
reforms under D&i Md&i the growth in the national economy remarkably
increased. For the last three decades the government has been focused on
the industrialisation and modernisation of the country to bridge the gap
between Vietnam and other countries in the region and in the world, to
reduce isolation, and to socially and culturally connect to an international
environment. Deputy Prime Minister Nguyen Xuan Phuc, while chairing a
symposium held in Vinh Phuc Province on 25" March 2014 to review
theoretical and practical issues related to the implementation of the nation’s

renewal process in the past 30 years, made the remark that

industrialisation and modernisation have helped Vietham balance economic
growth with cultural development, thus improving quality of life, reducing

poverty and maintaining social order (Nhan Dan, 2014)



The process of industrialisation and modernisation of the country is especially
significant when Vietnam is seeking better international integration and
entering a new era, the era of globalisation. Globalisation as defined by

Stewart (1996) is

the broadening and strengthening of the world links which have taken place
progressively since the Second World War, and have now reached a stage
where almost no one is completely untouched by events originating outside
their own country and where international constraint increasingly restricts

independent national action (p.327).

This definition suggests that globalisation is Western driven with the influence
of the Second World War. It also hints that the globalisation phenomenon is
reducing isolation among countries. Every country now is forced to consider
its actions from an international perspective. Little and Green (2009) defined
globalisation as ‘the accelerated movement of goods, services, capital, people
and ideas across national borders’ (p.166). In this definition, globalisation
involves economic activities, knowledge, and culture development with
speed. According to Stewart (1996), there are two aspects of significance that
globalisation has brought about: the first one is the acceleration of the
internationalisation of many dimensions of life, including economic relations,
technology, ideology and culture. The second one is a prevalence of important
links among the elements that seem to be disparate, e.g., international trade
and the movement of capital and people, multinational investment and the
globalisation of culture. This means an individual strand cannot be treated
separately, but needs to be examined in relation with its other dimensions

and links.

That education has been seen as the key factor in economic and social
development, especially in the globalisation era, has been agreed in many
studies (Stewart, 1996; Burnett, 1996; Rikowski, 2002; Little and Green, 2009).
In this era of information and technology, the world of employment has

become very competitive and demanding. Therefore, in order to get ready for



employability, one needs to be well equipped with necessary knowledge and
skills, which can be realised by education. Therefore education, especially
higher education (HE) becomes an important instrument in providing suitable
human resources for society. T. H. T. Nguyen (2013) maintained that ‘in this
changing context, knowledge becomes the core of global economy’ and this
‘significantly influence[s] and shift[s] the purpose of HE towards an
instrumental one, that of education for employability, making human capital
the most important output of HE’ (pp.1-2). This view was also supported by
Varghese (2005) who extended it to point out that ‘globalisation has
contributed to an increasing demand for a larger quantity and a better quality
of higher education graduates’ (p.8). Thus, both quality and quantity of
human resources are critical elements in determining the rate of
development. The importance of human resources has been emphasised in
Stewart (1996) who indicates that ‘Globalisation rewards countries that have
the human resources, but also penalises those that do not’ (p.331). Having the
human resources means having a highly qualified labour force equipped with
knowledge and skills well enough to be ready for the international
competition for knowledge-based goods and services. Knowledge and skills
are important not only to attract more foreign investment, which is
considered one of the primary engines of development in many countries, but
also to ensure that technologies can be transferred to build up capacity for
the country. ‘Countries with skills can adjust more effectively to the
challenges of globalization because enterprises are more flexible and better
able to absorb new technologies’ (World Bank, 2008, p.133). And it is
education that contributes to this mission. Education in Vietnam is therefore
especially important in supporting the government’s overarching aim to
modernise and industrialise the country alongside with the globalisation
process:

In Vietnam, if HE is not able to produce a highly qualified human resource

and meet the learning needs of the population, the cause of industrialization-

modernization and the general goal of building a rich population, prosperous



country, an equitable, democratic and civilized society is still far reaching (T.

L. H. Nguyen, 2005, p.114)

Globalisation provides both opportunities and challenges for developing
countries. During the process of globalisation the world has witnessed a rising
proportion of investment in developing countries, and a fast growth of
international trade (Stewart, 1996), which has brought about the change in
the world of work and markets (T. H. T. Nguyen, 2013). The opening up of the
world markets and the relative movement of capital and technology promotes
dramatic growth in production, export, employment and incomes to the low-
income countries, which enables them to catch up with the industrialised
countries. In return, these opportunities for development for the developing
countries at the same time generate challenges for them. These opportunities
require labour productivity and the ability of the country to compete in the
international markets and also to attract foreign investment. T. L. H. Nguyen
(2005) sees the challenges for Vietnam in this way:
... Vietham’s socio-economic development and HE will certainly have to
confront huge challenges: possibly widening gap in terms of development
between Vietnam and developed countries, serious loss of grey matter to
better developed countries, weak competitiveness of Vietnam’s HE against
the penetration and attractiveness of HE from other countries; possible
violation of the rights of learners, possible erosion of national cultural

identities, etc. (p.114).

The Vietnamese government takes these challenges very seriously. Having
taken account of the important elements of globalisation, such as,
technologies, which allow rapid transfer of ideas, knowledge and skills, which
enable people to learn from other countries and negotiate ideas,
understanding cultures, which plays an important role in communication
among different countries, the government has placed great emphasis on the

importance of education and training:



We are developing the strategy for education and training development
while the country is step by step integrating into the world. However, while
the developed countries have achieved high level of development in science
and technology and they are moving forward a knowledge economy and an
information society, Vietnam is still a backward agricultural country with
narrow land, big population and a few natural resources. Therefore,
education and training strategy must be the key to narrow such a gap, push
up the industrialization and modernization, make the economy grow and

improve the people's living standards (Vietnamese Government, 2006).

Vietnam really needs a labour force equipped with necessary knowledge and
skills to learn from developed countries and to communicate with other
countries in the world. It needs people that are outwards facing and receptive
to international ideas and who are capable enough to meet what a modern
economy needs. These elements are becoming the requirements for Vietnam
to integrate into the world market and to attract foreign investment into the

country.

Taking these globalisation requirements into account and being aware of the
role of education during the globalisation process, a few studies have
analysed the context of Vietnam to see how far the current education meets
the requirements that globalisation sets out (T. L. H. Nguyen, 2005; Hung,
2006; World Bank, 2008). These studies suggest that one of the prominent
problems is the mismatch between the requirements of globalisation and
current Vietnamese teaching and learning approaches. Whilst the rapidly
changing world needs a citizen with independent learning strategies for
lifelong learning and confidence to be autonomous learners, according to
Hung (2006), education in Vietnam is problematic, ‘hindering students’
independence, creativity, and problem solving capacity’ (p.4). This study also
maintained that although ongoing efforts have been made to renovate the
‘outdated modes of teaching and learning’ to encourage a ‘shift from teacher-
centred to student-centred approach of teaching and learning’, ‘this process

of change is very slow’ (ibid., p.4).



This shift in the methods of teaching and learning that Vietnam is trying to
carry out is actually a shift in the roles of teachers and students, which have
been culturally and historically established. The image of the teacher as a
source of all knowledge or as a ‘bureaucrat’ as described in Saito et al. (2008,
p.98) when they examined the teaching and learning context of Vietnamese
primary schools, and the ‘oppression of students in classrooms’ (ibid., p 98)
are not easy to change. According to T. T. Nguyen (2005), students have been
used to this traditional teaching method and their passive role for a long time
and have accepted it without question. He maintained that this teaching and
learning style is difficult to change because it has existed for thousands of
years and has been approved by the whole society. Therefore, ‘even when
students can discover knowledge by themselves, they like to show that they
still need the teacher by such behaviour as keeping silent and listening to the
teachers’ (lbid., p.5). Ta (2012) studied a case of collaboration work among
teacher trainers and teacher trainees at a teacher training university of
Vietnam. This study revealed that teacher trainees ‘still wanted to listen to
the trainers because they appreciated the teachers’ knowledge and
experience’ (p.7) and it was also found that there was a tendency from the
trainer towards ‘presenting her knowledge instead of giving space for her
trainee partners to contribute to collaborative work’ (p.7). There has been
found, also, a mismatch between the requirements of the work market and
the capacity of the Vietnamese graduates. The World Bank (2008) conducted
a survey (the ADB-MOLISA establishment survey) in Vietnam to see what skills
tertiary graduates bring to the workplace. The survey of employers, and
studies of work, revealed that ‘employers are most often concerned about
soft skills or attitudes rather than technical knowledge. They also note the
need for generic skills’, such as problem solving, communications, working in
teams etc. (p. 169), but soft skills and generic skills are most wanted. It was
found that ‘workers may come across as too theoretical to some of the

employers’ (p. 172).



All the above make it a necessity for Vietnam to implement basic and
comprehensive educational reforms. Education has been seen as crucial to
socio-economic reform. Article 35 of the current Vietnamese Constitution
(issued in 1992) stipulates: ‘Education is the first priority of the national
policy. The Second Plenary Session of the Central Party Standing Committee
VIII has issued the Resolution on the strategic orientation for the development
of education and training during the period of industrialization and
modernization’ (Vietnamese Government, 2006). In the education sector, a
series of reforms have therefore been implemented. These have included the
Educational Reforms 2001-2010 and the Educational Reform 2011-2020. The
guiding strategy is that ‘Education and training is the first priority of the
national policy, the cause of the Party, the State, and the whole nation’
(Vietnamese Government, 2006). Since then reforms of curriculum, teaching
methods, testing and assessment methods, and textbooks have been carried
out. The focus has been on the ‘comprehensive, basic and modern but
simplified, appropriate, practical focused, realistic, locally relevant
characteristics of the curriculum’, aiming at ‘students’ activeness’ and ‘self-

learning abilities’(Vietnamese Government, 2006).

Since education has such an important role, ‘big investment will be placed on
developing teacher training universities and schools of education in
universities’ (Vietnamese Government, 2012, pp.6-7) in order to develop
highly qualified skilled workers. The goals for vocational and higher education

include

improving the quality of training to meet the manpower needs for economic
and social development - training people of creative and independent
thinking, civic responsibility, morality, professional skills, language skills,
sense of disciplines, industrial manner, self-employment ability and ability to
adapt to the changes of the labour market and capacity to compete in the

region and the world’ (ibid., p.6-7).

However, the World Bank report in 2013, remarking on the challenges in

Vietnam socio-economic development, pointed out that although the



macroeconomic conditions are relatively stable, the structural reform is slow:
the process has just begun but is not yet being decisively implemented (The

World Bank, 2013).

With regards to the educational reforms, there have been different opinions.
Some scholars hold that the Vietnamese educational reforms cover too large a
scale. For example, Harman (2004) maintained that the approach ‘stands out,
..., as being extremely ambitious’ (p.1). Thinking that the Vietnamese
government may be at risk of attempting to do too much and too quickly with
too large a number of goals and objectives, Harman concluded that ‘perhaps,
though, a fewer number of more focused reform priorities might also have
been established for the system’ (ibid., p1). This concern has found consensus
from other commentators: a report by Unified Solutions (2008) commented
that ‘Researchers and practitioners have criticised Vietnam’s Draft Strategy
for Education Development for 2009-2020 for being ‘too ambitious’ and not
reflecting the realities of the education sector’. This concern was shared in
Saito and Tsukui (2008), who implied in their study that the Ministry of
Education and Training (MOET) educational projects could be too large in
scope, covering various areas in the whole country without sufficient
interventions and care for individual schools (p.582). Some other researchers,
however, maintain that the Vietnamese reforms are far from too large scale.
Duggan (2001) indicated in his study that with the Vietnamese government’s
tight control over social and economic strategies, ‘wide scale changes to an
education system are often not possible’ (ibid., p.193). His evidence showed
that the substantial reforms that the Viethamese government is carrying out
‘is actually a programme of cautious reform based on select targeting of
particular school populations, in this case, populations in the target cities,
economic priority zones and urban areas’ (p.193). He argued that since the
reforms need to be comprehensive and the process is necessarily complex,
change or innovation cannot be contemplated unless the outcome is
perceived to be popular. Therefore, Duggan’s evidence suggests that the

outcomes of the Vietnamese reforms are likely to be elusive.
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There are also opinions about the feasibility of these educational reforms,
which attract quite a lot of agreement among Vietnamese teachers, educators
and scholars: these are expressions of doubts and mistrust about the reforms
(Le and Barnard, 2009; Thanh, 2008; X. T. Nguyen, 2013; Vietnam News,
2009b; Vietnam News, 2009a). These scholars demonstrate that the tenets of
reforms are based on many of the Western ideologies; therefore, the reforms
are unlikely to be successful in such a historically and culturally embedded
context like Vietnam. For example, Le and Barnard (2009) studied a case of a
high school in Vietnam to scrutinise the innovative curriculum, which is
imposed by MOET, and the actual version which is practised in real life
classrooms. Their study found that there is a wide gap between these two
versions. The study further analysed the Vietnamese educational context and
stated that the top-down reforms initiated by MOET ‘tend to adopt power-
coercive strategies, which oblige teachers to adopt changes’ (p.7). The study
implied the need for those responsible for curricular innovations to take into
account the local contextual factors in which the innovations are to be
operationalised. Thanh (2008) examined the implementation of cooperative
learning, which is one of the tenets of the reforms taken from the west, in a

case study. Thanh argued that

many principles of cooperative learning are in serious conflict with traditional
perceptions of Vietnamese teachers regarding the nature of teaching and
learning. Therefore, policymakers and educators need to take cautious steps
when implementing such radical approaches in Vietnamese educational
settings. If they want to obtain support from teachers, they cannot merely

borrow the original version of the innovation (p. 3).

Another study was conducted by X. T. Nguyen (2013), which examined the
construction of educational discourses in the Viethamese educational system
in the context of the country’s institutional reform. Holding that the
fundamental assumptions of the reforms in Vietham were ‘based on Western
notions of progress and efficiency’ (p.78) and that the education system

remains imperialist in its outcomes, the researcher posed the question ‘In
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what ways can we seek to include local cultural values in the discourse of
inclusion and exclusion in Vietnam?’ (ibid., p.78). As these studies suggest,
although the strategic plan for the period 2009-2020 was built on the
outcomes of the education and training strategy for the period 2001-2010, it
has been ‘facing strong opposition from scientists and educators even though

it has experienced fourteen adjustments’ (Vietham News, 2009b).

Any successful change in the education system must involve the teachers. The
first step to make it happen, | believe, needs to be initiated from teacher
education because teachers have widespread impact on generations of
students. | am, therefore, motivated to look at teacher education in the hope
of contributing to the development of Vietnam as it works on these new

challenges.

1.1.2. My own journey from a traditional Viethamese woman

to an independent learner, teacher, and researcher

In this century, the century of globalization, the world has become a global
village with the booming of information and cultural exchange. The traditional
Eastern cultural values seem to be fading with the thrust of many Western
democratic ideas, which are apparently attractive and tempting to young
people, but also are taking away many traditional values. Living in this era,
one could feel happy as she/he can witness a diversity of western and eastern
cultural values, but at the same time might be uncertain about her/his own

identity.

Despite the fact that nowadays people tend to adapt trans-national identities,
| have always seen myself as a traditional Viethamese woman as | was
educated and grew up in a traditionally strict Vietnamese teachers’ family. My
parents have two children, me and my brother. Both my mother and father
were university teachers. Although they obtained an education that adopted
many of the elements from Russia, | think, they were still influenced a lot by

their own families’ tradition and the Viethamese contemporary culture. My
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father went to a university in Hanoi and spent two years in Russia for his
professional training. My mother was my father’s student at university. They
both inspired us to take education seriously and to fire in us the passion for
study and, more specifically, the love for reading books. | and my brother have
our own bookcase full of books that my parents had bought for us since we
were born. Our love for reading grew greater as the bookcase developed with
time. | think the only valuable thing in my house at that time was the
bookcase because books were not easy to buy and were expensive at that
period of time, the post-war period and reconstruction of the country. It must
have cost my parents a fortune. We can feel the love that my parents granted
for us as well as their hopes for our future from that bookcase. Nowadays,
when we both went to pursue our own dreams in different countries (my
brother obtained his PhD in Switzerland and works there and | am in the UK
for my PhD), we can never forget the amazing bookcase that nurtured our

childhood dreams.

The model my parents adopted to educate me and my brother in the family
was typical of Vietnamese tradition. Respect to teachers, elders, and parents,
was the first and the basic virtue we had to learn from a very early stage. For
example, we learnt how to show respect by saying correct words in an
appropriate manner with appropriate voice tone. We were taught to be good,
which means to obey teachers, elders, and parents. That also means that we
have to obey and not to argue. In any cases, arguing with the elder is
considered rude and naughty and will lead to being punished. The punishment
could be to be beaten, or to be left in the dark. Everything has its own place,
so we just needed to follow without questions. We have to keep everything in
place and be well organised. Everything has to be done according to a
timetable — getting up, having meals, studying times, leisure times, or bed
times have to be scheduled; these activities do not depend on the needs, but
on the scheduled times. We certainly could not do what we wanted or
enjoyed things without parents’ permission. In return, we were looked after

very well by the elders. We were not expected to experiment for ourselves as
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parents often did most things for us. They took control of our life even when
we became adults and got married. We also learnt how to harmonise
ourselves with people around. That means we learnt to hold our emotions, to
keep ourselves in control. Even though we felt upset or angry, we needed to
keep what we thought inside without confronting other people to keep peace.
| still remember Mum said ‘M6t diéu nhin bang chin diéu lanh’ (hold yourself
once, nine happy returns will come). Another teaching my Mum often said
that has always stuck in my mind was ‘@n tréng noi, ngéi tréng hudng’ (when
eating, you have to watch the rice bowl, when sitting down, you have to
watch the direction). This saying needs some explanation. Vietnamese often
gather together with all the members of the family for every meal. Rice is the
main food, which is often placed in a big bowl for the whole family. In the
past, rice was often not enough for everyone to eat. One was supposed not to
be greedy and not to take all the rice and, therefore, had to watch how much
the others are having so that he/she should have the same amount. By the
same token, when sitting down together with other people, one should place
himself/ herself in a position that would not block others’ view. This saying
teaches us to be harmonic among others, and not to be different. Modesty
was also a quality that my parents expected us to have. Modesty could also
help us to be better harmonised among others. Perfection was also expected
in everything we did. Mistakes would show a sign of being naughty, and
therefore, needed to be avoided. Whenever we did something, we had to be
very careful to make sure that no mistakes would occur. If we made mistakes,
depending on how serious they were, we would often be scolded or punished.

This code of conduct was also practised at the schools we went to.

Those were just a few examples of what we needed to follow from childhood.
Of course, my parents believed that was a good way of educating children and
would help us become good people. In Vietham we have a saying ‘Yéu cho roi
cho vot, ghét cho ngot cho bui’ (To love is to give rods, to hate is to give
sweets) meaning if you love someone and want them to become good people,

you will have to beat them. Giving them sweet words or pleasing them would
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spoil them. However, | remember, as a small child, | felt | was oppressed.
Many times | found myself in tears because | did not have a chance to express
what | thought. | also often felt anxious about doing something new, being in
a new place, or talking to new people. | often felt worried that | would make
mistakes. | think | was a very passive, shy, and timid person. At the same time,
| think | also became a well-organised person, who had the ability to plan
things carefully, to get things done properly and a modest person, who can
communicate with people in harmony. Probably, | had built the inner strength

and the ability to harmonise with other people from that form of education.

In 1989 | went to a university for teachers of foreign languages, which my
parents chose for me. Russian and then English were my majors at university.
At that period of time, | heard of communicative language teaching from the
lectures, but never figured out what it was because what we learnt was
through traditional teaching methods. | believed that even my teachers did
not really understand the nature of communicative teaching. They just talked
about what they read in the textbook to transfer that knowledge to their
students. We learnt a lot of grammar rules, did a lot of grammar exercises,
and learnt new words by copying them down into a little book and making
sentences with the new words. We learnt by heart all the texts that the
teachers thought were interesting or useful for us. We did a lot of drilling
exercises. We practised pair work quite often, but | remembered the pair
work was for practising reading the dialogues aloud in pairs. As a result, when
| graduated from university, | did not have confidence to speak in English. If |
had to, | often spoke with caution for fear of making mistakes. | did not have
good language skills especially for speaking and listening. | was often scared of
having to discuss something in English as | often felt uncomfortable in
speaking my mind. Consequently, in my teaching | adopted the same
approach- the traditional grammar approach, which did not require me to use
the language skills. At that time | thought that explaining grammar rules was

the way to teach English.
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My first experience with Western elements was in 2004 when | was offered a
job as an assistant to the head teacher by WUSC (World University Service of
Canada), a Canadian education company, which helps Vietnamese universities
build capacity in teaching English. It was a valuable time for me to learn, not
just language skills, but also learning strategies to become an active learner,
which | found the most important. Needless to say, my English skills improved
considerably. | had to communicate in English with Canadian colleagues,
making myself understood as well as trying to understand what they said to
me. | engaged in negotiating ideas, discussing and interacting with many other
Canadian teachers of English in meetings, workshops, emails etc. | soon
realised that learning by interacting with others, sharing ideas, and
experimenting with things by myself were the key factors that helped my
language skills improve. Another important thing was that | learnt to
overcome the fear of making mistakes by taking risks. Importantly, the way |
improved my language and work skills made me change my fundamental
thinking about teaching methodology. | saw the values of learning by doing

and reflecting on experience.

After that, there were two more periods of time that offered me
opportunities to get to know Western learning and teaching theories and to
conceptualise what | had experienced in my own learning and teaching.
These periods were the courses for international teachers of English delivered
in Canada in 2005 and another in the UK in 2009. These courses allowed me
to experience the interactive and communicative teaching and learning
approach with a lot of activities for different purposes and different types of
learners. | also started to study about different theories of learning, theories
of language acquisition, and theories of teaching English for speakers of other
languages and found them very fascinating. | am very much interested in
Socratic philosophy in comparison with Confucian teachings. Both Socrates
and Confucius were great thinkers, who founded two different philosophies
representing cultural values and beliefs for two vast communities — one of the

West and the other of the East. Although both thinkers aimed at inculcating in
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their students a love for learning and a desire for a life of virtue, their
teachings were communicated from different approaches. Socratic teachings,
labelled as Western, valued questioning and evaluating others’ beliefs to
generate and consider their own hypothesis and construct knowledge.
Confucian teachings, labelled as Eastern or Asian, valued effortful learning and
pragmatic acquisition of essential knowledge and behavioural reform. | often
think about these two approaches of teachings, which | believe, both have

great value in their own right.

After the course | went back to my university and together with my colleagues
developed textbooks for students and delivered workshops and seminars to
introduce the new ideas | learnt from the West and shared the experience |
had from those courses in the light of the Western learning theories | learnt
about. The improvement of my own skills and knowledge was very convincing
evidence of the effectiveness of the Western ways of learning. This evidence
also made me strongly believe that Western ideas could work very well in the

Vietnamese context, where traditional values are predominant.

Consequently, | applied for a PhD in the UK to pursue my study. At the School
of Education in Nottingham | had a valuable chance to observe teacher
training classes. It was a very interesting experience for me to compare
learning in general, and teacher training in particular, in Vietnam and in the
UK. There were many differences | noticed from the observation. For
example, the UK students seemed to like open-ended learning situations so
that they could discuss openly with many different alternatives, whereas
Vietnamese students tend to be rigid about one correct answer and are not
happy with open-ended explanations. Vietnamese students tend to seek right
or wrong answers from the teacher, whereas the UK students were highly
tolerant of ambiguity. UK students seemed to me very outspoken and often
spoke their mind. They were willing to share their ideas even though the
thoughts had just come off the top of their heads. Vietnamese students seem
to have difficulties in expressing their opinions and often wait until something

perfect will come out. Viethamese students tend to work very hard even
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without break until they achieve their goals, whereas UK students often tend
to relax in their study. In break time or at weekends they never appeared to
work. Those are just a few examples | noticed from the observation. They link

to my thinking with the Socratic and Confucian philosophies.

Since | have always wanted to work with teachers this experience has inspired
me to look at how Western learning theories can be accommodated in the
Vietnamese teacher educational context. | also wanted to explore changing
Vietnamese teacher education through a practical intervention. | hope to be
able to promote a shared learning environment through a process of
reflecting on experience so that the teaching methods in Vietnam will move to
a more dialogic approach. | also hope to help students become active
learners, who can work well in the global context. This will serve as a
springboard for teacher education in Vietnam to integrate to the international

educational environment.

1.2. Aims of research and research questions

The context of Vietnam’s contentious reforms and my personal educational
experience has formed the background for this research. Thus, with my deep
commitment to teaching and learning in Vietnam, and as a responsible
Vietnamese teacher educator, | would like to make my small contribution
towards the development of Vietham. Therefore, the aims of my research,
which synchronise with the Vietnamese government’s ambitions to transform
Vietnam in the context of globalisation, are as follows:

- To contribute to the cause of modernisation and industrialisation of the
country

- To contribute to Vietnam being connected to the world and leaving behind
the history of isolation from wars

- To contribute to paving the way to promote the globalisation process in
Vietham

- To help prepare the next generation in Vietnam for international

employability
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Research questions

Posed in the context of education policy changes in Vietham in response to the

globalisation agenda, my research questions are as follows:

- What factors hinder teacher learning in initial teacher education in
Vietnam?

- What factors contribute towards teacher learning being effective in
initial teacher education in Vietnam?

- What are the most appropriate strategies to promote initial teachers’
learning in Vietnam?

- What is the role of teacher educators in redefining the teachers’ and

student teachers’ identities?

The objectives of the research are as follows:
i) To conduct a practical intervention experimenting with using
Western learning theories in the Viethamese context.
ii) To promote a shared learning environment among beginning
teachers using a more dialogic pedagogical approach
iii) To help the student teachers develop as lifelong learners
iv) To experiment, in a safe environment, with changing the culturally

established roles between teachers and learners in Vietham.

1.3. Structure of the thesis

This thesis consists of seven chapters. Chapter one is the introduction, which
presents the lead-in to my research, the background to the research as well as
its aims and structure. The lead-in introduces readers to the focal points of
the study, including an investigation into the factors that hinder and enhance
teacher learning in Vietnam, the most appropriate strategies to be applied to
promote teacher learning and the role of teacher educators in shaping the

Vietnamese students’ and teachers’ identities. The introduction chapter sets
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out the context that promoted the research to be launched, including a
review of the current context of Vietnam in the globalisation period and my
own journey leading to this research. The aims and objectives of the research

are presented at the end of this chapter.

Since the topic of the research concerns teacher learning in Vietnam, the
second chapter offers a review of the representation of Vietnamese teachers
via their images in Vietnamese popular culture. It analyses the cultural beliefs
underpinning these images manifested in proverbs, folklore, and popular
poems, songs and films. It takes a historical approach in order to see how this

representation of Vietnamese teachers is demonstrated over time.

Chapter three begins with an overview of the literature on the prevalent
model of learning in CHC (Confucian Heritage Culture) countries. This is to
provide a comprehensive view of the two models of learning, which are driven
by different ideologies from the West and the East. The chapter then
continues to consider four constructivist theories of learning that are
influential in the west and gaining influence in Vietham. These are the
interactive learning model, the model of teacher as a reflective practitioner,
the experiential learning model and the model of visible learning and visible
teaching, all of which have a particular relevance for teacher learning. This
literature review chapter ends with a brief review of research in teacher

learning and teaching.

Chapter four continues with a discussion of the methodology of the research.
| begin the chapter with the review of action research in education. Then |
discuss the rationale for using action research in my study. Other issues
related to methodology are also been presented. Particularly, the analytical
framework — Hofstede’s cultural dimensions as well as the analytical

processes are also presented and discussed at the end of the chapter.
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In chapter five, | present and discuss the findings of both the pre-intervention
and the intervention phases of the first (and, currently, the only) cycle of
action research. In the pre-intervention phase of the study, both the student
teachers’” and the tutors’ views are analysed in order to design the
intervention. The intervention was designed for and targeted at the student
teachers only; the analysis, therefore, is intended predominantly to find out

the views of the student teachers.

Chapters six and seven use the findings analysed in chapter five to discuss the
four research questions. Chapter six discusses the first two research
questions, which are at a more micro level about factors that hinder teacher
learning in Vietnam as well as factors that enhance it. The discussion of these
two questions will point towards the discussion of the other two research
guestions, which are at a more macro level. Thus, chapter seven constructs
the recommendations offering the most appropriate strategies that the
Vietnamese strategic plan makers should take into consideration in order to
implement the government’s educational reforms. Chapter seven also
discusses the role of the Vietnamese teacher educators in redefining the
Vietnamese students’ and the teachers’ identities in the new era of

globalisation.

In my study, some terminology needs clarification at the beginning to avoid
confusion during the course of reading this thesis. For example, the general
word for the person who learns is a ‘student’ and for the person who teaches
is a ‘teacher’. These words are used in the literature review or in the review of
cultural dimensions of my study when it is about the roles of students and
teachers in general. However, since my study focuses on teacher education,
which means the teaching to teachers, the person who learns is a pre-service
teacher and the person who teaches is the teacher of these pre-service
teachers. Therefore, the term | use for the learner in my intervention is a

‘student teacher’ and the term for the teacher who teaches these student
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teachers is a ‘tutor’. Thus, a ‘student teacher’ actually takes the role of a

student, and a ‘tutor’ takes the role of a teacher.
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Chapter 2: Teachers in Vietnam - Popular

cultural images and influences

This chapter reviews the representation of Vietnamese teachers via their
images in Vietnamese proverbs, folklore, and popular poems, songs and films.
It analyses the cultural beliefs underpinning these images on the assumption
that, whilst popular cultural images influence everyone’s views of teachers in
a particular society, they will have particular relevance for trainee teachers,
who arrive with certain preconceptions that are likely to influence the kinds of
teacher they wish to become, and so have a direct bearing on their

professional development.

In order to see how the representation of Vietnamese teachers is manifested
over time, the historical approach needs to be taken into account. For nearly
one thousand years, Vietnam was strongly influenced by the Chinese invasion
that resulted from such a long period of Chinese domination. Vietnamese
people used Chinese characters, but pronounced them in their own way.
Alongside the use of these Chinese characters, Vietnamese people adapted
them and invented their own scripts called ‘chit ndm’ (World Bank, 2006;
Dang, 2009). This development of learning showed that Chinese people could
not assimilate Vietnamese people, and indicated Vietnamese awareness of
national independence. Although Vietnamese people have their own script,
Vietham had a Confucian-oriented education, with its traditional values in
promotion of learning and respect for teachers, for a very long time (World
Bank, 2006; Dang, 2009; Le, 2013). At the end of the 19" and the first half of
20" centuries, the French forcibly colonised Vietham and built French-
Vietnamese education in order to serve the colonial apparatus. French and
‘chit quéc ngl’ (Vietnamese national language) coexisted during that time
(Dang, 2009). Under the French- Vietnamese education system, 95% of

Vietnamese people were illiterate (World Bank, 2006).
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The 1945 revolution against French colonists is an important mark in
Vietnamese history since this is when colonial Vietnam was transformed into
an independent country. As soon as President Ho Chi Minh took control of the
country, he started the fight against poverty, illiteracy and invaders. With the
philosophy ‘an illiterate nation is a powerless one’, the government issued the
call for ‘anti-illiteracy’ (World Bank, 2006; Dang, 2009). Since then, for
decades Vietnam has committed to anti-illiteracy and the improvement of
education for the whole nation. There have been successive education
reforms, which began in 1950, 1955, and 1981 before the first major national
reform for overall change was launched. The reforms aimed mainly at training
people for the needs of the contemporary contexts of economic
rehabilitation, building the country in the North and fighting with the
American invaders in the South for the reunification of the whole country.
One of the notable premises of the reforms was the abolition of the
‘command education system’ and beginning ‘a more equitable relationship
between teachers and students’ (World Bank, 2006; Kieu and Chau, 2012).
After these three successive reforms in education, in order to overcome the
economic crisis, the government decided to conduct a major national reform
commencing in 1986 called Doi Moi (Renovation) to move from the
centralised subsidised system to a socialist — oriented market mechanism and
to build Vietnam into a country of industrialisation and modernisation (World
Bank, 2006; Kieu and Chau, 2012). This overall change, with the government
mandating the ‘Open- door policy,” caused the need to change the national
policy in the education sector to be responsive to the new requirements. The
Education sector, whilst endeavouring to ‘maintain, enhance and develop the
national education system’, places the ‘emphasis on improving the material

and spiritual lives of teachers and educational managers’ (World Bank, 2006).

Recently, there have been two successive reforms in education, the reform of
general education curricula and the reform of higher education commencing

in 2000 and 2006 respectively, in order to meet the requirements of a new
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context of globalisation. The former was intended to introduce new curricula
and textbooks for all grades of all school levels with the renovation of
educational content and methodology. The latter aims to improve the quality
and size of higher education to be ready for the socialist-oriented market
mechanism. These aims are to meet the country’s socio-economic
development requirements and people’s learning needs (World Bank, 2006).
The focuses include renewal of training content and methods and significantly
improving the quality of education in order to come closer to regional and
international standards (Kieu and Chau, 2012). The renewal of teaching
methods has centred on learner-centred approaches, cooperative and
collaborative learning environments, fostering learner autonomy, and

promoting independent learning skills for students (Thanh, 2010, pp.29-30).

Taking the above historical development of Vietnamese education into
account, | divided the chronology into three broad periods. The first period is
the pre-revolutionary that covers the feudal and colonial times, during which
Vietnamese education was strongly foreign- oriented, immersed heavily in
Chinese and later in French models. In this period, since only a very small
population was literate, the popular culture was often reflected in proverbs
and folklore, which were circulated and resonated among ordinary people.
The 1945 revolution against French colonists marked the start of the second
period, the post- revolutionary up to 2000. This is the time when Vietnam
transformed into an independent country, building its own education system
while striving to fight against invaders, and to construct and develop the
country. This period ended up with ‘Doi Moi’, quite a successful major
national reform with new policies that helped Vietnam open a new door to
the world. Filled with the joy of being citizens of an independent country, and
because illiteracy was gradually eradicated, Viethamese people in this period
were able to and often liked to communicate many of their ideas and
thoughts through poems and songs. The third period is the modern time from
2000 up to now with new reforms in the context of globalisation. In this

modern period, although poems and song are still resonating, films about
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teachers have become more and more popular. Therefore, the following
analysis of popular images of teachers in Vietnam is organised in relation to
this broad periodisation - pre-revolutionary period, post-revolutionary period,
modern period - with one typical kind of text as the representation for each
period of time. Specifically, proverbs and folklore represent the pre-
revolutionary period, poems and songs epitomise the post-revolutionary

period, and the modern period is denoted in films.

2.1. Pre-revolutionary period

Popular cultural images of Vietnamese teachers were often depicted in
proverbs and folklore in this period. Proverbs and folklore, which were
rhythmic and ‘catchy’ verses passed on to one another through speech, were
an easy method to communicate ideas among ordinary people. They provide
a rich corpus of texts that permeate, infiltrate, and accumulate in the history.
These ‘catchy’ chants and proverbs were widely considered as a source of
wisdom, and they have been analysed by literary scholars as a repository of
information about Vietnamese habits, customs, and traditions, demonstrating
their cultural values, attitudes, and beliefs from different angles of the
Vietnamese people’s lives in the past (Ha, 2012; Manh and Ha, 2010; D9,
2010). Som, (2011) commented that ‘Folklore/folktales reside in the mind of a
people not just as stories but almost like a set of norms to follow that sets the
boundaries of concepts relevant for a culture’. Therefore, the images of
Vietnamese teachers found in proverbs and folklore can offer a partial, but
nevertheless illuminating representation of the popular culture of that pre-

revolutionary period.

The prevailing image of teaching in these proverbs and folklore is of a noble
and glorious job. Teachers are seen as the fount of all knowledge. The most
prominent feature to be noted is not just the extreme importance of the

teacher in society but also the authority of their knowledge and the fact that
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it is considered vital to the success of individuals. The proverb ‘Khéng thay dé
may lam nén’ (Without a teacher, you will surely not be successful) offers an
example of this respect for the absolute power of teachers to determine one’s
success. While placing the stress on the teacher’s role, the proverb also
suggests that students will always rely on the teacher in learning. However
talented the student is, he still needs a teacher for his whole life. The proverb
also suggests a moral lesson, warning the student not to be over proud of
himself/herself and reminding the student to be modest. It is notable that all
the proverbs that contain the word ‘teacher’ use ‘thay’, meaning ‘a male

teacher’.

Other proverbs emphasise the value of the knowledge the teacher provides:
for example, ‘Nhat tu vi su, ban tu vi su’ (teaching one word can make a
teacher, even half a word can still make a teacher). This proverb carries two
main implications. One is that the knowledge from the teacher is worthy and
valuable; even half a word should still be treasured. The other is advice for the
student to respect the teacher, however much he teaches. The focus here is
on precise knowledge from the teacher. Every single word from the teacher is

expected to be valuable, and therefore, has to be correct.

Since teachers are essential and teachers’ knowledge is vital to success, the
image of students’ expected relationship to teachers is seen as respect and
dependency. Respect for teachers is probably the most frequently found
moral lesson in proverbs and folklore. A large number of proverbs
demonstrate respect and gratitude towards teachers, such as, ‘Muén sang thi
bac cau kiéu, mudn con hay chit thi yéu kinh thay’ (If you want to come to the
other shore, you have to make a beautiful bridge over the river; if you want
your child to be knowledgeable, you have to respect the teacher in the first
place); ‘An qua nh& ké trong cady’ (When you eat fruit, you have to remember
the one who grew the tree) or ‘Udng nwdc nhd ngudn’ (When you drink the
water, you have to value the water source) or Cong cha, nghia me, on thay

(Mum gave birth to you, dad brought you up, teachers educated you). All of
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these proverbs emphasise the need for gratitude towards the teacher, a
gratitude that should be maintained throughout your life. The energy,
expertise, and love that teachers devote to their work of educating children
are often associated with all the hard work needed to cultivate a tree from
the sapling till the tree is able to produce fruits. The emphasis is, therefore, on
a lifelong project for the learner and a lifelong commitment for the teacher.
The water source is compared with the teacher’s source of knowledge, which
is precious and unlimited. The gratitude of the students towards the teachers
is considered as important as the gratitude of children towards their parents.
‘Tén su trong dao’ (Respect the teacher, value morality) became a very
common slogan in Vietnamese schools as a reminder for all Viethamese

students, which is still seen today in many school posters.

Seniority is another aspect of the image of teachers in this period. ‘Thay gido
gia, con hat tré’ (Teachers should be old, singers should be young) offers a
socially accepted value of a particular job, which claims that the older the
teacher is, the more respected he is. This proverb demonstrates the
hierarchical relationships in Vietnamese society, and explains the way
knowledge is constructed. The learning philosophy in this proverb is that
knowledge is accumulated over time. This concept of knowledge construction
also explains the belief that the teacher always has better knowledge than

students and, therefore, should be respected without questioning.

Proverbs and folktales were commonly used in the pre-revolutionary period,
when Vietnamese people relied mostly on oral speech rather than written
communication. They are the mixture of wisdom and philosophy, which tell us
the great truth in the most significant way and often have a great impact on
our minds. Moon (2009) maintained that proverbs can be used not only as a
bridge for communication, but also a means of understanding a culture. As
analysed above, Vietnamese proverbs often use metaphors to convey
meaning and teach lessons. Since the metaphors make them highly accessible,

the proverbs were immensely influential among people of all social classes.
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Often, alongside the literal meaning, the proverbs communicate moral
lessons. Looking at the teachers’ images described above, we can see that the
traditional Vietnamese teachers have to fulfil two crucial roles that establish
their identity - transferring knowledge to students and being a moral guide.
The prevailing image is, therefore, of the teacher as a source of unlimited
wisdom and moral guidance to students. Students in turn are expected to be
grateful, admiring and respectful of their teachers — not just in school, but for

life.

2.2. Post- revolutionary period to 2000

After the revolution, teachers’ images were further enhanced with the
establishment of Vietnamese Teachers’ Day. The history of the day began with
the establishment of the international organization of educators from
communist countries named FISE (Federation International Syndicale des
Enseignants - the united international education union) in Paris, France in
1946. The purpose of this organization was to improve the education system,
protect the teacher’s physical and mental rights, and give prominence to the
teacher’s duties and positions in society. Later in 1957, in a conference in
Warsaw, Poland, FISE developed a ‘Charter of Educators’ and decided to take
20" November as the Day of International Charter of Educators. Vietnam was
a member of the organisation from 1953 and first celebrated this day in 1958;

the day was renamed as Vietnamese Teachers’ Day in 1982.

This day, which can be considered as a festival for Viethamese teachers, is
vibrant with many activities to show honour and respect to teachers. On this
occasion, schools often have meetings especially for teachers and talks about
Teachers’ Day. Good teaching activities are showcased. Schools often issue
newsletters, forums full of beautiful poems and writings about teachers and
teaching. There are also performances of songs about teachers and dances to

entertain teachers. Students often give their beloved teachers flowers and
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gifts with beautiful wishes. This is done by not only the current students of the
schools but also by the school alumni. This occasion is a chance for people to
gather and visit their former and present teachers. On this day the streets are
often very crowded with students and parents - going to visit their old

teachers, taking them bunches of flowers.

Since its inception in 1958, and particularly since its renaming in 1982,
Viethamese Teachers’ Day has been important in generating modern
Vietnamese poetry about teachers, which sits alongside the proverbs and
folklores which are still popular. In the post-revolutionary period, alongside
images of mothers and soldiers, images of teachers were particularly popular
in poetry. There are many thousands of these poems, which were frequently
posted in newspapers, magazines, university and schools newsletters, and
now also feature on the news and websites. However, the dates when these
poems were written are often unknown because they were written not to be
officially published. They were written to record the emotions, attitudes, and
thoughts of the students towards their teachers and their experience about
the school time and also to show respect for the teachers. The poems are

passed on from student to student.

In the poetry of this period, a teacher as a topiarist or a grower is one of the
most common images. The teacher is someone who sows seeds of love (Thay
gieo hat mam nhan &i) in each blank field (Trén tirng manh dat so khai) (H. D.
Nguyén, n.d.) . The child is depicted as an empty field for the teacher to ‘sow
seeds of love’ or as a sapling and the teacher having to work hard to shape the
sapling into a bonsai. This image is found in many well- known poems written
by Tran, n.d.; L&, n.d.; Tran, n.d.; T4, n.d.; H. . Nguyén, n.d. Here is an
example written by Tran, n.d. to express nostalgia about school teaching and
pride in his job as a tree grower/ a topiarist:

Tirng trén buc giang lam thay (I used to stand by the blackboard as a teacher)

Tro bao nhiéu |&p ngay nay trudng thanh (Teaching generations of students

who have now been successful)



30

Lam ngudi tho gidi udn canh (Doing a job as a skilled topiarist)

G6p thém mot chat cong trinh qué huong (to contribute to the country)

H6m nay trd lai mai trwong (Back to the old school now)

Long vui phoi phdi nhv duwong lam thay (Feeling happy as if | am now a

teacher)

Another image of the teacher is a ferryman who takes passengers to the other
side of the river, back and forth diligently. This image is associated with a
teacher who takes generations of students to the bright future. Anyone who
wishes to travel to the other side of the river has to rely on a ferry and needs
support and assistance from the ferryman. The river is the metaphor for the
life line. The idea is that if an individual wishes to move toward a bright future
or to be successful in their life, one always needs to seek assistance from
teachers. The ferry is associated with a body of knowledge as a means for the
teacher to guide his students to success. This poetic image seems to have
originated from a proverb mentioned before, in which one who wishes to go
to the other shore has to bridge the river. In this poem, the bridge is replaced
by the ferry. This image is documented in a huge number of poems (Q. b.
Nguyén, n.d.; L. C. Nguyén, n.d.; L&, n.d.; Thao, n.d.), for example:

Mot dong doi - mot dong song (A lifeline — a river)

May ai la ké dirng tréng bén bo (Nobody is just looking to the other side)

Mudn qua séng phai cé do (Everybody has to rely on the ferry to go to the

other side)

Puong doi mudn budc phai nhe nguoi dua ... (There are so many walks of

life)

Thang ndm dau dii ndng mua (Over the difficult times and in harsh weather)

Con do tri thirc thay dua bao ngudi (The teacher takes you to the shore in

ferries full of knowledge) (Thao, n.d.).
The teacher is also portrayed as a father, or a mother, which is different from
the authoritarian role of the teacher in the previous period. In this image, the
role of the teacher is still extremely important as demonstrated in proverbs
and folklore, but more caring and loving. They help children with the very first

steps of life, not only encouraging them at difficult times, but also supporting
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them at every success, and always reminding them not to be over proud or
careless over a success.
Qua budn vui, qua nhirng thang tram (Going through sufferings and
happiness of ups and downs)
C4u tra 1o sang Ién 13p lanh (Twinkling the answer to the question)
V§i toi thay ky thac (Why the teacher is not a relative, but supports me in
every walk of life)
Thay glri tdi khat vong ngudi cha (Because he fires up in me the ambition

from a father) (Pham, n.d.)

Xiéu xiéu nét chir dai kho (Alongside my awkward writing characters)

Tay cd cAm am dén gi® long em (Warmth from teacher’s hand has emanated
to my heart until now)

V& ngay tho 4u [An xem (Looking back at notebooks from childhood)

Tinh ¢d nhu me biét dem sanh gi (I felt teacher’s love just like mum’s) (V. T.

Nguyén, n.d.)

Teaching also is depicted as lullabies from mothers/ fathers, which will be
soothing and encouraging the students throughout their whole lives.
Tl trong vom mat san trwang (From the school full of tree shadows)

Xin 161 ru dugc dan dwong em di (Let the lullaby guide my way) (Poan, n.d.).

The teachers’ teaching is also associated with sweetness and nourishment,
something valuable, beautiful, and vital:
Em ngbi yén udng sudi mat trong lanh (I am sitting still and drinking the
stream of fresh honey)
Thoi gian nhu dirng tréi khong buwdce nira (The time seems to stop flying)
Khong gian cling nam yén khdng dam cwa (The universe also stays still)
Ngai ngoai kia nang s& thoi vang (Lest the sun outside will stop pouring the

gold) (L. C. Nguyén, n.d.)



32

Many other images of teachers, such as, an engineer of the soul, an artist,
sweet fruits, sunshine, a guiding star are also found in popular poems about
teachers. ‘Bai Tho V& Nganh Gido’ offers an example of these images:

Dep biét may nghé gido vién ta d6 (How beautiful the teachers’ job is)

Ld hoa sy diém t6 mam phac nu (Being an artist portraying a bud in a

painting)

La k¥ su thiét k& van tdm hon (Being an engineer to design millions of souls)

(Anon, n.d.)
In these verses, the child is associated with a blank sheet and the teacher as
an artist can determine what the painting will look like. These images help us
envisage a process of educating a child that needs so much skill, care and
attention. Another image mentioned in the verses is an engineer of souls who
also makes the kind of person the child will become. The painting and the soul
are something delicate and fine and, therefore, need a lot of skill to work at.
As such, these images emphasise the important role of the teacher in shaping

an individual’s personality.

The image of students in return reflects a rather passive attitude of a baby
listening to ‘lullabies’ or ‘sitting still and drinking the stream of fresh honey’.
This is often considered a good manner of a role model student. This is also
associated with the idea that the students seem to accept everything from the
teacher without questioning. The metaphors for a teacher and a student
relationship as a topiarist- a young tree; a ferryman- a passenger; an artist- a
painting; an engineer of soul- a young soul; a mother/father- a child manifest
a relationship, in which the student is expected to depend on, listen to, and

admire the teacher.

The image of teacher- student relationship as a mother/ father and a child
seems to be the most influential association. School children in Vietnam in
both primary and secondary schools usually address their teachers as ‘Con’ vs.
‘Thay’ or ‘Con’ vs. ‘Co’. ‘Con’ is a personal pronoun as ‘I’ which a child

addresses to a mother or a father. This way of students’ addressing their
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teachers explicitly demonstrates a hierarchical relationship between students
and teachers. This relationship also implies that teachers hold great
responsibilities of educating and bringing up the children, and empowers the
teacher to control what children can or cannot do or what they will become.
At the same time, the children will have to respect, obey, and listen to their
teachers as to their mothers or fathers. This relationship, it might be argued,
nurtures a culture which promotes passitivity among school children and their
dependency on teachers toward whom they are expected to show
unquestioning respect. Teachers, in return, build up powerful authority over
the children, and an expectation that they can control all the activities in the

course of their life both academically and morally.

This poetry not only emphasises the important role of teachers, but also
displays the students’ respect and admiration for teachers. The poetry praises
the glory of teachers’ work, which educates useful people for the country,
fires up young generations’ dreams, and shapes young personalities. Implied
in the imagery is the idea that the teachers often sacrifice their personal life
for the sake of the students’ lives and that the students owe their success to
their teachers’ devotion to providing them with valuable knowledge and
guiding them in their moral lives (L&, 2010; Huynh, 2011). These are one of the
popular verses in the poem ‘Thay’:

Sau tham troi xanh (Deep in the blue skies)

Thay 13 may trang (Teachers are a white cloud)

Pem lai wéc mo (Bringing dreams)

Tw do hanh phtc (Freedom and happiness)

Pai duong xa xam (Far in the ocean)

Thay la ngon séng (Teachers are waves)

Nh&p nhd xao xac (Sweeping vigorously)

Xanh biéc mdt mau (Dying the water blue)

Thay véi béng dém (When in the dark)

Lai la ngon nén (Teachers are candles)

Suwdi am wdc mo (Warming up dreams)

Tuwong lai thap sang (Lighting up the future) (Anon, n.d.)
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Teacher images are featured not only in poetry, but also in many popular
songs about teachers. A very well-known song ‘Bai ca ngu¢i gido vién nhan
dan’ (A hymn of the people’s teachers) written by Hoang Van at the beginning
of the 1970s portrays teachers as beautiful scented flowers. The song with
blithe melody praises young teachers who are full of life and love for teaching.
As such, seniority as a criterion to assess the quality of a teacher in the
previous period does not seem to be applicable in this period. This song
resonated widely both within and outside the education sector and has been
sung until now:
Trén nhitng néo dudng cla té qudc xanh tuoi, c6 nhitng loai hoa thom dam
da sac huong, cé nhi*ng bai ca nghe rao ruc long ngwdi. Bai ca 4y, loai hoa
ay, dep nhu em — nguwdi gido vién nhan dan.TAm hén em, twoi mat xanh nhu
tan 18 bang. Trdi tim em dd nhiét tinh nhu hoa phuong vi ... (On the roads all
over the green country there are flowers imbued with fragrance and colour,
there are songs that arouse people’ hearts. Those flowers, those songs are as
beautiful as you — a people’s teacher. Your soul is as fresh as the shade of

foliage. Your heart full of enthusiasm is as red as flamboyant flowers ...)

Other songs of this content include ‘C6 gido vé ban’ (A teacher coming to the
mountainous village) written by Trueong Hung Cudng in 1972 when a number
of teachers were sent to many different part of Vietnam for the anti- illiteracy
movement. Teaching at that period of time was a big dream of many young
people full of enthusiasm and desire to contribute to the independent
Vietnam. ‘Udc mo xanh’ (The green dream) describes a young girl nurturing in
her heart a dream to be a teacher. In her imagination children are saplings
and schools are tree nurseries. And in the children’s imagination a teacher is
‘a fairy’ or ‘a beloved mother’, for example in the song ‘Ngay dau tién di hoc’
(First days at school) with lyrics from Vién Phuong and music from Nguyén

Ngoc Thién.
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A very well-known image that is found not only in poems but also in many
popular songs about teachers is the teacher’s white hair. The teacher’s white
hair reminds the students of all the hard work the teacher does for them that
makes the teacher’s hair turn white. ‘Bui phan’ (lyrics by Lé Van Léc and music
by Vi Hoang) is perhaps the most classic song of the teacher that every
schoolchild memorises, which conveys this image. After it was released in
1982 it quickly became one of the famous school songs in Vietham. The
audience can feel the emotions of a student, remembering the teacher, who
devoted his whole life to provide valuable knowledge to students. The white
chalk dust, often associated with teacher’s white hair, is falling on the
teacher’s hair making it white. The song advises students not to forget this
image; to always show gratitude and respect to the teacher:

Em yéu phat gidy nay (I love this moment)

Thay em téc nhu bac thém (When my teacher’s hair is looking whiter)

Bac thém vi bui phan (Whiter due to the chalk dust)

Cho em bai hoc hay (To give me interesting lessons)

Mai sau I&n khon réi (When | grow up)

Lam sao cé thé nao quén (I cannot forget)

Thay em ngudi day do (My teacher who teaches me)

Khi em tudi con tho (When | am a school child)

Other popular songs include ‘Nh& on thay c6’ (Grateful to the teacher) written
by Nguyén Ngoc Thién; ‘Di hoc’ (Going to school) owing its lyrics from Minh
Chinh written in 1959 and music from Bui Dinh Thao; ‘Khi téc thay bac trang’
(When the teacher’s hair is getting white) written in 1994 by Tran Durg;
‘Nhitng nu cuwoi trd lai’ (The smiles coming back) written by Xudn Nghia in
1998; ‘Con dudng dén trwdong (The way to school) written in 1980 by Pham
Pang Khuong; and ‘Mong udc ky niém xua’ (Coming back to the old
memories) written in 1997 by Xuan Phuong. These songs, which are still sung
nowadays, convey the students’ positive emotions about their school
memories. They also express love for their teachers and deep gratitude for

the teachers’ hard work and commitment to educating the students.
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As such, the prevailing image of teachers in both modern poetry and songs
portrays someone who has lifelong commitment to teaching, mothering
students from the young age until they grow up. This teacher is, therefore,
expected to be admired, respected and appreciated. The image of a teacher
as a highly respected knowledge authority in the previous period gives way to
a more nurturing one, sitting alongside their students as a grower, an
engineer of souls, an artist, a ferryman or a father/mother. However, the
prevailing image of students remains someone who is dependent on teachers

and admires the teachers without question.

2.3. Modern times

The popular cultural images of Viethamese teachers in recent years have been
featured in popular films. Released in 2002, Thung lting hoang vang’ (Desolate
valley), directed by Pham Nhué Giang, portrays teachers with a lot of
dedication to the job of educating the children in a remote mountainous area.
The film was like a poem filled up with deep humanity about the silent
sacrifice of the teachers in their mission of educating children. They overcome
many difficulties, struggling to hang on in a distant land, unaccompanied by
relatives, throughout the year immersed in solitude. They demonstrate great
love for their job and display good codes of conduct. The image of teachers in
this film, therefore, places emphasis on the moral agency of a teacher, who
should always have correct behaviour. The suggestion is that, if this moral
image collapses, it will cause a domino effect to the whole education
environment. The film revolves around the lives of two young teachers
assigned to come to a very poor school to teach mountain children. They have
gained a lot of love from the local children for their good manner and love for
the job. However, at one point a student sees their young teacher and her
boyfriend cuddling and kissing each other. This makes the image of the

teacher completely collapse because this is considered a bad behaviour for a
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teacher. Therefore she has to leave the school. Many other stories happen
that make the school in danger of disintegration. However, with their love for
teaching and for the students, the teachers come back to the school to
continue their duties as devoted teachers. The film indicates the fact that
teachers have to appear in front of their students as a moral model of correct
behaviours. They have to devote all their heart and overcome difficulties for
the sake of students. If this moral image is affected, the teacher will lose her
power. Obviously, the representation of morality is the prevalent image of

teachers is this film.

The image of teachers in the film ‘Chién dich trai tim bén phai’ characterises a
different aspect of teachers from the above one. The teacher is no longer a
single moral agent or a role model with correct behaviours. Seniority is not
the criterion used to assess a teacher. More important to this view of the
teacher is that she should creative and clever, to conquer a group of naughty
students. The film ‘Chién dich trdi tim bén phai’ (The right-side heart
campaign), directed by Pao Duy Phuc, was released in 2005 on the occasion of
Vietnamese Teachers’ Day, 20" November. The film focuses on the story of a
student teacher on her teaching practice in a new 7th grade group of
students. In this class, the young teacher has to deal with a group of naughty
students, who often cause a lot of troubles with their antics. Yet everything
seems to completely turn around when the young teacher gets to know the
class and establishes herself as their teacher. These students are no longer
playful like before; they become more docile thanks to the whole-hearted and
sincere advice of the new teacher. This film can be considered as a
breakthrough in teachers’ image-building from the long established traditional
images previously seen on screen: the image of teachers as moral guides has

changed to a new image of a creative innovator.

The image of teachers in the film ‘Cau véng tinh yéu’ (The love rainbow),
directed by Vii Hong Son in 2011 seems to be a combination of a role model

as a moral guide and a knowledgeable person. The film revolves around a
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story of a young lovely, gentle and very understanding teacher, who teaches
history. Through lectures full of enthusiasm, plus her kind and caring manner,

the teacher has captured the hearts of so many students in the school.

In contrast, the image of teachers in the film ‘Rirng Chan Cat’ (Protecting
forest), released at the end of 2011, places a lot of emphasis on the teacher as
a hero fighting against evil forces to protect their students. This film, which
attracted a lot of attention from the Vietnamese film viewers and critics,
associates the image of a teacher with a forest planted in the local area to
protect the area from being covered by sand. The film is about Hai Xuan, a
Secondary School located on a sandy hill of a poor coastal commune, which
existed under a loose management system and a domineering principal. Life
at Hai Xuan school exposes many existing issues of education sector - the race
for in-service education is just for a salary increase, many policies that are just
for show and formality. Binh Nguyén, the hero is a dedicated young teacher,
determined to fight for students and schools. As a eucalyptus forest, a typical
kind of trees of the area planted on sandy arid soil, survives the soil erosion,
teachers sacrifice their private lives, their dreams to save the school and build
a new face for it. The film was written by teacher Nguyén Thién V§, who
worked in Loc Ha district (Ha Tinh). He was inspired by what he himself
experienced. The film built up an image of a teacher as a hero in an education
field, who is daring and determined to sacrifice himself fighting against evil
forces for the better of the school and students. Imperfect images of teachers,
which show the deterioration in morality of teachers, are also exposed in the
film. These teachers are depicted as evil forces, but are defeated by the
positive images of teachers. The emphasis is, therefore, placed on the
morality of teachers in the modern time. The films about teachers in the
modern time therefore demonstrate common characteristics with earlier
texts in that the teachers are seen as moral agents, a knowledge source, an
adviser and a hero, which places considerable power and great expectation on

teachers.
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Chapter 3: Theoretical perspectives on
teacher learning

In this chapter | review the main constructivist theories of learning that are
influential in the West and gaining influence in Vietnam. These theories also
contribute to the development of a theoretical framework for my study.
However, as this study is also related to the context of Vietnam, one of
Confucian Heritage Culture (CHC) countries, in which these constructivist
learning theories are to be applied, | begin this chapter with an overview of
the literature on the prevalent model of learning in CHC countries. This is to
provide a comprehensive view of the two models of learning, which are driven
by different ideologies from the West and the East. The chapter then
continues to consider four constructivist theories of learning. The first theory
is the interactive model of learning that places great emphasis on the
important role of interaction in constructing new understandings. | then
review the model of the teacher as a reflective practitioner who has the ability
to reflect on their teaching, who is prepared to ask questions and self-assess
their own practice to improve it. The next learning model is the experiential
learning theory that highlights the role of experience in a learning process
though reflective observation. | also review the model of visible learning at

the end of the chapter.

3.1. The prevalent views of learning in CHC
countries vs. the constructivist views of learning

With the definition that CHC countries are ‘those which have historically been
heavily influenced by Chinese culture’ (Carless, 2011, p.155), Vietnam is
regarded as a CHC country together with Japan, Korea, Singapore, Taiwan,
Hong Kong and Malaysia (Nguyen et al., 2006; Le, 2013). The long period of
Chinese domination has bequeathed enduring legacies, reflected in many

aspects of the Vietnamese society. Therefore, in spite of the introduction of
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Western ideologies with the North being colonised by French people, and
then being backed by the Soviet Union, and the South being influenced by the
American invaders, ‘Confucian moral philosophy remains the guiding principle
that regulates [Vietnamese] people’s attitudes and behaviours and social
relationships (Le, 2013, p.13) including ones in education. For this reason,
Vietnam shares the prevalent model of teaching and learning that China and

other CHC countries embrace.

Because of the widespread influence of Confucian philosophy in Asian
countries, the terms used to address CHC learners are varied from ‘Asian
learners’, ‘CHC learners’, or ‘Chinese learners’ or sometimes ‘non-Western’
when described by Western academics to pinpoint the differences from the
Western learners. By the same token, the term ‘Chinese learners’ can also
mean learners from a wider geographical area than just China, including East
Asia, or Asia, which are influenced by Confucian legacies. The definitions and

the use of these terms are discussed in detail in Ryan (2010).

Although little has been researched about a particular learning and teaching
model in Vietnam, the general one in CHC countries and more specifically in
China has aroused a lot of interest among both Western and Asian
researchers. The scholars have shown high interest in these learners and
there is a good deal of ‘ongoing scholarly debate’ (Li, 2001, p.111). These
debates centre on three main issues: stereotyping the CHC learners, raising a

paradox and its solution, and debunking the stereotyping.

3.1.1. The prevalent views of learning in CHC countries

3.1.1.1. Stereotyping the CHC learners

From many westerners’ perspectives, CHC classrooms create a learning
environment that is impoverished. This environment often described
negatively and in terms of deficits has been recently reviewed and discussed
in-depth, for example in Watkins and Biggs (2001b); Biggs (2001); Li (2001);
Hu (2002); Ryan and Louie (2007); Ryan and Slethaug (2010). This work points
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out the stereotyping characteristics that characterise these deficit views of
CHC classrooms, for example, ‘large classes’, external examinations’, ‘cold
learning climate’, ‘expository teaching’, ‘ greatly under-resourced classes’,
‘conservative’ and ‘traditional’ (On, 1996, p.63; Watkins and Biggs, 2001b,
p.13; Cortazzi and Lixian, 2001, p.116; Mok et al., 2001, p.161). Others point
out that CHC learners are essentially characterised by some westerners as
‘passive learners lacking critical thinking skills’ (Ryan, 2010, p.41) or ‘passive
and surface learners’ (Ryan and Louie, 2007, p.407) or ‘no more than a passive
receptor’ (Lingbiao and Watkins, 2001, p.29). These deficits seem to become
CHC attributes and are also accepted by scholars from CHC countries. Hu

(2002) for example, stated that Chinese students

should maintain a high level of receptiveness, wholeheartedly embracing the
knowledge from their teachers or books. They are expected to respect and
cooperate with their teacher and not to challenge the transmitted
knowledge or present their own ideas until they have mastered sufficient

knowledge to make informed judgement (Hu, 2002, p.100).

In this respect, notions of knowledge discovery, construction of knowledge, or
independent learning, with equivalent strategies, such as asking questions,
reflecting on experiences, critical thinking, which are based on western
criteria of good learning are completely opposite to this learning style. The
features described above have become CHC stereotypes which are often
compared and contrasted with Western ones. They are often expressed ‘as
binaries such as deep/ surface, adversarial/ harmonious,
independent/dependent’ (Ryan, 2010, p.42). Ryan (2010) summarised these
dichotomies in table 1 (overleaf), based on his examination of literature of

this area.
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TABLE 1: WESTERN VS. CONFUCIAN ACADEMIC VALUES
(Ryan, 2010, p.43)

Western Confucian

‘Deep’ learners ‘Surface’ learner
Independent learners Dependence on the teacher
Critical thinking ‘Follow the master’
Student-centred learning Respect for the teacher
Adversarial stance Harmony

Argumentative learners Passive learners
Achievement of the individual Achievement of the group
Constructing new knowledge Respect for historical texts

Teaching in CHC classrooms, therefore, is often stereotyped as a process of
knowledge transmission. ‘Teacher-centred pedagogy and student compliance
are still prevalent’ (Ho, 2001, p.99) and ‘knowledge is something external to
the student and transferred to them by teachers’ (Lingbiao and Watkins,
2001, p.30). Thus, the learning style that has been reviewed previously
accords with this teaching style. The teacher is in the centre of the teaching
and learning process transferring the knowledge, which he/she has
accumulated before, from his/her head to the students’ heads. The teacher
acts as the source of all knowledge and therefore is powerful and is expected

to be treated with respect.

Lingbiao and Watkins (2001) develop a conceptual model of teaching, based
on their research into Chinese high school teachers of physics. Five
conceptions of teaching, namely knowledge delivery (KD), exam preparation
(EP), ability development (AD), attitude promotion (AP) and conduct guidance

(CG) are summarised in table 2 (overleaf).
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(Lingbiao and Watkins, 2001, p.29)
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Learning and | Nature  of | Role  of | Expect Teaching Method  of
learner teaching teacher outcomes content teaching
KD | Acquiring Delivering Deliver Accumulation | Follow the | One-way
knowledge and | knowledge and of knowledge | textbook lecturing plus
skills;  passive | and skills resource and skills closely demonstration
receivers
EP Achieving exam | Preparing for | Trainer High  exam | Conducted Classroom
requirements, examinations; | and achievement by the | drilling,
achievers, drilling director ‘baton  of | effective for
competitive students exams preparing
exams
AD Internal Facilitating Guide, Developing Meets the | A variety of
construction; learning leader and | understanding | needs of | methods,
explorer, facilitator and ability, | students and | emphasises
capable, flexible knowing how | matches activities and
and creative to learn students’ interactions
level
AP Establishing Promoting Model of | Active and | Contained Interactive
good attitudes and fostering | good independent implicitly in | and
good attitude | learner in learning teachers’ interesting;
with good performance | indirect
attitudes manner
CG Self- Facilitating Role Qualified Related Friendly and
improvement and guiding | model of | persons with | materials, interactive
good conduct | good good conduct | contained indirect
conduct, implicitly in | manner
friend of teachers’
students behaviours

All these stereotyping elements of the CHC learner portray a picture opposite

to the western teaching and learning environment, having a high degree of

teacher control and passive students with rote based learning strategies.

From the western perspective, the approach is likely to serve as a disservice to

learning and the likelihood, therefore, is the sense that there will need to be a

change towards the western style.
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3.1.1.2. The paradox and debate over the CHC learners

Despite this stereotypical picture of the CHC learner, other research in this
area has found that, in fact, CHC learners outperform Western students, at
least in science and mathematics and have deeper meaning-oriented,
approaches to learning (Watkins and Biggs, 2001b, p.3; Mok et al., 2001,
p.162). Consequently, a body of research started to look into this paradox as

well as its solution and suggested an alternative view.

Biggs (1998) set out several ways to resolve this paradox. He maintained that
‘the prospect of external examinations clarifies the mind, while drill, rote
learning, expository teaching, and a no-nonsense authoritarian classroom
climate burnish it to a mirror-like finish’ (p.725). His other explanations for the
better performance over western students include regarding CHC students as
being more intelligent and that ‘western perceptions about the impoverished
teaching environments are wrong’ (p.725). Biggs (1998) further explained two
common western misperceptions about the role of repetition in learning and
the role of the teacher in CHC classrooms. In his view, repetition does not
imply a surface learning approach as westerners often think, but can be seen
as ‘the route to understanding’ and the teachers are actually ‘dedicated to
student-centred teaching and meaningful learning’ (p.727). These claims are
also discussed in (Biggs, 2001) and inform further arguments about the

Chinese learner in (Watkins and Biggs, 2001a).
Mok et al. (2001) consider that learning depends on

what the learners discern and this in turn depends on the variation they are
responding to. As a result, the pattern of variation inherent in the learning
environment is critical to what can possibly be learnt (Mok et al., 2001,

p.176).

From that point of view, they studied a Chinese lesson in detail and uncovered
fascinating insights into how the Chinese teacher is able to create a positive

learning environment while maintaining the dominating role. It was found
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that the teacher managed to create different dimensions of variations
pertinent to the understanding of the lesson. Thus, the teacher was able to
create a learning space for his student. Their conclusion was that the claim
that teacher-centred whole class teaching means the transmission of

knowledge and little student involvement can be rebutted.

Littlewood (2001) studied East Asian students’ attitudes towards the English
learning classrooms from eight countries and found that these students ‘wish
to participate actively in exploring knowledge and have positive attitudes
towards working purposefully, in groups, towards common goals’ (p.3). This
finding challenges the claim that CHC learners are passive and do not have

strategic learning style.

3.1.1.3. Debunking the stereotyping

Another body of research (Li, 2001; Ryan and Louie, 2007; Ryan and Slethaug,
2010), conversely, regards the stereotyping, either the western learners or
the CHC learners, as a ‘ threat’ that can lead to ‘disidentification” and ‘self-
fulfilling prophecy’ (Ryan and Slethaug, 2010, p.45). According to Li (2001),
‘cultural meaning systems are too far too complex to be reducible to a single
label’ (p.133), a discussion of Chinese beliefs about learning cannot just rely
on one or two isolated ideas, but must be based on essential ideas of the
whole cultural system. Li (2001) argues that dichotomous conceptualisations
of learning are not useful. Similarly, Ryan and Louie (2007) remind
educationists to ‘be aware of the differences and complexities within cultures
before they examine and compare between cultures’ (p.404). They analyse
the two polar opposites of discussion on CHC learners. One pole claims that
CHC learners are passive and surface learners and generalises this as cultural
‘deficits’, which causes negative influence on CHC learning practice in the
international context. The other pole while trying to refute this claim falls into
the same trap of ‘surplus’ interpretation or over-generalisation. For example,
the idea that repetition could lead to deep understanding or that practice

makes perfect would just be appreciated by anyone who plays sport or refers
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simply to physical perfection. Thus, this surplus interpretation actually ends
up with just a reversed form of stereotyping. Ryan and Louie (2007) also
analyse some stereotypical western features to show that the stereotyping of
either the western or the CHC learners is often less than helpful. They
emphasise that teachers should avoid both ‘deficit’ and ‘surplus’
interpretation of their teaching and learning practice. Rather, teachers should
recognise complexities and foster mutual understanding to enrich learning ‘to
meet the learning needs of all students, regardless of their cultural

background’ (p.416).

3.1.2. The constructivist views of learning

Although constructivism is not a unified theory containing different
viewpoints and various emphases, the common belief holds that knowledge is
constructed in the mind of the learner and learning is the process of
construction (Bodner, 1986; Cunningham and Duffy, 1996; Tynjala, 1999;
Karin, 2009). They reject the idea that knowledge is passively received.
According to Karin (2009), research on learning in different situations and
different cultural settings suggests that ‘knowledge is not an independent
phenomenon, but situated in the activity, context and culture in which it is

developed’ (p.57).

As such, according to constructivism, learning is not a passive reception of
information, but an active process of constructing and reconstructing the
knowledge done by the learners. This is the process of interpreting,
understanding to internalise knowledge rather than memorizing and
reproducing information. The internalisation takes place via interactions,
ideas negotiation, and cooperative work in the learners’ learning context. The
learners interpret new information from their own views that are based on
their schemata — the existing knowledge, preconceptions, and beliefs.
Therefore, constructivism is grounded on the learners’ previous experiences

and understanding about what is to be learnt.
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In the teaching and learning environment, therefore, according to Tynjala
(1999), ‘teaching is not transmitting of knowledge but helping students to
actively construct knowledge by assigning them tasks that enhance this
process. This does not mean that lectures should be entirely removed from
constructivist learning environments. Rather it means that lectures should be
accompanied by assignments in which learners must reflect on and use the
information given them in the lectures’ (p.365). This comment suggests that
learning by doing and learning by reflecting on the learning experience is
considered important in this knowledge construction from constructivist point

of view.

The following are some key constructivist learning theories that have had a
strong influence on the latest Western instructional design, which facilitates
learning processes and the development of expertise. These theories also

inform the design of this study, which will be explicated in the next chapter.

3.2. Interactive model of learning and the role of

social interaction in teacher education

3.2.1. Vygotsky’s interactive model of learning

Vygotsky is one of the most influential constructivists. According to Vygotsky
(1978), interaction plays a central role in the learning process. Investigating
mental development, Vygotsky proposed that learning is guided by the
interaction of the learner with others. This is how knowledge is constructed.
Internalization is the process by which the learner constructs meaning from
interaction with his or her community. In Vygotsky’s theory, therefore,
internalization is a source of the cognitive development rather than a result of

it (Kozulin, 2004).
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Vygotsky (1978) argues that internalization can occur in basically two main
phases of mastering a skill. The first phase can be understood as ‘knowing
how’ when the learner knows how to do an action that other people in the
society often do. That happens on the social level between people. Then the
further phase called appropriation can be seen when the learner does it in his
or her own unique way rather than exactly the same as others have done
previously. The process of learning is, therefore, social/interpersonal before it
is individual/intrapersonal. Charting children’s cultural learning, Vygotsky
argues that
Every function in the child's cultural development appears twice: first, on the
social level, and later, on the individual level; first, between people
(interpsychological), and then inside the child (intrapsychological).This
applies equally to voluntary attention, to logical memory, andto the

formation of concepts (Vygotsky, 1978, p.57).

This process of internalization, which occurs through interaction with others
in an environment, demonstrates the importance of the cultural and social
context of the learner. In the classroom, this culture seems almost invisible
because it is absorbed through students’ everyday perception, and memory of
classroom activities (Kozulin, 2004). Nevertheless, this cultural context affects
how students think and perceive knowledge (Samaras and Gismondi, 1998).
Drawing on Vygotskian foundations, other scholars have developed more
detailed concepts to interpret cultural and social learning, for example,
‘situated learning’ (Lave and Wenger, 1991; Anderson et al.,, 1996; Stein,
1998; Samaras and Gismondi, 1998), ‘socially shared cognition’ (Samaras and
Gismondi, 1998; Kozulin, 2002; Huizen et al., 2005), and ‘joint activity’
(Samaras and Gismondi, 1998; Huizen et al., 2005; Cartaut and Bertone, 2009)

in knowledge construction.

The roles of the ‘more knowledgeable other’ and the ‘zone of proximal
development’ in the process of mental development are also important in

Vygotsky’s theories. The more knowledgeable other refers to anyone who is
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more skilled, at a higher level or has better understanding than the learner in
doing a particular task. It is usually a teacher, a coach or an older adult, but it
could also be a peer, or even a computer. Thus, teacher learning can be
promoted by interaction with the tutor and with other student teachers. One
of the aspects that these relationships should establish to facilitate teacher
training is, according to Samaras and Gismondi, ‘structured, content-specific,
and contingent feedback and reflective assessments, or bringing attention to

the ongoing action during instruction’ (Samaras and Gismondi, 1998, p.717).

The zone of proximal development is used by Vygotsky (1978) to indicate the
distance between the point at which the learner has to perform certain
actions with the guidance of more able others and the point where the
learner can complete the actions independently without guidance. According
to Vygotsky, learning occurs in this zone.
It is the distance between the actual developmental level as determined by
independent problem solving, and the level of potential development as
determined through problem solving under adult guidance or in

collaboration with more capable peers (Vygotsky, 1978, p.86).

The concept of the zone of proximal development is often associated with the
notion of ‘scaffolding’. Wood et al. (1976) explain the scaffolding process in
problem solving, which is analogous with Vygotsky’s zone of proximal
development, in which the more knowledgeable other assists the learner to
achieve the task that is initially beyond the learner’s capacity, but within his
range of competence. In relation to children’s learning, Wood describes
scaffolding in the following manner:
This scaffolding consists essentially of the adult ‘controlling’ those elements
of the task that are initially beyond the learner's capacity, thus permitting
him to concentrate upon and complete only those elements that are within
his range of competence. The task thus proceeds to a successful conclusion.
We assume, however, that the process can potentially achieve much more

for the learner than an assisted completion of the task. It may result,
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eventually, in development of task competence by the learner at a pace that

would far outstrip his unassisted efforts (Wood et al., 1976, p.90).

Vygotsky’s theories of zone of proximal development are analogous to
Krashen’s input hypothesis although Krashen’s hypotheses are related to
second language acquisition. Both thinkers see the distance between the
existing knowledge or the knowledge that the learner already has and the
potential knowledge that the learner will be able to acquire. What Vygotsky
calls the zone of proximal development, Krashen names as i+1, in which i is
the learner’s current level or the knowledge that the learner has already had,
i+1 is the input that the teacher needs to provide the learner and that is a bit
more difficult than the learner’s current level.

To state the hypothesis a bit more formally, an acquirer can ‘move’ from a

stage i (where i is the acquirer's level of competence) to a stage i + 1 (where i

+ 1 is the stage immediately following i along some natural order) by

understanding language containing i + 1 (Krashen and Terrell, 1983, p.32).

Krashen and Terrell (1983) propose that if the input is i+2 or more, it will not
be comprehensible and accessible to the learner as it is too much higher than
the learner’s current level of competence. In that case the teacher needs to
feed forward scaffolding to make the process of acquiring new knowledge
accessible. Conversely, the input of level i-1 or less will not be challenging

enough and does not help the learner in making progress.

Vygotsky’s developmental theory, which emphasizes social interaction as a
means for mental development to take place, underpins the current approach
of collaborative learning with regards to child learning, Vygotsky himself
maintained that:
An essential feature of learning is that it creates the zone of proximal
development; that is, learning awakens a variety of internal developmental
processes that are able to operate only when the child is interacting with

people in his environment and in cooperation with his peer. Once these
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processes are internalized, they become part of the child independent

developmental achievement (Vygotsky, 1978, p.90).

3.2.2. The role of social interaction in teacher education

The insights of Vygotsky’s theory have been popularized in many fields
beyond child learning. These fields include teacher education (Lantolf and
Pavlenko, 1995; Dixon-Krauss, 1996; Samaras and Gismondi, 1998; Lee and
Smagorinsky, 2000; Samaras, 2002; Moll, 2004; Kozulin, 2004; Huizen et al.,
2005; Cartaut and Bertone, 2009; Venne and Coleman, 2010). For example, a
study of pre-service teachers in teacher training programme designed from
Vygotskian tenets of learning noted the importance of socially shared learning
through cooperation and negotiation with each other in professional learning:
Even in a non-ideal practicum placement, learning through reflection,
nevertheless, could take place. Providing multiple and various field
placements with peer and cooperating teacher support, may offer pre-
service teachers opportunities for negotiation, deeper reflection, and

validation of their beliefs about teaching (Samaras and Gismondi, 1998,

p.730).

Huizen et al. (2005), examining the basic principles of a Vygotskian paradigm
for teacher education, contend that:
The Vygotskian perspective on learning and development in a socio-cultural
context holds promise for teacher education by offering the possibility for
integrating approaches that emphasize development towards a standard of
competence, development of a personal orientation toward teaching, and

reflective enquiry (p.285).

The three approaches identified by Huizen et al (2005) - the ‘standard of
competency’, ‘personal orientation toward teaching’, and ‘reflective enquiry’
have achieved recognition and a degree of influence on the field of teacher

development (Huizen et al.,, 2005). Huizen et al (2005) argue that each
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approach, taken in isolation or over-emphasized, shows its limitation. A
Vygotskian perspective, however, allow the possibility of integrating these

three paradigms.

This integrated approach has been elaborated upon by Randall and Thornton
(2001, p.54) through a figure showing the relationship between personal and
social factors in teacher learning. Student teachers when immersed in
teaching and learning environments, have opportunities to observe their
teachers’ or peers’ teaching and discuss the experience with their peers. They
are exposed to the culturally accepted norms of ways of teaching and relate
them to their observation of teaching to make sense of how to teach. At this
beginning stage, the university tutor, who acts as the more knowledgeable
other, works with the student teacher for the mediation process to take place,
so the student teacher starts to practise teaching as s/he has observed and as
the tutor guides. The student teacher then will need to discuss his/her own
teaching experience again with the tutor, who is more knowledgeable and
who should identify the student teacher’s zone of proximal development to
provide the right scaffolding in the supervisory feedback. According to this
model of process, the tutor plays a very important role in supporting the
appropriation to take place effectively so that the student teacher will be able
to move toward teaching independently. This appropriation process is about
how the student teacher acquires teaching skills and develops his/her own
values and beliefs about teaching. The whole process from mediation of
making sense of how to teach to appropriation of their own teaching style

with the tutor’s scaffolding is internalization.

Vygotsky’s theory has pointed out a number of implications, one of which is
about the role of the tutor. It is the tutor who needs to support the learner
with the right scaffolding within the zone of proximal development so that
‘i+1" will be achieved and so that the level of independent performance will be

accessible. She also needs good supervisory skills to challenge the learner by
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providing suitable tasks or questions that are a bit more difficult than the

learner’s current level of knowledge in order to assist the learning effectively.

3.3. Reflection theory and teacher as reflective

practitioner

3.3.1. Schon’s notion of a reflective practitioner

The notion of ‘reflective practitioner’ was born as a complete reversal to the
traditional approach, in which the teacher transmits knowledge and the
learner is a passive knowledge receiver. A reflective practitioner, conversely,
is an individual, who during the process of learning uses their critical thinking
to reflect creatively on what they are doing and what they have done to
acquire the expertise and become a professional. The teacher, in this model is
also a learner, who is the centre of the learning process and takes the
responsibility for their learning. The concepts ‘reflection’ and ‘reflective

practitioner’ help us understand how professionals develop their thinking.

How professionals develop their thinking has been discussed over a long
history, but it is Donald A. Schén who has particularly popularised the theory.
John Dewey (1859 — 1952) an important early proponent of reflective practice,
serves as a seminal influence on scholars who write on this area. Dewey’s
theory of reflective thinking was then built on and extended by others, for
example, Bode (1940); Rugg (1947); Borrowman(1956); Hullfish and
Smith(1961); Van Manen (1977); Feiman (1979); Zeichner (1987); Tom(1984);
Cruickshank (1985). However, since Schon (1983, 1987) built on and
developed the theory of ‘reflective practitioner’, it has gained much
popularity in education with reflection as an important factor for professional
development (Calderhead, 1989; Copeland et al., 1993). Schon’s contribution

was to bring reflection to the centre of an understanding of what
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professionals do and relates it to the field of teacher education through the
concept ‘Reflection-in-action’ (Calderhead, 1989). In his work, he describes
how professionals, including teachers, reflect on their practice while engaged
in the action in order to adapt their practice creatively to new situations,
resulting in building and modifying their repertoire of knowledge and

professional skills.

Reflection-in-action is the reflection during the process of doing something
while actively engaged in it in order to modify existing knowledge and build
new knowledge. Reflection-in-action is described as ‘thinking on our feet’
(Schon, 1983). In everyday life, when we do an action we often connect our
thinking with the experiences, feelings and theories in use to deal with the
action. All these things are tacit knowledge that we sometimes cannot
describe, but they will build a new understanding to inform the next step.
That tacit knowledge is called ‘knowing-in-action’.
Usually reflection on knowing-in-action goes together with reflection on the
stuff at hand. There is some puzzling, or troubling, or interesting
phenomenon with which the individual is trying to deal. As he tries to make
sense of it, he also reflects on the understanding which have been implicit in
his action, understanding with his surfaces, criticizes, restructures, and

embodies in further action (Schén, 1983, p.50).

This is the thinking-in-action process that helps in the situations, in which one
may feel uncertain, or vague. Because the situation is puzzling to us, it will
cause us to ask questions about why and how that happened. Then the
reflection-in-action will help us find solutions and reshape the situation.
Usually we find that it happened because the knowledge we bring to this
situation does not fit in the new situation and needs to be changed. As such it

entails a building of new understanding and knowledge.

Schon (1983) argues that one can also reflect on action after the action has

been done in order to analyse what worked well or what did not work well
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and what can be used in the future differently using the repertoire of
experiences.
Practitioners do reflect on their knowing-in-practice. Sometimes, in the
relative tranquillity of a post-mortem, they think back on a project they have
undertaken, a situation they have lived through, and they explore the
understandings they have brought to their handling of the cases (Schon,

1983, p.61).

A practitioner also reflects after a series of actions or patterns have been
done before so that we have a feel for what was right and that feeling allows
one to repeat that something right again. Schon (1983) gives the example of
how musicians cast the tune of music to improvise together. They listen to
one another and to themselves and feel the music to adjust the music they
are playing accordingly to get into the right tune (Schon, 1983). They can do it
because each of them has a repertoire of musical figures within a schema that
directs them to the right improvised performance. Schon (1983) wrote:
Improvisation consists in varying, combining, and recombining a set of figures
within the schema which bounds and gives coherence to the performance. As
the musicians feel the direction of the music that is developing out of their
interwoven contributions, they make new sense of it and adjust their

performance to the new sense they have made (Schon, 1983, p.55).

The example above presents the way in which new knowledge and skills are
built in relation to the prior experience one has already had before. From this
we can see the importance of the existing experiences that serve as schemata
contributing to the building of new knowledge on the previous base. Thus, the
process of reflection actually links what the student has already known with
what they will learn by challenging themselves to create new knowledge for a

new situation.

Schén’s reflection theory explains the way in which new knowledge and skills
are constructed using schemata, which stress the importance of the

background knowledge. As we have seen in the example above, previous
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experiences or the existing knowledge are important in creating schemata,
which help the practitioner retrieve, encode, and evaluate the information in
a certain context. As such, there is a close link between the schemata and the
context that the learner is dealing with. Therefore the schemata should be
matching with the nature of the context so that the learner will be able to use
them in order to process the information. If the schemata are different from
what one needs for the current context, there would be a mismatch, resulting
in a different interpretation of the information because
schemata are used to select and pare down the information being
processed. They may even be a biasing feature of interpersonal cognitive
activity in that perceivers may process observed behaviour according to
their schematic category structure, at the expense of processing the

behaviour actually observed (Borman, 1987, p.309).

There are other phrases used to address schemata, such as, ‘background
knowledge’; ‘prior knowledge’; ‘existing knowledge’; ‘prior experiences’.
Those phrases indicate all the beliefs, perceptions, or commitments that the
learner has already had in their mind and will be drawn upon when the
learner engages in processes of comparison, evaluation, and self-direction for
their learning. At this point, in order to promote learning and help the process
of knowledge construction there will need to be a mediator, who can facilitate
the activation of the right schemata, casting them into the right tune for the
learner to shape their thinking in order to construct the knowledge
accordingly. The facilitator will scaffold the learner’s reflection. This enables
the learner ‘to achieve a level of reflection beyond their current ability level’
(Harford and MacRuairc, 2008, p.1885). This fits well with Vygotsky’s theory

that will be discussed in the next section.

These understandings of how professionals think in action have been applied
in many fields including teacher training programmes, in which teachers need

to reflect on their teaching, evaluate it by themselves and acquire new
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knowledge and skills and build up their teaching ethos. The application of

reflection-in-action in teaching will be discussed below.

3.3.2. Reflective teaching and implications for teacher

education

Schon’s theory of reflection has proved attractive to many educational
researchers, some of whom have applied this theory to the practice of
teaching. There is a large body of research on the topic of reflective teaching,
conceptualizing the term ‘reflective teaching’, identifying its characteristics
and suggesting strategies to facilitate the process (Zeichner, 1987,
Calderhead, 1989; Bartlett, 1990; Copeland et al., 1993; Calderhead and
Gates, 1993; Loughran, 1995; Walkington, 2005; Fandifio Parra, 2011).

The definitions from different researchers appear to be similar on the surface.
It is said that reflective teaching is based on an ‘inquiry-oriented approach to
teacher education’ (Zeichner, 1987, p.566), or reflective teaching has been
‘associated with notions of growth through critical inquiry, analysis, and self-
directed evaluation’ (Calderhead, 1989, p.43) or is ‘manifested as a stance
toward inquiry (Copeland et al., 1993, p.349). Reflective teaching has also
been viewed as a form of self-determination, a ‘process of becoming aware of
one’s context, of the influence of societal and ideological constraints on
previously taken-for-granted practices, and gaining control over the direction
of these influences’ (Calderhead, 1989, p.44). Another view is that reflective
teaching involves a process of solving problems and reconstructing meaning

during an ongoing teaching process (Copeland et al., 1993).

However, there seems to have been little consensus on defining what
reflective teaching really ‘looks like’ or what the attributes of reflective
teaching are, or how to differentiate a reflective teacher from an unreflective
one (Calderhead, 1989; Copeland et al., 1993; Sarah, 1997; Cornford, 2002).

Therefore, not surprisingly, the different interpretations of the nature of
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reflection and reflective teaching give rise to varied teacher education
practices based on different models of teacher learning. In addition to that,
the fact that whether or not a particular model of teacher learning has an
impact has not been assessed (Calderhead, 1989; Sarah, 1997; Hargreaves,

2004).

The opinions around this debate seem to form two contrasting main streams.
Some researchers state that the empirical evidence that shows the link
between reflective teaching and teacher learning seems to be weak (Hatton
and Smith, 1995; Cornford, 2002). Nonetheless, (Cornford, 2002) has to admit
that ‘numerous qualitative or case studies on reflective practices have been
widely disseminated through publication. Many of these have reported the
enthusiasm of trainee teachers and lecturers using reflective approaches,
and/or have explored methods or possess to encourage reflection in student

teachers’ (p.221).

However, other commentators claim the benefits of reflective teaching in
teacher professional development (Kuit et al.,, 2001; Ferman, 2002;
Montgomery, 2002; Kane et al., 2004; Kahn et al., 2008; Bell et al., 2010). It is
agreed among these researchers that:
systematic reflection allows the teacher to be self-directed; it facilitates the
growth from novice to expert. It enables the teacher to view teaching from a

more interpretative and critical perspective (Montgomery, 2002, p.146);

reflection leads to self-knowledge and this is fundamental to the
development of our professional practice [the practice of teaching] (Kuit et

al., 2001, p.139);

effective self-reflection is a key component of excellent teaching (Bell et al.,

2010, p.57).
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The findings of the research conducted by Kahn et al. (2008) about the role
and effectiveness of reflective practices in programmes for new academic
staff have come to the conclusion that:
it is reasonable to claim that specific reflective processes applied to practice
on programmes for new academic staff can yield changes in capacity for
practice or for the ability to engage in specific categories of reflection on
practice, to the extent that these can be claimed as learning outcomes for

the programme (Kahn et al., 2008, p.5).

All things considered, although there are opinions expressing doubts about
the impact on reflective practice on teacher education, the majority of
western commentators hold that Schén’s reflection theory is key influence

guidance in teacher professional development.

3.4. Experiential learning and the role of dialogue in

learning to teach

3.4.1. Kolb’s experiential learning cycle

Another related theory that explains the process of learning from experience
is Kolb’s experiential learning cycle. Kolb’s experiential learning model draws
on the work of prominent 20" century scholars, such as, John Dewey, Kurt
Lewin, Jean Piaget, William James, Carl Jung, Paulo Freire, Carl Rogers and
others (Kolb, 1984a) and gained much popularity among researchers. The
model was developed in his popular work ‘Experiential Learning: Experience
as the Source of Learning and Development’, in which he defines learning as
the process whereby knowledge is created through the transformation of

experience. Knowledge results from the combination of grasping and

transforming experience (Kolb, 1984a, p.41).

This model is particularly applicable to adult learning and is constituted by 4

stages:  Concrete  experience, Reflective  Observation,  Abstract
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conceptualisation, and Active experimentation. Learning can take place at any

stage, but usually follows the sequence in figure 1.

Kolb (1984a) claims that experience is important for learning to take place. He

proposes that the learning process is the resolution of the conflicts of the four

adaptive learning modes in figure 1.
To begin with, notice that the abstract/concrete dialectic is one of
prehension, representing two different and opposed processes of grasping or
taking hold of experience in the world-either through reliance on conceptual
interpretation and symbolic representation, a process | will call
comprehension, or through reliance on the tangible, felt qualities of
immediate experience, what | will call apprehension. The active/ reflective
dialectic, on the other hand, is one of transformation, representing two
opposed ways of transforming the grasp or ‘figurative representation’ of
experience — either through internal reflection, a process | will call intention,
or active external manipulation of the external world, here called extension

(Kolb, 1984a, p.41).

FIGURE 1: STRUCTURAL DIMENSIONS UNDERLINING THE PROCESS OF

EXPERIMENTAL LEARNING AND THE RESULTING BASIC KNOWLEDGE FORMS

(Kolb, 19844, p.42)
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According to Kolb’s model, when the learner is immersed in a ‘concrete
experience’, they have a chance to observe it, and have a feel for it. The
learner then reviews and reflects on the experience they are going to have or
have gone through, analysing the observed experience with the feel of it.
From that ‘reflective observation’, the student will be able to work out the
‘abstract concepts’ by generalising principles from the experience. This
generalisation in its turn will be the foundation for another experiment,
known as ‘Active experimentation’, in which they will try out what they have
learnt. The plan to experiment with new concepts that have been derived
from the cycle will make another cycle, making the continuous learning
process a spiral, in which the learning act will repeat the same steps but at a

higher level.

The role of schemata and reflection again are implied in this model. The feel
for the ‘concrete experience’ is what Kolb (1984a) calls ‘reliance on the
tangible, felt qualities’. These tangible and felt qualities are obtained through
the learner’s schemata that have been clarified in the last section. With the
process of reflection, the grasp of experience will be transformed. When the
transformation has taken place, the learner will have new schemata, e.g. new
concepts, beliefs, commitments at a higher level. The learning cycle is then
repeated. It can be seen that Kolb’s learning cycle and Schén’s reflection

theory are interrelated.

The experiential learning model explains the learning to teach process, which
is often called a process of learning on the job or learning from the teaching
practice. Many people often do not actually know explicitly what ‘learning on
the job’ really means. Does it happen only in classroom during the lessons or
it also involves anything else that is beyond the classroom? This question has
been answered using the experiential learning model that provides a
description of the process of learning on the job. It is clarified from the model
that when the student teacher experience teaching practice, they will reflect

on that teaching experience. From the reflection, they will draw out
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theoretical concepts of teaching from the teaching experience. Those
acquired concepts will serve as a useful framework for the teaching practice
supervisory discussion. Then they will continue a new implementation cycle
with new teaching experience, which is based on the prior experience of the
previous cycle. The importance of the experience in learning distinguishes
itself from the traditional learning, which emphasises theoretical concepts
more and less the value of practical experience. In fact, many people acquire
professional knowledge and skills from hands-on experience without learning
theories. Also, there are many people, who are experts in theories, but are

not able to perform a concrete task.

There have been quite a few studies investigating experiential learning in
professional education (Nunan, 1992; Cleminson and Bradford, 1996; Kolb
and Kolb, 2005; Marlow and Mclain, 2009; Clark et al., 2010). Cleminson and
Bradford (1996) when studying the relationship between academic and
experiential learning claim that learning through experience will be limited if
the student teachers' learning is ‘osmotic’ without such factors as interests or
curiosity of an aspiring professional who is eager to challenge and interpret
the knowledge he observes from practice. The researchers also argue that
learning through experience itself is often a slow process, taking time for trial
and learning from errors. Thus, the role of the tutor/trainer, who knows how
to challenge the student teachers with the right level of new concepts,
knowledge, and skills, is important to inspire, promote, enhance, and make
this process faster.

Learning through and from experience works best when the trainee has been

provided with concepts, knowledge and skills that can be challenged and

transformed in the workplace. It is not sufficient to allow learning through

practice alone (Cleminson and Bradford, 1996, p.257).

Other research about the potential of experiential learning models and
practices in career and technical teacher education, which scrutinizes the

great potential of experiential learning on teacher education, suggests that
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Teacher educators should also be made aware that experiential learning is a
process and not just simply providing learners with the opportunity to take
part in an activity. There must be, at a minimum according to the literature,
reflection, and opportunity for the student to transfer the learning

(application) (Clark et al., 2010).

That again indicates the important role of the tutor in providing the student
teachers with opportunities to grasp the experience, reflect on it, and transfer

it into new knowledge.

3.4.2. The role of dialogue in learning to teach

Randall and Thornton (2001) relate the modes of learning in Kolb’s model
with its emphasis on experiential learning to the teaching practice cycle in the
figure below. This figure describes the role of the advisor in different stages of
the teaching practice cycle. The figure shows the role of the tutor, functioning
more as an intellectual growth facilitator than a technique trainer. The tutor
facilitates the student teacher’s thinking, stimulates their reflection on the
teaching experience. Through the discussion between the tutor and the
student teacher, the tutor will help them through a series of teaching actions,
reflect on them, and derive the principles out of them. Through the post-
lesson discussion, the tutor also guides the student teacher in building an
agenda for themselves drawn up from the previous teaching experience and
takes an action plan to try out new teaching ideas. Having acknowledged the
importance of the concrete experience of teaching practice in learning to
teach, we then need to discuss the role of the tutor in helping the student

teacher in developing their expertise.

Figure 2 (overleaf), which outlines a teacher training process in the form of
Kolb’s experiential learning model, serves as an important reference
framework for the dialogue between the student teacher and the tutor during
the post-lesson discussion feedback. It can be concluded from this model that

the student teacher as reflective practitioner needs to be proactive in their
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role, exploring new teaching ideas through the experiential learning cycle,

developing by reflecting on their professional experience. The role of the tutor

is to provide guidance for the teacher, critically analyse and draw out new

principles from the teaching experience and then use those principles in the

next lesson through drawing up a plan of action. To make these two roles

happen effectively, the dialogue between the student teacher and the tutor

plays a crucial role.

FIGURE 2: TEACHER TRAINING PROCESS IN THE FORM OF KOLB's

EXPERIENTIAL LEARNING

(Randall and Thornton, 2001, p.47)
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3.5. Visible learning

3.5.1. Visible learning and visible teaching

The discussion of learning theories would be insufficient if we did not include
Hattie’s model of teaching and learning, which is developed based on the
notion of visible learning and visible teaching. This is the result of a synthesis
of over 800 meta-analyses of over 50, 000 studies relating to the influences on

school achievement.

Based on the evidence Hattie claims that success at school is achieved when
teaching and learning are visible. It is critical that teaching is visible to the
student and learning is visible to the teacher. It occurs when ‘teachers
become learners of their own teaching, and when students become their own
teachers’ (Hattie, 2009, p.22). This sentence should be elaborated for more
detailed understanding of what visible teaching and learning is. To ensure
achievement at school, both of these aspects need to occur at the same time.
Visible teaching and learning occurs when learning is the explicit goal, when
it is appropriately challenging, when the teacher and student both seek to
ascertain whether and to what degree the challenging goal is attained, when
there is deliberate practice aimed at attaining mastery of the goal, when
there is feedback given and sought, and when there are active, passionate

and engaging people participating in the act of learning (ibid., p.22).

The visible learning, which is the title of the book and also the key word of the
main message of Hattie’s work, addresses not only students’ learning but also
teachers’ learning during their teaching. According to Hattie, students learn
when they are aware of, understand, and commit to the shared learning goals
and success criteria. The students learn when they have opportunities to
experiment and reflect on their experience. They learn from errors and
feedback given by the teacher or peers by making connections across ideas.

Teachers learn by constructing their teaching approaches by providing
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students with different learning opportunities through deliberate
interventions and altering the teaching acts to meet the students’ learning
strategies. The teaching acts have to be done through deliberate interventions
to make cognitive change happen in students. Teachers have to see whether
the learning occurs or does not occur to alter the direction of learning in order
to achieve the specific and challenging goals that have been set out between
teachers and students. In Hattie's view, teachers (and students) learn when
they are open to experience, learn from errors, seek and learn from feedback
from students and colleagues (or from teachers and peers); and foster effort,
clarity, and engagement in learning. In that way, the learning journey of both

teachers and students is visible.

In many ways, then, the learning journey that has been described above is
looking the same as the constructivist learning principles since it takes place
via experimenting with different strategies to inform what comes next for
better outcomes. However, Hattie’s model of learning is not exactly the same.
The learning theories that have been mentioned in the previous sections
apply student-centred approaches, in which the students have to be active
and responsible for their learning, constantly reflect on their experience and
share their reflections with others to construct new knowledge. These
theories focus on students’ learning and imply the need for a teacher’s role
that promotes student-centred learning. Thus the teacher acts as a facilitator
and, often, his/her role should be minimised to make just the students and
their learning visible. Differently, Hattie’s model of visible learning combines,
rather than contrasts, teacher-centred teaching and student-centred learning.
Not only the learning should be visible, but the teaching should be as well.
Hattie supports the power of directed teaching and the power of deliberative

practice, focusing on what happens next through feedback and monitoring.

According to Hattie, this deliberative practice, which has to be well-prepared

and is informed by students’ learning intentions and their learning strategies
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in order to ensure that there is a cognitive change in the student, needs to be

carried out by dedicated and passionate teachers:
the teacher must know when learning is correct or incorrect; learn when to
experiment and learn from the experience; learn to monitor, seek and give
feedback; and know to try alternative learning strategies when others do not

work (Hattie, 2009, p.25).

Unlike constructivist teaching that views teachers as facilitators, teachers in
Hattie’s teaching model act ‘as activators, as deliberate change agents, and as
directors of learning. Thus the teacher is active and involved to make
classroom activities visible so that the learning is ‘intense, buzzing, and risky’.
The role of the teacher in Hattie’s model is directive and corrective. On the
current trend worldwide, directive teaching has often beencriticised and
constructivist teaching is often more favourable. Yet, Hattie claims that
directive teaching is powerful in the successful recipe for teaching and
learning. The common phrases in constructivist approaches such as ‘student
centred inquiry learning’, problem-based learning, or task-based learning,
knowledge construction through students’ own activities or through
discussion’ arguably would be counter to Hattie’s model of teaching in the
sense that Hattie’s ideas about what makes a good teacher and what effective
teaching is obviously go against constructivist teaching that sees the teacher’s

role as more of a facilitator or, at most, minimal corrective intervention.

There have been quite a lot of studies using Hattie’s model of learning and
teaching or analysing this framework (Snook et al., 2009; Terhart, 2011; Lloyd
and Trangmar, 2012; Luke, 2013; Hogan et al., 2013; Kyriakides et al., 2013).
One of the central points discussed in these studies is the controversy about
Hattie’s conception of teachers and teaching. For example, Terhart (2011), in
his extended review of Hattie’s book, accused Hattie of ‘propagating a
teacher-centred, highly directive form of classroom teaching, which is
characterised essentially by constant performance assessments directed to

students and to teachers’ and argued that this ‘leads Hattie to a
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modernisedand refined conception of authoritative, teacher-centred teaching'
(p.434). In another article, Luke (2013) analysed particularly the directive
teaching point in Hattie’s work and came to a conclusion that ‘while explicit
instruction in its various forms is a necessary part of an effective school-level
response — direct instruction is not and by definition cannot be seen as a
universal or total curriculum solution’ (p.6). However, Lloyd and Trangmar
(2012) in their case study within the context of an HE teacher training
programme investigated the implications of Hattie’s model of visible teaching
and learning, and suggested that ‘Hattie’s work makes an important
contribution to understanding the practice of successful teaching’ (Lloyd and
Trangmar, 2012, p.73). Most recently, Kyriakides et al. (2013) conducted a
meta-analysis similarly aiming at understanding the impact of teaching factors
on student learning achievement. The main findings were interesting,
justifying the controversy over Hattie’s conception of directive teaching or
constructivist teaching. The findings indicated that the influential factors on
student learning outcomes were not related only to either directive and active
teaching approaches or more constructivist approaches. Both of these kinds
of approaches contributed to student learning outcomes. Kyriakides et al.
(2013) argued that
From a theoretical standpoint, this finding suggests that when it comes to
teaching and the factors contributing to it, imposing unnecessary
dichotomies between different teaching approaches might be
counterproductive. Instead, by being agnostic to the teaching approach
pursued in instruction and by considering what exactly the teacher and the
student do during the lesson and how they interact- regardless of whether

their actions and interactions resonate more with the one or the other

approach- might be more productive (Kyriakides et al., 2013, p.149).

According to this scholar, researchers should not tend to focus merely on new
ideas and underestimate other theories or approaches that have been proven

to work in the past. Kyriakides also maintained that the focus should be on
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particular teaching factors that benefit students in classroom, and these
factors could be from either approaches:
Good teaching is not necessarily associated with a particular teaching
approach; instead, its quality resides in making judicious choices and uses of
different component from different approaches in ways that benefit and

reinforce student learning (Kyriakides et al., 2013, p.150).

3.5.2. Signposts towards excellence in education in Hattie’s

theory

Having evaluated and discussed the findings of more than 100 practices with
the associated effect size, Hattie brought them all together and built up six
signposts towards excellence in education. They are:

1. Teachers are among the most powerful influences in learning.

2. Teachers need to be directive, influential, caring, and actively engaged in
the passion of teaching and learning.

3. Teachers need to be aware of what each and every student is thinking and
knowing to construct meaning and meaningful experiences in light of this
knowledge, and have proficient knowledge and understanding of their
content to provide meaningful and appropriate feedback such that each
student moves progressively through the curriculum levels.

4. Teachers need to know the learning intentions and success criteria of the
lesson, know how well they are attaining these criteria for all students, and
know when to go next in the light of the gap between students’ current
knowledge and understanding and the success criteria of: ‘Where are you
going?’, ‘How are you going?’, and ‘Where to next?’.

5. Teachers need to move from the single idea to multiple ideas, and then to
relate and then extend these ideas such that learners construct and
reconstruct knowledge and ideas. It is not the knowledge or ideas, but the

learner’s construction of this knowledge and these ideas that is critical.
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6. School leaders and teachers need to create schools, staffroom, and
classroom environment where error is welcome as a learning opportunity,
where discarding incorrect knowledge and understanding is welcome, and
where participants can feel safe to learn, re-learn, and explore knowledge and

understanding (Hattie, 2009, pp.238-239).

According to Hattie, every one of these signposts address what teachers need
to do for excellence in education. The word ‘teachers’ as the main subject in
all these signposts go accordingly with the main message of Hattie’s theory-
teaching needs to be deliberate. This demonstrates the importance of the role
of teachers that make a difference in students’ learning processes. It is
teachers who are passionate, who care for their students’ cognitive
engagement with the subject being taught, and who focus their skills in
developing students’ thinking and students’ ways of constructing new
knowledge and skills that have power. Hattie’s work, therefore, is about how
teachers monitor, assess, and evaluate students’ processes of constructing

this knowledge and skills, which then leads to the power of feedback.

3.5.3. Feedback in Hattie’s visible learning

In order to view Hattie’s conception of feedback, we need to look at the
development of feedback and the use of feedback in teacher education.
Feedback originated from the act of teachers’ marking students’ work to show
students how they performed. This is the notion of corrective feedback
originally. It sticks to the external provision of information about a student’s
performance. In the 1970s, feedback was viewed as a one way process of
transferring information from the tutor to the student teacher. It is the
provision of feedback or information about the results of the trainee's actions
which enables the learner to modify his behaviours in terms of goal (Perrott,
1977, p.3). It was like the teacher telling her students what to do to improve
themselves without being involved in the feedback process. This assumption

is that if the students followed what they were told in the teacher’s feedback,
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they could improve their performance. This kind of feedback required micro

skills of the teacher in presenting the feedback.

This assumption was gradually overtaken by a notion of feedback that places
the students in a position as self-regulated learners seeking to inform their
judgments from different sources of information through communication with
others. The learner now occupies the key role in driving their learning, and
thus generating their own feedback (Butler and Winne, 1995; Nicol and
Macfarlane-Dick, 2006; Boud and Molloy, 2013). This kind of feedback focuses
on students’ learning rather than on the feedback skills of teachers. Over
recent years, a vast number of research studies have focused on the process
of educating initial teachers (Zeichner, 1987; Al-Zadjali, 2004; Tang and Chow,
2007; Capizzi et al., 2010; Ferguson, 2011; Van den Hurk et al., 2013). How
feedback is viewed has been changing not only in the way it is carried out, but
also in its disciplines and designs. Feedback is no longer merely information
about the student teacher’s teaching performance. People have regarded it as
‘post-lesson discussion’, ‘supervisory conferences’, or ‘post-observation
conferences’ meaning two way communications (Zeichner, 1987; Al-Zadjali,
2004; Tang and Chow, 2007). Thus, feedback involves not only one way

information, but the participation of both the tutor and the student teachers.

Hattie holds that feedback is among the most powerful influences on
achievement (Hattie, 2009, p.173). The feedback could be from the teachers
or from peers to students, and from students to teachers. Feedback from
teachers to students requires the involvement of information and
understanding about what students already understand, misunderstand and
how to construct new knowledge from a task. And feedback from students to
teachers involves information and understanding about what teachers already
understand, misunderstand and construct about the learning of his or her
students. From Hattie’s observation, many teachers understood that feedback
was something teachers provided to students and they claimed that they

engaged in providing feedback all the time. In Hattie's view this was not
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actually the case. Also, most of the feedback teachers gave was social and
behavioural, rather than oriented towards improving learning. Hattie also
argues that feedback is not only from teachers to students. It is most powerful
when teachers seek or at least are open to feedback from students to
understand what they think, where they make errors, when they are going in

the wrong direction.

In an edited book specifically written about feedback, Hattie stated in his
section on feedback in schools that
Feedback is information provided by an agent (e.g. teacher, peer, book, parent,
self/experience) regarding aspects of one’s performance or understanding that
reduces the discrepancy between what is understood and what is aimed to be

understood (Hattie, 2012, p.266).

This definition of feedback reflects Hattie’s tenets of visible learning and
teaching, which combine teacher-centred teaching and student-centred
learning. The phrase ‘provided by an agent’ demonstrates a deliberative and
directive practice, which Hattie places much emphasis on. At the same time,
Vygotskian perspectives can also be noted from this notion of feedback. The
more knowledgeable other (MKO) in Vygotsky’s theory can be seen on the
part of the agent that provides information during the feedback on the task,
and the aim of the feedback at reducing the gap between present
performance and aspirations manifests the conception of the zone of
proximal development (ZPD). Hattie also noted that it is important for
feedback to be discussed, evaluated, and planned in the light of feedback
evidence. He stated that ‘this is not critical reflection, but critical reflection in
light of evidence about teaching’ (Hattie, 2009, p.239). Evidence about
teaching must be obtained from the observation of experience. At this point,
Schon's reflection theory and Kolb’s experiential learning are also implicated

in his model of feedback (see figure 3 overleaf).



FIGURE 3: HATTIE'S MODEL OF FEEDBACK

(Hattie, 2009, p.176)

73

— >

PURPOSE

To reduce discrepancies
between current

understandings/performance

and a desired goal

l

@:repancv can be reduced by:

/

Teachers

goals
Or

effective feedback

Providing appropriate challenging and specific

Assisting students to reach them through

\

Students
Increased effort and employment of more
effective strategies
Or
Abandoning, blurring or lowering the goals

/

EFFECTIVE FEEDBACK ANSWERS THREE QUESTIONS

/ h

Feed Forward
Where to next?

Feed Up Feed Back
Where am | going? How am | going?
(the goals)
»
Each feedback question
works at four levels;
) A Y
Task level Process level Self-regulation level
How well tasks are The process needed Self-monitoring,
understood/ to understand/ directing and
performed perform tasks regulating of actions

: Self level

1 Personal evaluations
: and effect {usually
I positive) on the

: learner




74

As such, the role of feedback in Hattie’s model of visible learning and teaching
reflects a comprehensive view of both traditional and present feedback
approaches — provision of information by the tutor regarding the student
teacher’s performance as a directive act and a two way communication
between tutors and student teachers, both to ascertain the answers to the
three questions at the four levels mentioned above. Schon’s reflection theory
(Schoén, 1983), Kolb’s experiential learning (Kolb, 1984a), and Vygotsky’s
tenets of interactive learning model (Vygotsky, 1978) are all relevant to the
goal that the students should move towards the position of being self-

regulated learners.

3.6 Review of research in teacher learning and

teaching

A central element of teacher preparation — and one that crosses national and
ideological boundaries - is the practice of teaching. This element of a teacher’s
training is considered to be crucial for new teachers to build capacity, acquire
teaching skills and develop their career ethos (Deanne, 1986; Richardson,
1990; Calderhead and Robson, 1991; Anthony, 1995; Tang and Chow, 2007;
Mutton et al.,, 2008). During the practice of teaching, student teachers will
develop themselves into professionals who need to be proactive in their role,
exploring new teaching ideas in a shared learning environment (Vygotsky,
1978), through experiential learning cycles (Kolb, 1984), and developing by
reflecting on their professional experience (Schon, 1983; Wallace, 1991).
During the process of learning to teach student teachers need to observe and
analyse their own teaching activities in the light of the theories they have
learnt from university, whilst reflecting on the experience or/and on the post-
lesson discussion they might have with the tutor or with other peers and
develop their teaching skills (Randall and Thornton, 2001). With effective
learning, student teachers can sharpen their expertise. They will be able to
acquire not only teaching skills, but also independent thinking ability and

critical thinking skills. This is the model of the teacher as a practitioner who
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should be more than programmed automata delivering pre-selected
materials; they should be actively engaged in critically examining what they

do in classroom (Randall and Thornton, 2001, p.2).

As discussed in the previous section, teacher training in Vietham has been
brought to the fore nationwide recently to accomplish the government’s
educational development strategies. Despite the emphasis on teacher
education in Vietnam, there is a lack of research in this important field and
scant attention has been paid to the field of teacher learning through practice
of teaching. A review of research from thirteen Asian Pacific countries,
undertaken in the last five years indicated that ‘the lack of suitably qualified
and prepared teachers, poor and/or limited teacher education, somewhat
negative attitudes, and an ad hoc approach to preparing or up-skilling
teachers was evident in almost every country in the region’” (Sharma et al.,
2013, p.13). There are a few empirical studies on Vietnam teacher education
conducted by foreign scholars to evaluate Vietnam education development
after having implemented teacher training projects offered by foreign
partnerships (Saito and Tsukui, 2008; Saito et al., 2008; Saito et al., 2012;
Hamano, 2008); there are also some studies in the related field conducted by
local researchers, but mainly focused on English teacher education (Pham,
2001; Le, 2002; Pham, 2005; Hoang, 2009; Le, 2010). This body of research has
revealed problems that teacher education in Vietham encounters. These
problems include lack of dialogue among teachers and strategies about how
to learn (Saito et al., 2008), difficulty in changing teachers’ belief in change,

lack of trust among teachers (Saito and Tsukui, 2008).

A few studies looked at teacher training in specific areas. For example, Ta
(2012) studied the collaboration work in Vietnamese initial teacher learning
and Vo and Nguyen (2010) looked into the same type of work among initial
teachers taking Critical Friend Group as a tool for professional teacher
development. However, these studies seem to contradict each other. Whilst

Ta, (2012) found that ‘interactions with trainers might be more beneficial to
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trainees’ learning than interactions with peers’ (p.5), Vo and Nguyen (2010)
indicated that the Critical Friend Group, composed of ‘peers where there is no
hierarchy of expertise’ helped the student teachers’ ‘teaching performance a
great deal’ and they were confident that within their research, the benefits of
Critical friend Group such as supporting a democratic, reflective, and
collaborative community of learners ‘have been confirmed in a Vietnamese
context’ (p.212). Other research, looking at initial teacher mentoring in
Vietnam, revealed that ‘there is a lack of awareness about mentoring,
especially formal mentoring at tertiary level in Vietham’ (Hoa, 2008, p.126). It
emphasised the importance of ‘providing beginning EFL teachers with
opportunities to learn how to learn through the process of trial and error,

feedback and reflection’ (p.127).

From this review of previous research in the area, it seems to me that the
recent research tends to be focused on incorporating Western ideas of
learning into Vietnamese education and trying to make them work. My view is
that that more research needs to be conducted about initial teacher training.
It is worth having an insight into how to create an environment for the
Vietnamese initial teachers ‘to learn how to learn’ to be active learners via a
more dialogic approach as indicated by the above mentioned researchers.
This also accords with the education strategic plan initiated by the
Vietnamese MOET, which aims to put ‘learners as the centre of the 2009 —

2020 Vietnam educational development strategy’ (Vietnam News, 2009a).
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Chapter 4: Methodology

In this chapter, | review the main characteristics of action research and its use
in teaching and learning. | then discuss the rationale for choosing action
research for my study. Issues related to methodology, such as, research
context and research participants, research design, reflexivity and ethics, and
the method of analysis are also presented. | particularly describe Hofstede’s
cultural dimensions and discuss its relevance to be used as the analytical
framework for my study. The analytical processes are also presented at the

end of this chapter.
4.1. Action research

4.1.1. Action research in education

Action research according to McNiff (2013) is ‘a powerful form of educational
research’ (p.24). Action research started in both the US and Europe in the
1940s. Kurt Lewin regarded as the founder of action research, introduced
action research perspectives to the US and made it a central interest among
social scientists (Wellington, 2000; Brydon-Miller et al., 2003; Norton, 2009).
His approach can be summarised as a series of steps including planning, action

and then fact finding about the result of the action taken.

Many scholars have made attempts to define action research. Scott and
Morrison (2006) state that ‘Fundamentally, action research is the research
strategies which set out to change the situation being researched’ (p.4).
Kemmis and McTaggart (1988) offer a more comprehensive definition, which

is also one of the most popular definitions:

Action research is a form of collective self-reflective inquiry undertaken by
participants in social situations in order to improve the rationality and justice
of the own social or educational practices, as well as their understanding of
these practices and the situations in which these practices are carried out ...

The approach is only action research when it is collaborative, though it is
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important to realise that the action research of the group is achieved through
the critically examined action of individual group members (cited in

Wellington, 2000, pp.20-21; Cohen et al., 2011, pp.345—-346).

The ‘participants’ that undertake this ‘collective self-reflective inquiry’ could
be teachers, students, or principals, in the field of education, for example. The
social situations include educational ones. Thus, action research in education
may involve a teacher investigating or taking action into his/her own teaching
practice or context to improve this practice or context. Therefore, according
to Wellington (2000), action research is linked to practitioner research, which
is often conducted by a practitioner/professional in any field into their own
practice. Wellington distinguishes practitioner research from action research
in maintaining that the key point that makes action research different from
practitioner research is that action research aims at bringing about ‘critical
awareness, improvement and change in practice, setting or system’
(Wellington, 2000, pp.20—21). However, Cohen et al. (2011) do not seem to
separate these two kinds of research. Rather, they view these as alternative
terms holding that action research is sometimes ‘called practitioner based
research’ (p.344). However varied the opinions are, ‘what unites different
conceptions of action research is the desire for improvement to practice,
based on a rigorous evidential trail of data and research’ (ibid., p. 334). Action
research is also linked to participatory research. It is regarded as a powerful
form of participatory research, which concerns ‘doing research with people
and communities rather than doing research to or for people or communities’
(Cohen et al., 2011, p.37). Participatory research arose in 1970s as a reaction
to those who adopted a top down approach to working with local

communities without looking into the local factors (ibid.).

Wellington (2000) offers a more simple definition of action research, stating
that ‘action research involves intervening in a situation and later evaluating
that intervention’ (Wellington, 2000, p.21). Thus, a cycle of action research

would include the following steps mapped out in figure 4 (overleaf).
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FIGURE 4: A CYCLE OF ACTION RESEARCH

Adapted from Wellington (2000, p.22)
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As discussed above, action research takes the philosophical stance of
reflective practice, which is embedded in the whole process of action research
and underpins it (Gore and Zeichner, 1991, p.119; Wellington, 2000, p.21;
Newby, 2010, p.624). The notion of reflective practice has been found in ‘the
reflective practitioner’ (Schon, 1983) and has become a very important
guiding principle in education development. The general key aims of action
research are to have a better understanding of a practice, improve the
practice, and change the practice being researched. The key elements that
come into play in action research, therefore, are reflection, planning, and
action. They are involved in these core procedures (i) learning by doing and

(ii) reflection as the key to unlocking all learning (Newby, 2010, p.624).

The approach to action research could be to use both quantitative and
gualitative methods of data collection and analysis (ibid., p.624). However,
since it is underpinned by the notion of reflection, and goes through a spiral of
cycles of actions and research for further understanding and improvement,
action research takes more of an interpretive stance and constructivist

philosophy. New understanding and knowledge of the current research



80

context or practice is constructed through the reflection on different cycles of

intervention.

Action research, with its nature as a process of learning by doing and
reflecting on experience, with its purpose to understand why something is
working the way it is and to improve it, is a very popular research strategy
amongst teachers. Scholars point out that action research brings a number of
benefits to the professional development of teachers (Gore and Zeichner,
1991; Norton, 2009; Cohen et al., 2011; McNiff, 2013). For example, it brings
about changes in their professional skills and roles, in their values and beliefs
as well as their level of reflection. It increases the teachers’ awareness of their
classroom issues, builds more confidence and bridges the gap between
theories and practices. Nonetheless, people sometimes get confused between
action research and everyday actions of teachers. To get out of the confusion,
we need to look at the intention of the action. Action research is not just
problem-solving. It does start from a problem and solve the problem, but it
looks beyond the problem itself in a quest to improve and change the
situation or context, e.g., a teaching and learning approach, a curriculum, the
views of teachers and learners etc. It is not just everyday thinking of teachers,
but it is more systematic and collaborative in searching out evidence for

rigorous reflection in order to set out a better plan for action.

4.1.2. Epistemology and ontology

My own research began by looking at the learning theories that are influential
in the West, which underpin constructivism. According to these theories
knowledge is constructed through experience (learning by doing) and the
experience needs to be reflected upon critically throughout the learning
process (reflection) and this reflective practice is to be shared and negotiated
with others (interactive learning). Since, in my view, ‘reality is human
construct’ and my research aims to explore perspectives and shared meanings

and to develop insights’ into the teaching and learning situation of my
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university and Vietnam, | position myself as an interpretive researcher
(Wellington, 2000, p.16). The theory of knowledge | hold affirms my belief in
my role as a constructivist in this research. For these reason, interpretivism
and constructivism were adopted as the guiding methodology approach for

my research.

Ontology, which refers to the belief the researcher has about the nature of
the reality that the researcher wishes to describe (Scott and Morrison, 2006),
goes hand in hand with epistemology because the belief about the nature of
the reality influences the way they can know it. Therefore, ontologically, |
embrace the belief that the reality can be improved and revised constantly.
My research, as stated above, taking the theory of reflection, experiential
learning, and interactive learning model as the reference framework, is based
on the perception that there is always movement between the learning cycles
so that the knowledge constructed often moves from one level to another
new improved level. In other words, the researcher believes that there is
always change happening during the learning process. This change, in my
view, goes in accordance with the law of nature and the natural selection as
Darwin maintains ‘It is not the strongest species that survive, nor the most
intelligent, but the ones most responsive to change’(Charles Darwin cited in
Gu, 2007, p.1). Teachers change for various reasons, one of which is to adapt
themselves and to lead new generations of students to this rapidly changing

world.

Taking a constructivist-interpretative stance as my epistemology and
ontology, there are two points that guide my research approach: the first one
is the belief that knowledge is human constructed and constantly revised, the
second one is the belief that reality needs to change to be adaptable to new
circumstances. Action research, which investigates an existing situation by
carrying out intervention via many cycles to revise the new knowledge aiming
at changing the existing situation for the better, is a powerful tool for my

research. What is important to note is the core procedures of action research



82

are underpinned by constructivist theories of learning as the theoretical
perspective in this research, and vice versa, the tenets of the theoretical
perspective of my research are clearly well embedded in action research. For
the above reasons, action research was chosen as methodology for my

research.

4.2. Research context and participants

4.2.1. Research context

The research was conducted at the Faculty of English in the principal
university for training teachers of Vietnam, which specialises in training
teachers of different subject areas, forming generations of school teachers in
Vietnam who will, in turn, influence the lives of a very large number of school
children. As one of the national key universities, it is one of the major centres
for teacher training and scientific research, and has trained many talented
people, including many of the country's outstanding scientists. Apart from
training teachers, lecturers and educational managers, it also plays a key role
in educational innovations, through a team of respected authors who have
created curriculum, textbooks, and guide books for teachers of different
grades and levels, and through leading consultants in the development of
education policy. At the time of the 2011-2012 academic years, the university
has 23 training faculties and two departments, two affiliated schools, and two

research institutes.

The Faculty of English of the university was chosen as a field for the research
for two reasons. The first reason was related to one of the principles of action
research being that action research needs to be collaborative and democratic
with other people involved, not just the researcher herself. This principle
‘might be problematic in some organisations’ because ‘schools might be
hierarchical, formal, and bureaucratic whilst action research is collegial,

informal, open, collaborative and crosses formal boundaries’ (Cohen et al.,
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2011, p.359). This suggests that there is a need to have a good collegial
environment for action research to be successful. For this reason, and for
easier access, | chose my workplace as the field for my research. In this
environment, | could have full collaboration from my colleagues and my

students.

The Faculty of English offers a four year full- time teacher training programme
for a bachelor degree. The four year programme covering 123 credits (each
credit is equivalent to 15 periods of 50 minutes) is divided into two parts:
general educational knowledge (34 credits) and professional educational
knowledge (71-81 credits) including compulsory and selective subjects. Of all
71-81 credits for professional educational knowledge training, the English
Language Teaching (ELT) Methodology programme was allotted 23 credits,
including university lecture training (16 credits) and school teaching practice
(7 credits). The largest amount of time, 36 credits, was distributed to English
Language Skill Development. The English Linguistics accounted for 19 credits.
And 12 credits were allotted to British and American studies (Khoa Sw Pham

Tiéng Anh, 2012).

Being one of the three courses that constitute the ELT methodology
programme, Teaching English Language Component and Language Skills was
chosen for the intervention of the action research to take place. This course,
which was allocated 30 lecture periods covering 15 weeks, focused on
building teaching skills for the student teachers in the four English language
skills- listening, speaking, reading, writing; and the three language
components — grammar, vocabulary, and pronunciation. This amount of time,
which was imposed by the centralised curriculum, was intended for university
lectures in class and did not allow time for student teachers to practise
teaching. However, within the curriculum framework, the teacher educators
at the faculty of English were trying to incorporate a micro-teaching element
into the syllabus in order to maximise the practice of teaching for the student

teachers and to make this course more skill-focused. This was intended to be
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a compensation for the limited time for the practice of teaching since the time
allotment for teaching practice was limited. Although micro-teaching was not
‘real’ teaching, thus, the student teachers had to teach in artificial settings
with students who were actually their classmates it was believed to provide
useful experience that familiarized the student teachers with some of the key
issues. In this course, therefore, a group of about 6-7 student teachers were
asked to prepare a short lesson (usually 15-20 minutes). These student
teachers played the role of students for one of them in the group assigned to
be the teacher. This micro lesson would then be reviewed by the class and by

the teacher trainer (class tutor) who would provide feedback.

At the time of the research, there were three groups of about 30 student
teachers sharing the same syllabus, the same condition of learning, and the
same class time. This number of student teachers enrolled fluctuates between

90 to 100 student teachers every year.

4.2.2. Research participants

4.2.2.1. Student teachers

This research included participants for two phases: the pre-intervention and
the intervention. The participants needed for the pre-intervention served the
purpose of identifying the issues of the current training context. The
participants needed for the intervention functioned as the main participants
for the action/intervention to work on and they were the target participants

of the research.

Pre-intervention participants were all the student teachers in the 2010-2014
cohort, who had just finished the course of Teaching English Components and
Language Skills. Questionnaires were delivered to all three groups of student

teachers (92 student teachers from three classes), who were required to
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respond anonymously to questions about their learning to become teachers

on the course.

Intervention participants were chosen from the student teachers who
enrolled a year later than the pre-intervention participants, and who were
going to take part in the course of Teaching English Language Components
and Language Skills. This was one class of 30 student teachers from the
academic year 2011-2014. This group became the participants of my research
because | was assigned by the faculty to teach this group of student teachers.
They all consented to participate in a designated course of Teaching English
Language Components and Language Skills delivered by the researcher. This
course, which ran from 16 August to 03 December 2012, was the intervention
of my action research. The students participated in activities designed as the
intervention throughout the course. The same participants were also asked to

fill in a post-intervention questionnaire, which were also anonymous.

The participants all expressed their enthusiasm and willingness in
participating in the research. Some of them felt privileged to be chosen for
the research. In fact, it was noted that ten student teachers from another
group also asked to join the research, but were refused as the sample needed

to be kept manageable for the feasibility of the research.

4.2.2.2. Tutors

The four tutors selected to participate in the pre-intervention questionnaires,
focus group discussion, and post-intervention emails were permanent staff of
the English Language Teaching Methodology Division. These tutors were in
charge of teaching the English Language Teaching Methodology courses that
were offered by the Faculty of English. Their jobs included university lecture
training in class, giving feedback for student teachers’ micro-teaching to build

teaching skills for the student teachers, and supervising them in some class
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observation at Nguyen Tat Thanh demonstration high school, which was one

of the two schools affiliated to the university.

The tutors were all female, with an age ranged from 30 to 38. All of them had
MA degrees in ELT Methodology in Vietnam. One of them obtained her
second MA degree in a Western country. One tutor had attended a teacher
professional development training course in Singapore. The tutors had
teaching experience as English teachers and teacher trainers, ranging from 17
years and 8 years to 6 years and two years respectively. The tutors’ profiles

are summarised in table 3. For purpose of anonymity, pseudonyms are used.

TABLE 3: TUTORS' PROFILES
Tutors Age Title Education Teaching experience
Mai 38 Head of - MA in ELT Methodology 17 years as teacher of
Division obtained in Vietnam English, 8 years as
- Short training in Singapore teacher trainer
Hoa 36 Lecturer - MA in ELT Methodology 15 years as teacher of
obtained in Vietnam English, 6 vyears as
teacher trainer
Nga 35 Lecturer - MA in ELT Methodology 8 vyears as teacher of
obtained in Vietnam, English, 4 years as
- MA in Applied Linguistics teacher trainer
obtained in Holland
Minh 30 Lecturer - BA in ELT Methodology 6 vyears as teacher of
obtained in Vietnam English, 2 years as
teacher trainer
4.3. Research design

The research consists of four stages, identifying the problem — Plan the
intervention — Implement the intervention - Evaluate the intervention, which
constitutes one cycle of the action research spiral. | mapped my stages on to

figure 5 (overleaf).
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FIGURE 5: THE RESEARCH DESIGN

Adapted from (Wellington, 2000, p.22)
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4.3.1. Identifying the problem

A pre-intervention survey with student teachers, which aimed at identifying
the problems or issues of the current practice of learning and teaching in the
course of Teaching English Language Components and Language Skills at the
Faculty of English, HNUE, was conducted with 92 student teachers of K59.
These students had just finished the course of Teaching English Language
Components and Language Skills, so their responses to the course were fresh

in their minds.

Cohen et al. (2011) stated that the questionnaire is an appropriate instrument
when the number of informants is quite big as it was in this case (92
informants); also, it had the advantage of being able ‘to be administered
without the presence of the researcher’ (p.377). This feature of
guestionnaires helped me conduct the pre-intervention survey in Vietnam
while | was in the UK. The data collected in this way is comparatively easy and
straightforward to code up and analyse. This questionnaire is divided into two
parts: closed/ structured questions and open/ unstructured questions. If the
closed questions are directly to the point and intentionally more focused than

open-ended questions, the open-ended questions would enable the
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researcher to capture the personal ideas or information that are failed to
reach in the closed questions (Cohen et al., 2011, p.382). Thus, the two types

supplement each other very well.

The questions’ themes centre on the four research questions and are based
on the tenets of the theoretical perspectives on teacher learning. The whole

guestionnaire would take around 10 minutes to complete.

A questionnaire survey with four tutors was also conducted at this stage with
teacher trainers of the ELT Methodology division. The purpose was to capture
their responses to the course. The questionnaires were allocated in advance
of the focus group discussion. The aim was to have the teacher trainers’
individual responses unmediated by the focus group discussion. Their answers
were used not only to identify issues in their teaching context, but also to
double-check with the student teachers’ opinion as another source of

information for the triangulation process.

A tutor focus group discussion was conducted with the same four university
tutors, who completed the questionnaires. Four tutors constitute the ELT
division. The topic under discussion was very focused on their opinions about

my intervention plan. This focus group discussion has the following purposes:

a) Gathering feedback for finalizing the intervention plan. It would help me

consider all the aspects of the intervention that | myself could not foresee.

b) Offering clarification about any issues that arose from the pre-intervention

survey

c¢) Community learning - last but not least, because this is the influential
philosophy of my own ontology. Since ‘focus groups are much more
interactive than surveys’(Luker, 2008, p.183), | could involve the teachers in
my research and seek support from them. This went in line with the principles
of action research, which emphasise the need to be ‘collaborative’,
‘dialogical’, ‘celebrate discourse’, and ‘seek to understand the processes of

change within social system’ (Cohen et al., 2011, p.346). At the same time,
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this was a chance to clarify things | found interesting or unclear from their

questionnaire answers. Again, this also served purposes of triangulation.

4.3.2. Planning the action/intervention

The intervention was fundamentally about encouraging new less teacher
centred models of learning, particularly peer and diagnostic assessment,
strategies for offering feedback and finding pedagogies that encouraged new
forms of student engagement. These priorities arose from the surveys and the
tutor focus group discussion as well as the background knowledge from the
literature review. In order to apply these priorities to the context, two
activities were incorporated into the syllabus. These activities were designed
to apply the principles of interactive learning, experiential learning and

reflection learning theories.

- Activity 1: Lesson plan inference

Making inferences about a lesson plan involves using personal teaching
experience or theoretical background knowledge/ schema about teaching,
along with the content from the video clip lesson, to make assumptions about
the lesson plan. As inferential thinking is often referred to as reading between
and beyond the lines, the student teachers needed to activate all the skills
and knowledge they had to make the best of their inference. Therefore, this
activity was useful in checking and enhancing what the student teachers had
learnt from in-class lecture training. It also served as a spring board for the
student teachers’ next micro-teaching activity. What is also important to
emphasise is that this activity provided opportunities for the student teachers
to work together in an informal, supportive, and discursive environment and

helped bridge theory and practice at a simple level.

The procedure was as follows: the whole class of participants was divided into
10 groups of three. The three student teachers in a group had to search

resources and made a decision together to choose a clip of a lesson about the
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assigned topic, which was taken from the syllabus. The student teachers
worked together to identify, through inference, the lesson plan from a clip
they agreed on. They discussed, negotiated ideas, and together inferred
ultimately a lesson plan that they thought the lesson in the clip was based on.
The explicit inferred plan needed to be about the ideas and information in the
lesson, and about the lesson’s structure, so it includes main objectives, target
skills/ knowledge of the lesson, chronological steps and activities. The inferred
lesson plan, together with the clip, was then sent to tutor (me) for feedback
and discussion. This step had to be done online as the time was limited. The
three students worked together again to reflect on and discuss the feedback
and then to make a presentation about the clip in class, sharing with class
about what worked, which aspects fell short, and what needed to be done to
enhance the teaching. This stimulated whole class discussion about the video

clip and the group analysis the lesson planning process.

- Activity 2: Videotaped micro-teaching

Although micro-teaching is not a new technique, it has proved to be ‘an
efficient technique for learning effective teaching’ (Remesh, 2013, p.158). It is
actually a mini practice of teaching. The goal of this activity in this
intervention was to build the student teachers’ confidence, support, and peer
feedback by providing space for them try out among friends and colleagues a
short slice of what they would have to do with their students in the future.
Beside its advantages, there was also criticism about this kind of training
technique holding that it is a form of play acting in unnatural surroundings
and it is feared that the acquired skills may not be internalised
(Ananthakrishnan, 1993, p.142). However, due to the time limit of the
curriculum and the training condition constraints of the university, this
training technique was approved as a means of bridging the gap between

theory and practice for the student teachers at the faculty.
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The procedure for carrying out this activity was as follows. The same three
student teachers, who worked before on lesson planning activity inference,
worked together again to build a lesson plan of 45 minutes for an assigned
lesson that they would have to teach. When the plan was complete, it had to
be sent to the tutor (me) for feedback and discussion. They then revised the
plan in the light of the feedback and prepared for the teaching. They selected
one member to be a teacher for the group by drawing lots. The teaching of
that lesson was video recorded and the video together with the lesson plan
was sent to both the tutor and to a peer group to review for feedback and

discussion together with the lesson plan.

The use of video capture has proved beneficial in quite a few empirical studies
of teacher training (Sherin, 2003; Rosenstein, 2008; Harford and MacRuairc,
2008; Youens et al., 2014). One of the benefits is that ‘video capture is used to
generate a collaborative space for teacher preparation; a space in which
traditional hierarchies and boundaries between actors (student teacher,
school mentor and university tutor) and knowledges (academic, professional
and practical) are disrupted’(Youens et al., 2014, p.101). For this reason,
micro-teaching activity integrated with the use of video capture was used as a
useful tool in my research design. The intervention design was summarised in

figure 6 (overleaf).

4.3.3. Implementing the action/ intervention

After discussion with my colleagues to have a careful plan for the intervention
to take place, | started the intervention in accordance with the timetable
scheduled by the Faculty of English, which ran from 16 August to 03

December 2012 covering 15 weeks.

The intervention (see figure 6 overleaf) was implemented smoothly as
planned. During the intervention both the participants and the researcher

kept reflective journals. | chose not to interview participants and instead
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focused on written data because Vietnamese learners or CHC learners tend to

be ‘thinkers’ in contrast to Western learners, who tend to be ‘speakers’

(Guest, 2002; Stapleton, 2002; Smith & Chang, 1998). Learners who are

reflective thinkers benefit from having the opportunity to provide their

thoughts in writing as this gives them more confidence.

FIGURE 6: THE INTERVENTION DESIGN
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lesson plan are sent to tutor
and a peer group for FB and
discussion

{Cycle 2}
TEACHING V + TEACHING P

Lesson plan inference 2

The same 3 students work
in & group to infer a lesson
plan from a clip about
teaching ¥ or teaching P

The inferred lesson plan is
sent to tutor and peer
group for FB and discussion

Those 3 students wark
together again to make a
presentation about the clip

Whale class *scussion
about that video clip

¢

Micro- teaching 2

Those 3 student teachers
work together to build a
lesson plan for &V lesson/
or 3 P lesson *

The plan sent to tutor and
the peer group to get FB
and discussion

Student teacher 2 teaches
the lesson. The teaching of
that lesson is recorded.

The recording is sent to
tutor and the peer group for
FB and discussion

{Cyele 3)
TEACHING R + TEACHING W

Lesson plan inference 3

The same 3 students work
in & group to infer a lesson
plan from a clip about
teaching R or teaching W

The inferred lesson plan is
sent to the peer group for
peer FB and discussion

Thase 3 students work
together again to make a
presentation about the clip

Whole class discussion
about that video clip

Micro- teaching 3

Thase 3 studant teachars
work together to build a
lessan plan for a R lesson o
aWlesson *

The plan sent to the peer
group to get FB and
discussion ¢

Student teacher 3 teaches
the lesson. The teaching of
that lesson is recorded.

The recording is sent to the
peer group for F8 and
discussion

(Cycle d)
TEACHING 5+ TEACHING L

Lesson plan inference 4

The same 3 students work in
a group to infer a lessan plan
from a clip about teaching $

orteaching L

The inferred lesson plan is
sent to the peer group for
peer FB and discussion

Those 3 students wark
together again to make a
presentation about the clip

Whole class discussion about
that video clip ‘

Micro- teaching 4

Those 3 student teachers
work together to build a
lesson plan for a § lesson or a

L lesson ¢

The plan sent to the peer
group to get FB and
discussion

Student teacher 1 teaches the
lesson, The teaching of that
lesson is recorded.

The recording is sent to the
peer group for FE and
discussion

)

Abbreation
FB = Faedback
va Vocabulary
P=Pronunciation
R = Reading

R Wiriting

% 2 Spraking

L= Liskenang

Final video
recording

completed

individually
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The benefits of reflective journal writing in education, and in teacher
education in particular, have been documented in many empirical studies
(Howell-Richardson and Parkinson, 1988; Jarvis, 1992; Hoover, 1994; Borg,
2001; Shin, 2003; Epp, 2008). However, there are quite a few different
versions of using reflective writing with different purposes, with different
benefits and shortcomings. One example of using reflective writing that offers
an opportunity for student teachers to provide self-feedback on their own
teaching and also serves as a basis for the tutor to give ‘feedback on the
feedback’ is that done by Jarvis (1992). She used reflective writing in an
intensive teacher training course. Every learner in her course had to write a
reflection on their teaching in the light of what they were learning. The
different point in her use of reflective writing was that this was no longer a
personal writing, like usual journal writing, but it became an official
requirement of the course and the experience was reflected publicly. Jarvis’
role was to give feedback on what the teachers had written with the aim of
facilitating their deeper thinking. What Jarvis observed from the teachers who
used reflective writing was quite positive: the impression she gets from the
teachers’ participation in the seminars and from the reports on them from in-
country personnel was that ‘there is some relation between those who were
able to use the record for reflection, and positively changed practice’ (Jarvis,
1992, p.142). | found her idea of using this tool for student teachers
fascinating. The discussion with my colleagues at the staff meeting suggested
to me that the learner autonomy of the student teachers in my own
institution was still low. Therefore, if we wanted them to try new learning

strategies, we needed to find a way to encourage them deliberately.

For this reason, | actively encouraged the participants to keep their reflective
journals during the course and | regularly reminded them about doing so.
Although it was announced as an optional component in my course (so that
no pressure was put on the student teachers), | politely kept asking them for
journal writing every week. | myself also regularly wrote a journal as part of

the field notes and found it very helpful.



94

The journals were then collected on the last day of the course. They were

photographed to be kept in electronic files.

The language used in journals was either English or Vietnamese, whatever the
student teachers felt comfortable with. The Vietnamese versions were then

translated into English for the purpose of data analysis.

4.3.4. Evaluating the action/ intervention

Post-intervention questionnaires (for students) were used at the end of the
intervention to evaluate its outcomes. The questionnaire was based on the
theoretical principles that informed the teacher learning models and the four

research questions.

Emails were also used to communicate with the four tutors to clarify and

discuss some points emerging from the intervention.

The findings from the questionnaires, emails with tutors, participants’ and
researcher’s journals writing from the participants as well as the researcher’s
field notes were analysed to present as findings and to inform the discussion
and the arguments about the research problems. In addition, careful
consideration was given to revisiting the problems for the next cycle of the

research.

4.4. Reflexivity and ethics

4.4.1. Reflexivity

Reflexivity is ‘a self-conscious awareness of the effects that the participants-

as-practitioners-and-researchers are having on the research process, how
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their values, attitudes, perceptions, opinions, actions, feelings etc. are feeding
into the situation being studied’ (Cohen et al., 2011, p.359). That means, the
researcher needs to have a thorough understanding of her position and how
that position might affect her analysis and writing of the research with her
own biased assumptions so that the reader of the research to take an
objective view. There is a need for the researcher to reflect on the self of
him/her because for Wellington (2000), ‘in social and educational research
the researcher himself, or herself, is the key instrument (p.41). That
statement emphasises the role and responsibility of the researcher as well as

his/her reflexivity about that role and responsibility.

This research was conducted in my own country, where | live and work. This
gives me good understanding of the Vietnamese educational context, but at
the same time | need to be very careful not to bring my biased assumptions of
the context into my analysis and writing. | am aware of the need not to take
the precedence over the views of participants or not to ‘colour’ or ‘polish’ the
research for any other purposes than the pure academic mission. In the same
token, | need to ‘make the familiar strange’ (ibid., p.44) by looking into the

context | am researching with objective judgement.

Relating to the above issue, the issue of being an insider was also taken into
consideration. Doing action research, ‘the researchers are also participants
and practitioners in the action research — they are part of the social world that
they are studying’ (Harmmersley and Atkinson, 1983, p.14 cited in (Cohen et
al., 2011, p.359). This is the case of my research, in which | shared ‘an identity,
language and experience based with the study participants’ (Asselin, 2003
cited in (Dwyer and Buckle, 2009, p.58). This shared status can be beneficial.
Dwyer and Buckle (2009) pointed out a benefit that ‘participants are typically
more open with researchers so that there may be a greater depth to the data
gathered’ (p.58). However, being an insider can also lead to the fact that ‘the
researcher’s perception might be clouded by his/her personal experience and
that as a member of the group he/she will have difficulty separating it from

that of the participants’ (ibid., p.58). This issue caused a particular difficulty in
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changing my usual role as a dominant tutor to a new role as a tutor-
researcher, using a new less teacher-centred approach. For example, during
the course, whenever the student teachers did not perform as well as |
expected or made mistakes while practising teaching or lesson plan designing,
| tended to scold them and to tell them what to do as | previously did. Another
example was that when | received the email from the whole class, which
expressed their difficulty in learning in the new mode, | wanted to go back to
the previous teaching method to please the student teachers. However, | was

aware of these issues being an insider, and overcame these difficulties.

Another issue that was always taken into my careful consideration was the
high respect towards teachers, which is long rooted in our culture.
Vietnamese students are supposed to have unquestioning respect towards
their teachers. As | played a dual role as the teacher of the group of the
participants, and the conductor of this research, it might have affected the
responses of the participants. Due to this unquestioning respect to teachers
the students might have thought that everything | (as their teacher) had done
should have been perfect. And therefore, they might not have wished to be
critical when asked their views, or there might have been another possibility
that they might have answered the questions in the way that they thought |
wanted to hear. This cultural trait might, to some extent, deprive the
participants of the impartiality and objectivity in their responses and so might

have affected the findings.

In order to minimize this danger | designed both qualitative and quantitative
approaches with different methods of data collection to give different
independent sources. This triangulation process helped the research gain
reliability and validity (Newby, 2010, p.128). Furthermore, when designing
questionnaires for participants, | tried to avoid leading questions (Cohen et
al., 2011, p.396), or questions that were worded in such a way as to suggest to
respondents that there was one desirable answer to please the researcher.
Also, | used several items to measure a specific attribute to have more

possibility of the true answer (Cohen et al., 2011, p.403). Furthermore, during



97

the intervention itself, on the course, | always tried to appear myself as a
friendly and helpful teacher, trying to set up an equal relationship with my
students and to disrupt in so far as this way possible the hierarchical
relationship between teachers and students. The fact that | would not assess
them in the final examination was often mentioned to them, so that no
pressure of having to please me was put on them. Nonetheless, the world
knowledge that we are researching is unlimited and full of uncertainties and
abstractions. As Cohen et al. (2011)maintained that ‘there is no single picture
of the world. Rather, there are many worlds and many ways of investigating
them’ (p.219). This suggests, therefore, that we can never reach an absolute

truth, but just provisional truth.

4.4.2. Access and ethical considerations

According to Cohen et al. (2011), gaining access and acceptance is very
important at the initial stage of the research project. That is the ‘access to the
institution or organisation where the research is to be conducted, and
acceptance by those whose permission one needs before embarking on the
task’ (p.81). Thus, in my case, | would need to gain official permission from the
Head of the Faculty to undertake my research. At a later point, the Head of
the ELT methodology division, who was responsible for all the decisions that
were related to teacher development, and the coordinators of the faculty,
who were responsible for coordinating between teachers and students of the

Faculty and the staff at university level, would need to be contacted.

In fact, the first people | contacted were the coordinators of the faculty. They
were the key contacts for all the information related to timing, students’
contacts, or locations for all the training programmes, which seemed to be
trivial and were often left aside, but indeed played a very important part to
keep things on the right track making the research go smoothly. | contacted

them at the very early stage just after | had finalised the research questions
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and research design with my supervisors so that | could be able to deliver the

pre-intervention survey at the right time.

Gaining the official permission from the Head of the Faculty was
indispensable. | sometimes keep in touch via email to keep him informed
about my research, as well as the impact that the research could yield to the
university and to Vietnamese education. Before | went back to Vietnam for
the field work, | sent him the cover letter and the information sheet that
provided thorough details about my research. Then, the first thing | did when |
arrived in Vietnam was to meet with the Head of the Faculty to talk about the
research in person and officially asked for the permission. In Vietnam, | think,
it is important to meet in person as it gives a sense of commitment to the
person you need to talk to. He was very supportive of the research as |
expected because it was him who offered me the permission to pursue my
PhD and more importantly, he could see the contribution of the research to

Viethamese education.

After my research was officially approved, | contacted the Head of the ELT
methodology division to have her approval of the intervention to be
implemented. Thanks to her support and assistance, all the procedures for the

research to take place went relatively very smoothly.

The last but not least people | needed to gain access and acceptance were the
participants of the research. Without them the research would not have been
possible. According to Cohen et al. (2011), informed consent is an important
principle that ‘will form the basis of an implicit contractual relationship
between the researcher and the researched and will serve as the foundation
on which subsequent ethical considerations can be structured’ (p.81). | was
well aware of this importance of building trust and mutual understanding
between me and the participants. An information sheet with a consent form
were sent to both tutors and student teachers ahead of the questionnaires so
that they would have time to know why they had been selected and how they

would be involved as well as to consider if they wanted to take part. Trust and
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mutual understanding was particularly important in my case because one of
the aims of the intervention was to change the attitudes towards the
traditional hierarchical relationship between teachers and students, and to
promote collegial working relationship towards a more dialogic approach. |
was always conscious of this core ethical principle and this ultimate aim of my
research. As to the four tutors, there might be a possibility that their identities
could be traced. One reason is that the small number of the tutors, who teach
ELT methodology, makes it traceable. Another reason is that while | need to
acknowledge this university as a central teacher training institution to claim
the generalisability of the research, the traceability is likely to be higher.
Therefore although | tried to minimise this possibility, there might still be a
threat of it. However, positively, all the participants, including the four tutors,
gave their consent to take part in the research. In fact, the student teachers
appeared eager to be the research participants. The tutors were very
supportive and understanding. Although they were aware of the potential

traceability issues, they all gave their consent.

Another ethical issue that was worthy of concern was related to the possibility
of withdrawal by some of the group. | had considered it and would have
invited more participants from other groups if it had happened. It would have
been feasible because at the time of the research we had three groups of
student teachers, who shared the same syllabus, the same timetable, and the
same training condition. However, | did not have to use that back-up plan as

all the student teachers | invited to take part gave the consent.
4.5. Analysis

4.5.1. Analytical framework

Cultural differences between nations or groups of people and how to manage
them have been widely discussed in a large body of research (Hofstede, 1986;
Harris et al., 1991; Hofstede et al., 1991; Shenkar, 2001; House et al., 2004;
Hofstede and Hofstede, 2005; Nisbett and Miyamoto, 2005; Fuhrman and
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Boroditsky, 2010; Vasalou et al., 2010; Varnum et al., 2010; Hofstede et al.,
2010; Koester and Lustig, 2012; Matsumoto and Juang, 2013). The recognition
of the influence of culture on learning and on people’s thinking has also been
indicated in many studies. Nisbett and Miyamoto (2005), for example, found
that perceptual processes are influenced by culture. After analysing the
mechanisms of these processes, they suggested that there is a dynamic
relationship between the cultural context and perceptual processes, such that
perception can no longer be regarded as consisting of processes that are
universal across all people at all times. This research indicates that a cultural
context can lead to a lifelong ‘chronic perception’, but a shift in cultural

context can also change a default pattern.

Other work examines the relationship between cultural contexts and thinking
styles. Lun et al. (2010), for example, agree that cultural thinking styles have
an important influence on certain psychological and behavioural differences
between Asian people and Western. As such, this relationship between
culture and human mind is reciprocally influenced. This understanding of the
relationship between culture and mind is central to the work of Hofstede and
Hofstede (2005). In his later book (2010) Hofstede uses the analogy ‘software

of the mind’ to exemplify how he sees this working relationship.

These insights into the relationship between culture and people’s thinking and
behaviour have led to the development of cultural frameworks for research
analysis. Quite a few researchers have attempted to conceptualise the
cultural values of different countries. For example, Black and Mendenhall
(1990) created a cultural framework based on social learning theory in order
to understand past research and to guide future research. This framework
adopts the assumption that variables operate differently in international
versus domestic areas. Tweed and Lehman (2002) proposed Confucian and
Socratic approaches to analyse culture’s influence on academic learning
among Western and Eastern students. Bedford and Hwang (2003) have

formulated a cross-cultural framework for understanding specific mentalities
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of people in a given culture, based on a conceptualisation of identity and
morality in Western and Confucian cultures. Hofstede’s cultural framework
views cultural differences among nations along six dimensions, namely ‘Power
distance’, ‘Collectivism vs. Individualism’, ‘Femininity vs. Masculinity’,
‘Uncertainty avoidance’, ‘long - term vs. short-term orientation’ and

‘Indulgence vs. Restraint’ (Hofstede et al., 2010).

Since being launched, Hofstede’s cultural model has provoked a lot of debate
with both negative critiques and positive commentary. The critiques (e.g.
McSweeney, 2002; Williamson, 2002; Taras et al.,, 2010; Chiang, 2005;
Blodgett et al., 2008) have centred on the methods of the research, the
number of dimensions in the model, whether the study of subsidiaries of one
company can reflect the entire national culture, and whether the IBM data
used in the research are obsolete . The controversy was also marked in quite a
few articles by a heated debate over the comparison with the GLOBE (the
Global Leadership and Organizational Behaviour Effectiveness) model
developed by House et al. (2004); Javidan et al. (2006); Smith (2006); Shi and
Wang (2011). Hofstede et al. have been active and enthusiastic in answering
guestions and discussing the critiques in many of their articles (Hofstede,
2002; Hofstede, 2003; Hofstede, 2011; G. Hofstede, 2010). Probably, the most
common debate has been caused by practitioners’ ‘predicting individual
cultural preferences by inference from Hofstede’s country scores’ (Soares et
al., 2007, p.81). For example, Yeh (1988) maintained that ‘the Japanese and
Chinese (people in Taiwan, Hong Kong and Singapore) may either have
different interpretations of the same value scale, or have other value
dimensions not tapped by Hofstede's values framework. It is necessary to
modify this value framework to include other value dimensions’ (p.158).
However, Hofstede indicated that culture ‘is always a collective phenomenon,
but it can be connected to different collectives. Within each collective there is
a variety of individuals. If characteristics of individuals are imagined as varying

according to some bell curve; the variation between cultures is the shift of the
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bell curve when one moves from one society to the other’ (Hofstede, 2011,

p.3).

Another example was in Signorini et al. (2009). These scholars examined the
masculinity versus femininity dimension of Hofstede’s framework in education
setting and argued that in relation to this dimension Hofstede ‘fails to
recognise differences between a range of learning settings — pre-school,
primary, secondary, and tertiary education are all very different from each
other — not because of cultural differences, but because of age and maturity
differences in learning settings and curricula as well as human and physical
resources’ (p.256). As an answer to these critiques of his work, Hofstede
stressed that ‘dimensions depend on the level of aggregation’; he warned
against ‘confusion with value differences at the individual level’ (Hofstede,
2011, p.2). According to Hofstede, ‘one of the weaknesses of much cross-
cultural research is not recognizing the difference between analysis at the
societal level and at the individual level’ (ibid., p.6). He stressed that there was
a significant difference in analysing and interpreting data between country
level and individual level. Failure in recognising this would lead to ‘numerous
errors of interpretation and application’ (ibid., p.6) of his work. This point was
reiterated by Kirkman et al. (2006) when they reviewed 180 Hofstede —
inspired studies between 1980 and 2002. After all, Bing commented, when
evaluating Hofstede’s work and its influence, that ‘debates within the field are

an expected part of the process of theory building’ (Bing, 2004, p.81).

Despite much heated debate and criticism, Smith et al. (1996) considered that
Hofstede’s framework proves to be ‘the most comprehensive and robust in
terms of the number of national culture samples’ (cited in Soares et al., 2007,
p.280). Hofstede’s cultural dimensions have ‘generated enormous numbers of
replications, citations and discussions’ (Fang, 2003, p.350) and has been
considered to be ‘the most widely used national cultural framework in
psychology, sociology, marketing or management studies’(Sgndergaard, 1994;

Steenkamp, 2001 cited in Soares et al., 2007, p.280). Bing (2004) stated that
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Hofstede is the most cited Dutch author and the ninth-most cited European
in the 2001 Social Science Citation Index. Over time Hofstede’s influence has
become so pervasive, and his work has developed so many offshoots that
even those who do not agree with his theory or conclusions must at least

acknowledge his work (p.81).

Hofstede’s dimensions, indeed, have gained much popularity and there have
been a number of studies that support and apply Hofstede’s model in
different fields including education (Tavakoli et al., 2003; Naumov and Puffer,
2000; Everdingen and Waarts, 2003; Vitell et al., 1993; Pagell et al., 2005;
Phuong-Mai et al.,, 2005; Le, 2013). Soares et al. (2007), who compared
Hofstede’s dimensions and other models and found that his comparison table
showed a high level of convergence across approaches, supports the
theoretical relevance of Hofstede’s framework and justifies further use of his
dimensions (p.280). What has made his work so popular, probably, is its
practical applications and its visible dimensions (Bing, 2004). Hofstede created
six dimensions, with indexes scored along each to all 93 countries; these
dimensions are linked by the dimensions to specific areas in the society, such
as, workplace, family, religions, social community, health care, or education.
This feature of Hofstede’s framework has, according to Soares been
‘unmatched by other frameworks’ especially with regard to its usefulness ‘in
formulating hypotheses for comparative cross-cultural studies’ (Soares et al.,
2007, p.280). In the case of my own study, | was particularly drawn to the fact
that the cultural traits of Vietnam and its Confucianism influences can be
exposed comfortably along different dimensions (Phuong-Mai et al., 2005; Le,
2013). Therefore, | find Hofstede’s framework useful as an analytical

framework for my research.
4.5.2. Discussion of Hofstede’s model
Hofstede’s cultural model is based on his study of how values in the

workplace are influenced by culture. He analysed a large database of

employee value scores collected within IBM between 1967 and 1973. The
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data covered more than 70 countries, from which Hofstede first used the 40
countries with the largest groups of respondents and afterwards extended the
analysis to 50 countries and 3 regions. Subsequent studies validating the
earlier results include such respondent groups as commercial airline pilots and
students in 23 countries, civil service managers in 14 counties, 'up-market'
consumers in 15 countries and 'elites' in 19 countries. In the 3™ edition of the
book ‘Cultures and Organizations Software of the Mind: Intercultural
Cooperation and Its Importance for Survival’' the scores covered 76 countries
along the first four dimensions and 93 countries along the last two

dimensions.

The values distinguishing countries from each other were first grouped into
four dimensions at the time between 1967 and 1973; these became the
Hofstede dimensions of national culture. These dimensions were ‘Power
distance’, ‘Collectivism vs. Individualism’, ‘Femininity vs. Masculinity’,
‘Uncertainty avoidance’. A fifth dimension was added in 1991 based on
research conducted by Michael Bond with an instrument developed by
Chinese scholars from Hong Kong and Taiwan called the Chinese Values
Survey. This research instrument, which was based on basic values of the
teachings of Confucius, was designed to help fix the Western bias problem of
the IBM survey. This research led to the first expansion of Hofstede’s model,
and the new expanded dimension is called the ‘long - term vs. short-term
orientation’. Then, in 2010, a sixth dimension was added to the model,
namely ‘Indulgence vs. Restraint’, based on Michael Minkov’s analysis of the
World Values Survey (WVS) data. This was the second expansion of Hofstede’s
model making it more comprehensive. The WVS was built from the European
Values Survey, which was born in order for departments of divinity at six
European universities to use as a method to jointly survey the values of their
countries’ populations through public opinions. The focus of the European
Values Survey (EVS) was then changed and it grew into a periodic World
Values Survey, whose data collection rounds took place in ten year intervals.

The survey covers more than one hundred countries worldwide, looking at the
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areas of ecology, economy, education, emotions, family, gender and sexuality,

government and politics, happiness, health, leisure and friends, morality,

religion, society and nation, and work.

Hofstede’s six dimensions are described as follows with regard specifically to

education. The values index scores for Vietnam assigned along each

dimension are also listed in table 4 with reference to some selected countries

from the East and the West. Discussion of each dimension follows table 4.

TABLE 4: VALUES INDEX SCORES FOR VIETNAM AND SELECTED COUNTRIES

ALONG HOFSTEDE'S CULTURAL DIMENSIONS

(Hofstede et al., 2010)

Vietnam
China
Hong Kong
Taiwan
Singapore
Japan

UK

USA
France

Russia

Power
Distance

(Index/ranking
out of 76

countries)

70/ 22-25
80/ 12-14
68/ 29-29
58/ 45-46
74/ 19
54/ 49-50
35/ 65-67
40/ 59-60
68/ 27-29
93/6

Power distance

Individualism

(Index/ranking
out of 76
countries)

20/ 58-63
20/ 58-63
25/ 55-56
17/ 66
20/ 58-63
46/ 35-37
89/3
91/1
71/13-14
39/39-40

Masculinity

(Index/ranking
out of 76
countries)

40/ 59
66/ 11-13
57/ 25-27
45/ 43-45
48/ 38
95/2

66/ 11-13
62/ 19
43/ 47-50
37/63

Uncertainty
Avoidance

(Index/ranking
out of 76

countries)

30/ 70-71
30/ 70-71
29/72-73
69/ 39

8/ 76
92/11-13
35/ 68-69
46/ 64
86/ 17-22
95/7

Long-term
Orientation

(Index/ranking
out of 93

countries)

57/ 36
87/4
61/ 28-32
93/2

72/ 16
88/3

51/ 40-41
26/ 69-71
63/ 25
81/10-11

Indulgence

(Index/ranking
out of 93
countries)

35/ 58-59
24/ 75

17/ 83-84
49/37-38
46/ 41-43
42/ 49-51
69/ 14

68/ 15-17
48/ 39-40
20/ 77-80

Power distance is defined in Hofstede’s framework as ‘the extent to which

less powerful members of institutions and organisations within a country

expect and accept that power is distributed unequally’ (Hofstede et al., 2010,

p.61). This dimension deals with the fact that there is inequality among the
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members of a society and sees how the society handles this inequality. In
large power distance countries people tend accept a hierarchical order, in
which everyone is assigned a position without the need of further
justification. In societies exhibiting small power distance, people strive for
equality and unequal distribution of power needs to be justified. This unequal
distribution of power is manifested in general norms, family, workplace and
school. For example, in countries exhibiting a large degree of power,
obedience of young people towards old people is sought, teachers are treated
with respect or even fear, whereas equality is sought in a small power

distance country and students tend to be independent from teachers.

In school environments of large-power- distance cultures, the inequality
between teacher — student is manifested by high respect for teachers and the
dependence of students on them. This inequality is well established in
students’ minds. The education process is teacher-centred, which means the
teacher leads all the communication in class and is the fount of all knowledge.
The students need to follow the intellectual paths that the teacher outlines
for them. The students do not often speak up until singled out by the teacher.
In such a system, the quality of students’ learning depends heavily on the
teaching of the teachers. Conversely, in a small power distance country,
teachers and students tend to be treated as equals. Education process in class
is student-centred, which means students take initiative and are independent
from teachers and from teachers’ knowledge. They are supposed to find
intellectual paths for their own. They are active in class, asking questions or
arguing with teachers if they disagree with them. They do not necessarily have
any particular respect for teacher outside school. The quality of students’
learning is highly determined by the excellence of students (Hofstede et al.,

2010).

However, literature shows that the conceptualisation of power differs
between Asian countries (which tend towards large power distance cultures)

and Western countries (often tending towards small power distance cultures).
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According to Spencer-Oatey (1997), ‘in the West, power is often associated
negatively with domination or authoritarianism, whereas in Asia it is typically
associated positively with benevolence, kindness, nurturance and

supportiveness’ (p. 2).

The extent of inequalities acceptance or, in other words, the level of power
distance is measured by a score index, which is assigned for each nation along
the dimension. Most Asian countries, including Malaysia, the Philippines,
Bangladesh, China and Singapore, scored high in the scale of Power Distance
Index Values (Hofstede et al.,, 2010, pp.57-59), making them large power
distance countries. The USA, Great Britain and the white parts of its former
empire were assigned low values for this dimension and are ranked as small
power distance cultures. At a score of 70, Vietnam sits in the higher ranking
scale (at 2225t among 76 countries) which suggests that Vietnam is a large-
power- distance country. This also implies that Viethamese people generally
think that hierarchy, centralisation, and inherent inequalities are acceptable,
and that subordinates are expected to obey and do what to be told. The
characteristics of the education context of a large-power-distance country
presented above are to be found in the literature about Vietnamese
education teaching and learning as discussed in chapter 1 (Phuong-Mai et al.,

2005; Thanh, 2010; Nguyen, 2012; Le, 2013).

Individualism vs. Collectivism

This dimension of Hofstede’s framework addresses the degree of
interdependence a society maintains among its members. It has to do with
whether people’s self-image is defined in terms of ‘I’ or ‘We’. The definition is
as follows: ‘Individualism pertains to societies in which the ties between
individuals are loose: everyone is expected to look after him — or herself and
his or her immediate family’. Collectivism as its opposite pertains to societies
in which people from birth onward are integrated into strong, cohesive in-

groups, which throughout people’s lifetime continue to protect them in
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exchange for unquestioning loyalty’ (Hofstede et al.,, 2010, p.92). These
differences between collectivist and individualist societies are measured in

general norm, family, language, personality, behaviour, school and workplace.

In school environments, according to this theory, the relationship between
the individual and the group is visible in classroom behaviour. In a collectivist
classroom, when the teacher puts a question to the class, students often do
not speak up until being addressed by the teacher as he/she considers
him/herself in a group, therefore will speak up on behalf of the group if
he/she is invited personally. Also, a collectivist student would often be
hesitant to speak up in larger groups, or in groups of ‘relative strangers - out-
group members’. This unwillingness will lessen when the large group is
divided into smaller ones. Students of the same family or ethnic background
in one class tend to stick together in subgroups. Furthermore, maintaining
harmony in the group and face saving are crucial. Therefore, confrontations or
conflicts should be avoided or formulated in a way not to hurt anybody. The
purpose of education is also different between collectivists and individualists.
Learning to participate in a community would be the aim of collectivist
students and often be ‘onetime process’, which happens only when they are

young.

Conversely, an individualist student in school environments is expected to
speak up individually in class. Students of this type expect to be treated as
individuals. Formation of groups is on an ad hoc basis according to the tasks in
class or friendship preferences. Learning in order to prepare oneself to cope
with ‘new, unknown, and unforeseen circumstances’ with new people is
aimed at by these type of students, so something new would be treated as

positive. Learning is keen as life-long and will never end.

Despite Hofstede’s indication of the differences between individualism and
collectivism, there are opinions holding that there is a core similarity in human

beings. For example, Littlewood (2001) investigated the perceptions and
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preferences in classroom English learning of students from both Asia (often
representing collectivism) and Europe (often representing individualism). The
evidence showed that the deep structure of the students’ perceptions and
preferences may be similar or even universal across-culture although there
may be significant differences in how this deep structure is realised through
specific reactions and behaviours in the surface structure. Specifically, both
individualists and collectivists in his study liked to work towards common
goals, but collectivists aimed at relationship-related goals, whilst individualists
aimed at outcome-related goals. Similarly, both groups like to keep harmony
but they have different views of how to make groups work. Another example
was the study by Kolstad and Horpestad (2009), who adopted a similar view
maintaining that within any given culture there exist both individualistic and
collectivistic aspects. They believed that ‘the blend of the components that
make up a human being is different from culture to culture, but the elements

are the same’ (p.280).

According to the Individual Index Values in Hofstede et al. (2010, p.96),
Vietnam with a score of 20 sits at the bottom end of the ranking scale of 76
countries. Together with other Asian countries, such as, China, Singapore,
Thailand, Vietnam is regarded as a highly collectivistic society. On the other
pole to compare are the USA, Australia, Great Britain, and Canada. This
suggests that Viethnamese people act in the interest of the group; harmony
should be maintained; offence often leads to shame or loss of face, so should
be avoided. This collectivist representation which is used to describe Vietnam
in Hofstede’s framework agrees with a large body of research on Vietnamese
culture and Vietnamese education as discussed in chapter 1 (e.g. Tomlinson

and Dat, 2004; Phuong-Mai et al., 2005; Thanh, 2010; Le, 2013).

Masculinity vs. Femininity
Hofstede’s framework’s definition of a masculine and a feminine society is as
follows: ‘A society is called masculine when emotional gender roles are clearly

distinct: men are supposed to be assertive, tough, and focus on material
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success, whereas women are supposed to be modest, tender, and concerned
with the quality of life. A society is called feminine when emotional gender
roles overlap: both men and women are supposed to be modest, tender, and
concerned with the quality of life’” (Hofstede et al., 2010, p.140). The
fundamental issue of this dimension is related to question about the
dominant values in the society: to compete to be the best (masculine) or to
enjoy what you do for the quality of life (feminine). The assertive and
competitive pole has been called ‘masculine’, and the caring and modest pole
has been called ‘feminine’. A high score (masculine) on this dimension
indicates that the society is driven by the preference for achievement,
heroism, assertiveness and material reward for success. A low score
(feminine) stands for the preference for cooperation, modesty, caring for the
weak. In this society, quality of life is the sign of success and standing out of

the crowd is not approved.

In education environments in feminine cultures, according to Hofstede et al.
(2010) teachers do not often praise good students openly and the students do
not expect compliments from the teachers for their modesty. ‘Awards for
excellence — whether for students or for teachers — are not popular; in fact,
excellence is a masculine term’ (p.159). Hofstede et al. concluded that ‘in
more feminine cultures the average student is considered the norm while in
more masculine countries the best students are the norm’ (ibid., p.162). In
masculine cultures, students are often competitive and try to make
themselves visible in class, whereas in feminine cultures, such behaviour is
discouraged or ridiculed. In a masculine school, the teacher’s brilliance and
academic reputation and students’ academic performance are valued,

whereas in a feminine school social skills and friendliness are esteemed.

According to the Masculinity Index Values in Hofstede et al. (2010), Vietnam
was ranked the 55th-58th among 76 countries at 40 and is considered a
feminine society (p.143). The most feminine-scoring societies from Asia are

Thailand, South Korea, Vietham and Iran. China sits on the other end of the
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continuum together with Japan from Asia and other Western countries
including Great Britain and the USA. Thus, this dimension ranking sees
countries with Confucian cultural values scattered on both sides of the scale,
whereas, on Power Distance and Individualism-Collectivism dimensions, they
are clustered consistently on the same side. The score index of Vietnam hints
that Vietnamese people often seek agreement, value solidarity and
cooperation. Phuong-Mai et al. (2005), Thanh (2010) and Le (2013) agree that
in the Vietnamese school environment students tend to harmonise
themselves in solidarity or to reach consensus and will ridicule any students
that has a different idea or want to compete or appear to make them visible
from the group. For example, Thanh (2010) reported that ‘Vietnamese
students are not so supportive of practices such as answering questions in
front of the class or participation in debates in person’ (p.27). However, Le
(2013) argued that Vietnam has some features of masculine culture as well.
For example, ‘praise for excellent students’, ‘competition in class, trying to
excel’ and ‘failing in school is a disaster’ related to the competitive learning
were also found in the imperial exams in the past (p.17). This view was
supported by Phuong-Mai et al. (2005) arguing that Confucian values found in
Vietnamese culture are manifested in both masculinity and femininity of
Hofstede’s dimension. Thus, literature shows that Vietnam is placed on both

poles of the continuum of this dimension.

Uncertainty avoidance

Uncertainty avoidance is defined in Hofstede’s framework as ‘the extent to
which the members of a culture feel threatened by ambiguous or unknown
situations’ (Hofstede et al., 2010, p.191). Hofstede maintains that ambiguity is
often associated with anxiety. For example, the anxiety about the future when
people do not know what will happen next in their life. Some people are not
anxious about that unknown situation and easily cope with it, having low
anxiety. Others are uncertain and unwilling to live with it, having high anxiety.

Countries with low anxiety levels often have weak uncertainty avoidance.
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People from these countries tend to be unemotional, quiet, and controlled.
Conversely, people from strong uncertainty avoidance countries tend to be

expressive, noisy, and aggressive with high anxiety levels.

Students from strong uncertainty avoidance countries expect their teachers to
be experts and can answer all the questions. They do not tolerate the answer
‘I don’t know’ from teachers. Also, it is considered personally disloyal if the
students disagree with their teachers because the belief that the teacher is
always correct has been well established in their mind. The teacher is
supposed to show their high level of knowledge and often use ‘cryptic
academic language’ (ibid., p.205), which is respected. Conversely, students
from weak uncertainty avoidance countries do not expect their teachers to
know everything, and so have high tolerance of teachers not being a source of
all knowledge. Teachers’ use of simple language to explain difficult issues is
respected. The act of intellectual disagreement in academic matter with
teachers is considered positive to stimulate learning. Representatives of a
stronger uncertainty avoidance country, German students, were found to like
‘structured learning situation with precise objectives, detailed assignments,
and strict timetables’. Most British students, typical for weak uncertainty
avoidance, conversely, proved to despise structured learning. They liked
‘open-ended learning situation with vague objectives, broad assignments, and
no timetables at all’ and disliked the situation that suggests only one correct

answer (ibid., p.205).

According to the Uncertainty Avoidance Index Values in Hofstede et al. (2010),
Vietnam scores 30 (at the same score as China) on this dimension, sitting at
the bottom of the ranking scale on the same pole with some Asian countries,
including China, Hong Kong, Singapore and also with the USA and Great
Britain (p.194). Vietnam with this score is considered as a weak uncertainty
avoidance country. This suggests that in all the same situations there may be
different alternative channels and schedules are flexible in this Vietnam. This

also suggests that in education environment students have high tolerance for
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mistakes and do not expect the teacher to be perfect. However, literature
about teaching and learning in Vietnam does not match very well with the
description of Vietnam as a weak uncertainty avoidance culture. Phuong-Mai
et al. (2005); Le (2013); Ta (2012) all hold that the Viethnamese students are
often concerned with the right answer and have low tolerance for mistakes or
ambiguous situations. They expect teachers to be experts and have all the
correct answers. Vietnamese students do not accept if a teacher says ‘l don’t
know’ (see chapter 1). They would ridicule the teacher if the teacher made
mistakes in his/her teaching and, on his/her side, the teacher would feel
ashamed at the mistakes because the belief that the teacher is an expert has
well established not only in students’ but also in the teachers’ minds. This is
revealed in an experience in Phuong-Mai et al. (2005) at a Vietnamese school
as follows:

This happened in a Vietnamese school. Whilst giving his lesson, a teacher

somehow made a mistake and gave the wrong translation of the word

‘redneck’. A student spotted the mistake. Instead of accepting that this was a

mistake, the teacher felt offended and said: ‘If you think you know more than

me, come up here and replace me as the teacher’! (p.406)

Le (2013) in his research also found that ‘both students and teachers concur
that teachers are mainly responsible for making decisions concerning learning
inside class’ (p.338). Similarly, Ta (2012) concluded from her case study that
‘one trainer was still keen on knowledge presenting and ... most trainees (five
out of six) still wanted to listen to the trainers because they appreciated the
trainers’” knowledge and experience’ (p.6). Thus, literature shows that
Vietnam as well as China lies on the other pole of strong uncertainty
avoidance countries, which appears to contradict the finding from the

research of Hofstede et al. (2010)

Long - term vs. short-term orientation
This dimension of Hofstede’s, which was developed on the basic values of the

teachings of Confucius, was defined as follows: ‘long term orientation stands
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for the fostering of virtues oriented toward future reward — in particular,
perseverance and thrift’ (Hofstede et al., 2010, p.239). Its opposite pole, short
term orientation, stands for the fostering virtues related to the past and
present — in particular, respect for tradition, preservation of ‘face’ and
fulfilling social obligations’ (ibid., p.239). In long term orientation cultures
people value ‘perseverance, thrift, ordering relationships by status, and
having a sense of shame’; in short term orientation cultures, ‘reciprocating
social obligations, respect for tradition, protecting one's 'face', and personal
steadiness and stability’ are valued (Hofstede, 2011, p.15). For example,
family life in a long term orientation culture is treated as ‘pragmatic
arrangement’ with ‘affection’ and ‘attention paid to small children as roots.
Children learn not to aim at ‘immediate gratification of their desires’, but
‘their goals and humility’ (ibid., p.15). With regards to education, short term
orientation students tend to attribute success or failure to luck, whereas
those from long term orientation cultures think it is efforts that make success.
However, this dimension seems to attract less attention from research in

literature compared to the previous dimensions so far.

South and Southeast Asian countries, including Vietnam, are found in the top
half of the table having long-term orientation. Vietnam scores 57, ranked the
36" among 93 countries (Hofstede et al., 2010). This suggests that it shares
the common belief of long term orientation countries about education that
success or failure is the results of presence or lack of efforts. Phuong-Mai et
al. (2005) and Le (2013) studying the Confucian values using Hofstede’s
framework also maintained that if a Viethamese student fails in study, it is
believed by Vietnamese people that he/she has not tried hard enough. Also,
the whole society and families often place great expectations on students
because their successful performance brings glory to the whole family. Le
(2013) found the will power and perseverance in Viethnamese students, one of
the crucial virtues towards future rewards in a long term orientation culture,

in the fact that ‘stories of students who succeed academically despite their
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harsh living-condition and lack of supplementary resources and extra-

curriculum evening classes are often told in the news’ (p.20) in Vietnam.

Indulgence versus Restraint

This dimension was defined by Hofstede et al. as follows: ‘indulgence stands
for a tendency to allow relatively free gratification of basic and natural human
desires related to enjoying life and having fun. Its opposite pole, restraint,
reflects a conviction that such gratification needs to be curbed and regulated
by strict social norms’ (Hofstede et al., 2010, p.281). So basically, this refers to
the extent to which people try to control their desires and impulses. Relatively
weak control is referred as ‘indulgence’ and relatively strong control as
‘restraint’. Cultures can, therefore, be described as indulgent or restrained.
Thus, indulgence culture is related to natural human drives that allow people
to enjoy life and have fun, whereas restraint culture is seen suppressing the
natural human drives, using strict social norms to regulate them. This
dimension is somewhat similar to loose and tight societies. Loose societies
accept rules with alternative channels and tolerate deviant behaviour. Tight
societies, in contrast, retain permanence, formality, and solidarity. Indulgence
is found to prevail in South and North America, in Western Europe and in
parts of Sub-Sahara Africa, whereas restraint operates in Eastern Europe, in
Asia and in the Muslim world. Mediterranean Europe takes a middle position
on this dimension. However, Hofstede et al. (2010) extended that this is a
newly developed dimension and little research has been done on it so far and

‘it deserves more study’ (ibid.).

A low score of 35 on this dimension, ranked 58"-59" among 93 countries
indicates that the culture of Vietnam is characterised as restrained (Hofstede
et al., 2010). Societies with a low score in this dimension tend to control the
gratification of their desires and do not put much emphasis on leisure time
(pp.282-285). This gives clues that Vietnamese people have the perception

that their actions are restrained by social norms and feel that indulging
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themselves is somewhat wrong. Vietnamese education environment retains
quite strict rules with both teachers and students. Saito et al., studying a case
at a Vietnamese primary school, maintained that ‘In Vietnam, ..., teachers
have learnt to follow the rules established by the ministry and organise their
behaviour accordingly’ (Bjork, 2005, p.164 cited in Saito et al., 2008) and that
‘there are many ways in which students can be placed under their teachers’

rule’ (Saito et al., 2008).

Vietnam score ranking in relation to other countries along Hofstede’s cultural

dimensions is presented in figure 7 (overleaf).

4.5.3. Analytical processes

| use Hofstede’s cultural framework as the analytical framework for my
research, as discussed in the preceding section. Based on these cultural
dimensions, the analysis of my research aims to scrutinise the two sets of data
in relation to the constructivist learning theories discussed in chapter three,
the popular culture discussed in chapter two, the background context of the
research, as well as my own experience during the journey to become a

researcher presented in chapter one.

The key concepts of each dimension in Hofstede’s cultural framework were
highlighted. Then the data findings presented in chapter five were
systematically scanned for these key concepts from each of the dimensions.
This scanning aimed to find out what key concepts emerged from the data to
see what kind of cultural dimensions can be applied in that specific research
context. This enabled me to analyse any changes that may occur during the
intervention. The outcomes of this analysis are then discussed in chapter six
to find out what factors that may hinder the learning as well as what factors

that may enhance it.
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FIGURE 7: VIETNAM’'S SCORE RANKING IN RELATION TO OTHER

COUNTRIES ALONG HOFSTEDE'S CULTURAL DIMENSIONS
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Table 5 summarises the key concepts of Hofstede’s dimensions that were

used during the analytical processes.

TABLE 5: KEY CONCEPTS OF HOFSTEDE'S CULTURAL DIMENSIONS

Dimensions

Key words

Power distance

Individualism

Masculinity

Uncertainty
avoidance

Long term
orientation

Large power distance: Hierarchy
acceptance, obedience towards
older people, high respect for
teachers, dependence on
teachers, teacher-centred class,
teacher outline the intellectual
path

Individualism: ties between
individuals are loose, speak up
individually, prepare oneself to
cope with new or unknown
circumstances or people, life-
long learning is keen

Masculinity: gender roles are
clearly distinct, compete to be
the best, preference for
achievement, assertiveness and
material reward for success, best
students are the norm, students
compete and make themselves
visible, excellence is valued

Strong uncertainty avoidance:
high  anxiety, noisy and
expressive, teachers have to be

experts, low tolerance of
teachers not knowing the
answer, students do not

disagree with teachers, students
like structured learning, detailed
assignments and strict
timetables.

Long term orientation: Belief
that efforts make success,
ordering relationship by status,
sense of shame, attention paid

Small power distance: Equality
is sought, students’
independence from teachers,
find intellectual path for their
own, student-centred class

Collectivism: Integration into
groups, hesitance to speak up
among strangers, speak up on
behalf of the group, learning is
‘one time process’, harmony

and face saving, avoid
confrontation

Femininity: gender roles
overlap, preference for
cooperation, care and
modesty, being visible s
ridiculed, friendliness and
social skills are esteemed,

quality of life is the sign for
success, average student is the
norm, no open praise from
teachers, students don’t
expect praise for modesty

Low uncertainty avoidance:
Ambiguity acceptance, low
anxiety, being controlled and
quiet, high tolerance of
teacher not knowing
everything, teacher’s use of
simple language to explain
difficult issues, disagreement
with teachers is positive,
students like  open-ended
learning situations, dislike the
situation that suggests only
one correct answer

Short term orientation:
Perseverance of face, respect
for tradition, personal
steadiness and stability,




119

Indulgence

to small children as roots,
children learn not to aim at their
immediate  gratification of
desires, but their goals and
humility

Indulgence: Allow free
gratification of natural desires
related to enjoying life and
having fun, weak control of
desires and impulses, accept
rules with alternative channels,
tolerate deviant behaviours

attribute success or failure to
luck

Restraint: Large extent of
controlling desires and
impulses, strict social norms,
retain permanence, formality
and solidarity
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Chapter 5: Data analysis and findings -

cycle 1

In this chapter | present and discuss the results of both the pre-intervention
and the intervention phases of the first cycle of action research. In the pre-
intervention phase, both the student teachers’ and the tutors’ views are
analysed. The student teachers’ views are demonstrated in the
questionnaires. The tutors’ views are manifested in a set of data including
questionnaires, records of staff meeting discussions, and post-intervention
emails. The analysis and discussion of the findings follow and serve as the
foundation for the design of the intervention. In the intervention phase, only
student teachers’ views are analysed because the intervention was designed
for and targeted at the student teachers only. The data for the analysis of this
phase were collected from questionnaires, student teachers’ journals, and the
researcher’s journal. The analysis of these findings serves as the groundwork

for the discussion and conclusion chapters.
5.1. Pre-intervention
5.1.1. Student teachers’ views

5.1.1.1. Questionnaire: Closed questions

91 questionnaires were allocated to three groups of student teachers, who
had finished the course ‘Teaching Language Components and Language Skills’.
100% of those were completed. The results are presented in table 6

(overleaf).
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PRE—INTERVENTION QUESTIONNAIRE

FIGURES

Questionnaire statements Strongly Agree  Don't Disagree  Strongly
agree know disagree

1. Feedback on micro teaching is important in  67% 33% 0% 0% 0%

the process of learning to teach.

2. Before the microteaching session your tutor = 11% 69% 10% 10% 0%

discusses the lesson plan with you.

3. You are provided with criteria before doing 45% 42% 8% 5% 0%

microteaching so that you know how to assess

your teaching.

4. In the feedback session your tutor often tells = 56% 38% 6% 0% 0%

you what to do to improve your teaching.

5. During the feedback session you spend most 23% 53% 12% 10% 2%

of the time listening to your tutor and/or

peers.

6. You often have a chance to explain why you = 15% 50% 21% 12% 2%

do certain activities during your micro teaching

in the feedback session.

7. During the feedback session you are givena 27% 50% 16% 7% 0%

chance to explore possible ways of working on

the areas for improvement.

8. You are given not only oral feedback, but 18% 32% 20% 29% 1%

also written feedback from your tutor.

9. You want your tutor to tell you explicitly 51% 46% 1% 2% 0%

whether what you have done is right or wrong

so that you will improve your teaching.

10. You feel more confident when you perform | 25% 35% 17% 22% 1%

your teaching without the tutor.

11. You want to see yourself teaching because 42% 40% 7% 9% 2%

you can judge your own teaching and improve

your own performance.

12. After the micro teaching session, you often | 34% 56% 7% 3% 0%

look back at what you have done in your

teaching.

13. You keep  journal/diary  during 13% 36% 24% 22% 5%

microteaching process.

14. You want to see the tutor modelling herself = 67% 28% 2% 2% 1%

as an example for you to see.

It can be seen from the table that the proportions of the informants checking

on ‘strongly disagree’ column are conspicuously low. Their disagreement

extended to the ‘Disagree’ column at the furthest if they had to express a

negative view. This feature is demonstrated in statements 8, 10, 13. Also, with

the statements to which the expected responses should be clear between the

two extremes, quite a few informants checked on ‘don’t know’ option, or
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chose either ‘Agree’ or Disagree’ without any further extension to ‘Strongly
agree/disagree’. That is the case with statements 2, 3, 8, 13. It could be
suggested that the informants tended to avoid a strongly negative opinion
that showed outright disagreement or that they tended to be neutral. This is a
noteworthy factor that will need to inform the design of the research

intervention.

Responses to statement 1 show that 100% of the student teachers either
strongly agree or agree that feedback on micro-teaching is important to them
in the process of learning to teach. This would indicate that the student
teachers had very positive attitudes toward their learning from feedback,
which would possibly make this intervention to be of practical interest to

these student teachers.

Another important feature that could be claimed from the responses to
statements 2 and 3 is that the tutors seemed to have created some suitable
conditions for the student teachers’ reflection on their practice of teaching to
take place by relating the micro-teaching to the students’ schemata. In
response to statement 2, which is about whether or not the tutor discusses
the lesson plan before micro teaching, 80% of the informants stated that their
tutor did that, although only 11% of those strongly agreed with that. As noted
above, this response could probably be the tendency of being neutral and the
avoidance of expressing strong opinions. Regarding statement 3, related to
criteria given before micro-teaching, 87% of the respondents asserted that
they were provided with criteria before teaching. By discussing the lesson
plan and giving criteria for assessment prior to their teaching, the students
will have chances to link what they have practised with what they have
prepared and what they have expected in their micro-teaching. Seemingly,
the conditions for reflection on teaching practice process were provided

during the course.

However, arguably, this reflection process did not seem to work when as

many as 94% of the informants contended that their tutor often told them
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what to do to improve their teaching and up to 76% of the informants spent
most of their time listening to their tutor and their peers. This idea must be
very well noted because although with most of the questions the informants
tended not to show their extreme ideas, with question 4 there are 51 out of
86 of the respondents who stated that they strongly agreed with the
statement. And there are not any informants who disagreed with this

statement.

Another feature worthy of comment is that, although the student teachers
asserted that their tutor told them what to do (as in statement 4) and that
they took the passive role listening during most of the feedback time (as in
statement 5), the majority (65%) of the student teachers thought that they
often had a chance to explain certain activities and 77% of the informants
claimed they could explore possible ways of working on the areas for
improvement during feedback sessions. Apparently, these student teachers
seem to be quite happy with their role as passive learners and the directive
supervision style. However, 35% of the informants either did not know, or
disagreed or strongly disagreed with the fact that they had a chance to explain
the activities they apply in their teaching. A considerable number (23%) of the
respondents were not sure about or disagreed with the fact that they had a

chance to explore the alternatives of improvement for their micro-teaching.

In addition to the strategies being used for feedback, half of the informants
when responding to statement 8 thought that apart from oral feedback, their
tutor gave them written feedback, while the other half did not think so. The
same number of respondents claimed to be keeping a journal whereas the
other half did not know, disagreed, or strongly disagrees with it. Probably the
tutors had different supervisory strategies, which might raise a question of
equity in learning experience for the student teachers. This will need to be

verified through discussions with their tutors.

Another notable feature from the responses to statement 9 is that a large

majority of up to 97% of the informants wanted their tutor to be explicit in
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the feedback, indicating whether they do things right or wrong. Given that
they expected the tutor to indicate explicitly if their teaching was right or
wrong, they would not want to independently assess their own teaching, and
therefore, the room for reflection seemed to be limited. Unexpectedly, this
preference seems in some ways to be contrasting with the responses to
statement 12, where 90% of the informants claimed that they often reflected
on their teaching. This figure discloses a positive attitude towards teaching
practice from the student teachers. They appear to be committed and taking
responsibility for their learning, looking back at what they have done to check
if they have got things right or wrong. This anticipation can also be seen in
question 11, where 82% of the student teachers expressed their preference
towards seeing themselves teaching to be reflective. However, with the
traditional learning habit of waiting to be told by the tutor, which is said to be
rooted in a long history, it would not be easy to make the process of reflective

learning effective if no more facilitation was offered.

As can be seen from the responses to statement 10, the majority of student
teachers, making up 60% of the informants, felt more confident if they did
their teaching without the tutor. 17% of the informants are not sure about,
and 23% disagree, with this. On the one hand, this could suggest that
confidence, one of the important qualities that make a good teacher, needs to
be built up. On the other hand, it shows that the student teachers felt

insecure with the presence of their tutor.

As to statement 14 with regard to tutor modelling, most of the student
teachers (95%) want to see their tutor as an example. This could show the
attitude of respect towards the tutor’s knowledge. The student teachers
seemed to look up to the tutor and wanted to see her as a role model. This

could be a good suggestion for the research intervention design.
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5.1.1.2. Questionnaire: Open-ended questions

Question 1

This question is intended to find out the student teachers’ opinions about the

importance of feedback in their learning to become a teacher. The responses

from the questionnaires showed the students’ views about the role of

feedback in preparing them to become a teacher. The informants contributed

a lot of ideas, which are set out in the following table, with the number of

student teachers writing about the same idea ranking from the highest

number downwards:

TABLE 7: STUDENT TEACHERS' VIEWS ABOUT THE ROLE OF FEEDBACK -

PRE—INTERVENTION QUESTIONNAIRE FIGURES

1. Please state your opinion about the role of feedback on microteaching in preparing Results
the student teacher to teaching practice.

Feedback is important 91
Feedback helps correct mistakes in student teachers’ teaching so that they will not repeat 46
them in the future and to gain more experience after being corrected.

Feedback improves teaching practice 38
Feedback makes students teachers aware of their strengths and weaknesses 27
Feedback helps student teachers gain confidence 9
Feedback improves teaching skills 9
Feedback helps student teachers know whether their teaching is right or wrong 5
Feedback gives solutions to student teachers’ problems 5
Feedback helps student teachers understand what methods are the best 5
Feedback gives more teaching ideas and makes future lessons more interesting 4
Feedback is a chance where tutor gives advice and suggestions 3
Feedback is a chance where tutor instructs how to teach 2
Feedback lets student teachers know what an effective lesson is 2
Feedback is a chance for tutor to judge, evaluate, review student teachers performance 2
Feedback orients, navigates student teachers’ teaching 2
Feedback helps absorb knowledge more quickly 2
Feedback encourages student teachers to improve 2
Feedback is a chance to share 1
Feedback sets learning goals for student teachers 1
Feedback is a chance for student teachers to listen to tutor’'s comments 1
Feedback helps because the student teachers cannot discover their weaknesses by 1
him/herself

Feedback helps avoid mistakes in teaching like teaching posture, blackboard writing, lack 1

of fluency in speaking, not conforming to the lesson plan
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The first conspicuous feature that can be seen from the table is that all the
student teachers were aware of the importance of feedback to him/herself,
which is shown in 100% of the informants asserting the fact and giving

reasons to clarify their thoughts.

Another comment that attracted a great deal of consensus among the student
teachers is that feedback helped correct mistakes in micro-teaching practice
so that student teachers would not repeat them in the future and would gain
more experience after being corrected. This comment comes second, with 46
checks. This perception among the student teachers could point out that the
student teachers were highly self- critical. At the same time, they took it for
granted that the tutor was supposed to know everything and to be the one
who provided the correct answers. This would go in agreement with some
other ideas, which attains 5 responses each, indicating that feedback helped
the student teachers be aware of whether their teaching was right or wrong;
understand what methods were the best; or this was a chance when the tutor
gave solutions to their problems. Other responses that would probably go in
the same category are the beliefs that feedback session was the chance when
the tutor instructed how to teach, navigated the student teachers’ teaching
and let them know what an effective lesson looked like. This was also a
chance, according to these respondents, for the tutor to judge, evaluate, and
review the student teachers’ performance. Others perceived that feedback
from tutors helped them absorb knowledge more quickly. They also think that
they themselves could not discover their weaknesses without the feedback
from their tutor. One respondent mentioned mistakes at a superficial level,
such as teaching posture, blackboard writing, lack of fluency in speaking, not

conforming to the lesson plan.

One more stream of ideas that also gains much agreement among the
respondents is that feedback was viewed more as a chance for the student
teachers to improve practice for themselves rather than to receive this
knowledge and skills from the tutor (38 out of 91 student teachers). However,

this mention appeared quite general. Other comments are about their beliefs
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that feedback helped them be aware of their strengths and weaknesses, gain
confidence, and improve teaching skills. They also mention the attainment of
teaching ideas to make the future lessons more interesting. Some of them
think that feedback was a chance when the tutor gave advice and suggestions
to student teachers, and encouraged them to improve. This was also a chance

for them to share and set learning goals.
Question 2

This question is an attempt to understand how a typical feedback session
worked. The table below shows that the ideas are possibly quite focused
compared with the variety in question 1, which is reasonable enough since

the informants just described exactly a feedback session as it usually was.

TABLE 8: STUDENT TEACHERS' DESCRIPTIONS OF A FEEDBACK SESSION

— PRE—INTERVENTION QUESTIONNAIRE FIGURES

2. Please describe how a feedback session often goes. Results
Tutor tells, students listen and/or take notes 65
Tutor comments on strengths/weaknesses; good/bad; right/wrong 27
Tutor gives suggestions, advice, alternatives for the lesson 13
Tutor comments on weaknesses and mistakes 12
Comments from both tutor and peers 12

Tutor comments on lesson procedure
Tutor comments on lesson content
Tutor encourages students

Tutor gives general comments

Tutor judges student teachers’ teaching
Tutor gives only oral comments

Tutor gives written comments

Tutor comments on blackboard writing

Rl RPN WS DB_~OOO

Tutor answers questions from student teachers

As can be seen from the table, a typical feedback session appeared to be
teacher-centred with the tutors giving feedback and the student teachers’
listening and/or taking notes. The proportion of this description ticks is
notably very high with as many as 65 responses. The next most common idea,
with 27 respondents, stated that tutors often commented on strengths and
weaknesses, good and bad points, wrong and right behaviours or teaching

techniques. Up to 13 respondents affirmed that the tutor often gave
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suggestions, advice, and alternatives to improve the teaching. The same
number of informants thought their tutor often commented on weaknesses
or mistakes that they committed during the teaching. There would appear to
be no room for reflection on the lesson plan discussed before and on the
criteria given prior to the teaching because the tutor seemed to take the lead

most of the time.

It is also unlikely that the tutor provided any opportunities to scaffold the
learners or gave them a chance to construct knowledge by interacting with
other student teachers. Apart from the above teacher-centred approach
feedback, other descriptions include the tutor’'s comments on lesson
procedure and content. Some mentioned that the tutor’'s comments were
very general or the tutor often delivered judgements of the teaching. One
informant described feedback as written comments, whereas two others
indicated that the tutor often gave only oral feedback; answered the

guestions from the student teachers; commented on blackboard writing.
Question 3

This question is designed to provide an overview of the student teachers’
expectations about effective feedback. The responses noted in the table
below are varied and specific implying that the student teachers were

thoughtful about their learning. The findings are as follows:

TABLE 9: STUDENT TEACHERS' EXPECTATIONS TOWARDS A GOOD FEEDBACK

SESSION —PRE-INTERVENTION QUESTIONNAIRE FIGURES

3. What do you wish your tutor to do in the feedback session? / What do you think Results
could be done to improve the quality of feedback session?

Give explicit feedback 45
Indicate wrong teaching/mistakes/ weaknesses and explain 25
Indicate strengths/weaknesses; good/bad; right/wrong; do/don’t 24
Give advice/ suggestions for improvement 24
Model the part that was done wrong 18
Give written feedback 10

Share experience 5
Show real comment, not hide student teachers’ weaknesses 5
Listen to/observe the lesson carefully 5
Discuss lesson plans prior teaching 5
Videotape the lesson and then comment on the video 5
Give more examples on the feedback 4
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Spend more time on feedback 3
Give criteria 3
Be fair, unbiased 3
Warm and create good relationship with student teachers 3
Be tolerant with mistakes, create safe environment 3
Understand student teachers’ characteristics and their problems in teaching, give weak 3
student teachers more explanation and supervision
Help student teachers gain confidence

Give reasons for choosing the right methods
Encourage and compliment student teachers

Ask if student teachers understand the feedback
Support from peer without comments from tutor
Have eliciting techniques

Make feedback as a discussion

Cover all aspects of teaching

Shape the teaching as a frame to follow

Give modelling from different role models

Help student teachers to judge/ assess him/herself

RlRP PR PP RPRRPLEPLPNNN

Be experienced and knowledgeable

As indicated in the table, the most common comment affirmed by up to 45
informants is that the feedback needed to be explicit. Again, it discloses the
fact that reflection was highly unlikely to take place and the students tended
to receive knowledge from the tutor rather than construct knowledge by
themselves. The student teachers most wished to understand every single bit
of the feedback. There is no doubt about this when 25 of the informants
expected the tutor to indicate their wrong teaching techniques, mistakes, or
weak strategies and explain to them. 24 of the respondents wished their tutor
to elaborate on the strengths and weaknesses; good and bad points; right and
wrong activities; dos and don’ts during the feedback. The same number would
appreciate the tutor’s advice and suggestions for their improvement. Some
also mentioned that tutors should not hide students’” weaknesses or wished
the tutor to explain the reasons why a certain method should be chosen. A
student even thought that the tutor needed to ask if the students understood
the feedback or believed that teaching was like a frame that the tutor needed
to shape for them to follow. 18 of the respondents wish their tutor would
model the teaching part that may be done wrong and one mentioned the
modelling from different role models for them to see. Those numbers help us
look into the rooted teaching and learning habit of ‘telling and listening’ and

‘demonstrating and imitating’.
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Other informants suggested some feedback strategies, such as, written
feedback, sharing experience, discussing lesson plans prior to teaching,
videotaping, giving assessment criteria, creating warm and good relationships
with student teachers, being tolerant with mistakes, helping student teachers
gain confidence, encouraging and complimenting the student teachers. Those
comments would make us doubt that the tutor delivered these strategies

during feedback sessions.

There is a group of ideas that would seem to be reasonable and quite positive
about the student teachers’ learning attitudes. They insisted on tutors
spending more time on feedback, giving unbiased comments, delivering
feedback as a discussion, helping student teachers evaluate themselves while
being experienced and knowledgeable. One informant also suggested that
they needed support from peers without the comments from tutor. These
responses help us understand some of the students’ perceptions towards
their autonomy in their learning process and that they are willing and ready to

break free from the traditional learning style.
Question 4

This question was aimed at attracting more ideas from the student teachers
so that the data from this questionnaire would not miss any necessary

information from the informants and would be as comprehensive as possible.

TABLE 10: STUDENT TEACHERS' FURTHER COMMENTS —PRE-INTERVENTION

QUESTIONNAIRE FIGURES

4. Any other comments or more explanation on any of the issues above would be very much  Results
appreciated:

=
o

Time allotment for micro-teaching practice should be increased

Feedback is very important

A micro-teaching session needs to be conducted carefully

Complaint that tutors do not pay enough attention to feedback

Theory should be lessened

Expressing thanks to this research as it is important

Complaint that tutors give too general feedback

Feedback should be checked at the university level as it is important to student teachers
Feedback on the feedback should be good to evaluate the feedback quality

Suggestion of using videotaping

RPlP PP NNNNDNN

A 15 minute micro-teaching is too short
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As can be seen from the table, quite a few students contributed their ideas
although this is the extra question. The responses collected in this section
indicate that the students were interested in and looked forward to the
contribution of this research. As many as 7 informants emphasized that
feedback was very important to them. Two of them even expressed their
thanks to the researcher as they thought this research was an important
contribution. Others stressed the importance of feedback by proposing that
feedback should be checked at the university level or there needs to be
feedback on the feedback to assess the feedback quality. This opinion could
also imply that this informant looked forwards to the tutor being perfect,

providing correct answers, and being a role model.

The most common comment held that the time allotment for micro-teaching
sessions needed to be increased and two informants thought that theory
content of the course should be lessened. There are also opinions that tutors
did not pay enough attention to feedback or often gave too general feedback
and that micro-teaching sessions needed to be conducted carefully. Again,
this respondent implied his/her wish for detailed and explicit feedback from
the tutor. One informant was concerned that a 15 minute micro-teaching
session is too short. One informant insisted on applying videotaping technique

as a strategy for micro-teaching and feedback.

5.1.2. Tutors’views
The findings are derived from three sets of data: pre-intervention

guestionnaires, a focus group discussion, and post-intervention emails.

5.1.2.1. Questionnaires

Questionnaires were allocated to four tutors. All the four tutors completed

the questionnaires. The summary of the responses is as follows:



Closed questions:

TABLE 11: TUTORS' QUESTIONNAIRE RESULTS— CLOSED QUESTIONS
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Statements Strongly Agree Don’t Disagree Strongly
agree know disagree

1. Feedback on micro teaching is Mai,Hoa, 0 0 0 0

important in the process of Nga,Minh

learning to teach.

2. Before the microteaching session = Hoa Mai, Nga Minh 0 0

you discuss the lesson plan with

your students.

3. You provide your students with Mai, Hoa, 0 0 0 0

criteria before doing  Nga,Minh

microteaching.

4. In the feedback session you = Mai, Nga Hoa 0 0 0

often tell your students what to do = Minh

to improve their teaching.

5. During the feedback session your 0 Nga Hoa Mai,Minh 0

students spend most of the time

listening to you and/or their peers.

6. You often let your students have ' Mai, Hoa Nga,Minh 0 0 0

a chance to explain why they do

certain activities during their micro

teaching in the feedback session.

7. During the feedback session you Hoa Mai, Nga, O 0 0

give the students a chance to Minh

explore possible ways of working

on the areas for improvement.

8. You give not only oral feedback, = Minh Hoa 0 Mai, Nga 0

but also written feedback to your

students.

9. You tend to tell your students Minh Mai, Hoa, O 0 0

explicitly whether what they have Nga

done is right or wrong so that they

will improve their teaching.

10. You think the student feel more = Minh Mai Nga Hoa 0

confident when they perform their

teaching without you.

11. You think videotaping your Mai Hoa, Nga, O 0 0

students’ teaching is a good Minh

instrument for feedback session.

12. After the micro teaching @ Minh 0 Mai, Hoa Nga 0

session, you think the students

often look back at the teaching that

they have done.

13. You think your students keep Minh 0 Mai, Hoa Nga 0

journal/diary during microteaching

process.

14. You think teachers’ modelling is = Minh Mai, Nga 0 Hoa 0

good for student teachers to learn
how to teach.

As can be seen from the table, none of the tutors ticked the ‘strongly

disagree’ column. If they expressed a negative opinion, they extended the
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scale to the ‘disagree’ column at most. Like the student teachers in their pre-
intervention questionnaires, the tutors also avoided strong outright
disagreement. This was the evidence of the cultural point discussed in
Hofstede’s collectivism- individualism dimension, which encouraged
everybody to harmonize themselves in the community to give security and
peace to people. This cultural manner causes people to avoid disagreement or
being seen to disagree because the disagreement could lead to arguments,
which are supposed to break the harmony of the community. This
appreciation of harmony might generate a problem that although people
tended to avoid disagreement, there could still be questions and criticism in
their mind that are not spoken. If the questions remained disguised in

people’s minds, how can further knowledge be constructed?

There are two points in the questionnaire that elicited a firm agreement from
all tutors. One is that all the tutors strongly agreed that feedback was very
important. Although how feedback was viewed and why it was important
were elaborated in detail in the tutors’ responses to the open-ended
questions later; at this stage, the tutors’ perceptions about the importance of
feedback would appear to be a positive factor and a prior condition for any
feedback to be effective. The other point was that all the tutors clearly
thought that it was important that they provided criteria before student
teachers did their micro-teaching. It is worth noting, however, that these
responses could be a result of the seminar | delivered the year before | went
to the UK for the staff of the ELT Methodology Division. In this seminar, |
shared with my colleagues the classroom observation criteria that | adapted
from Ur, 1999, which my colleagues applied or adapted for use in their
classes. In fact, using criteria for assessing micro-teaching was not imposed by
the university or the school level. Seemingly, although it was not the
requirement for the tutors to use micro-teaching criteria, they were probably
aware of the necessity of using them in micro-teaching feedback. Additionally,
there was space for the tutors to choose the criteria they wanted for their

classrooms. The responses from the tutors about the micro-teaching criteria
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also matched with the findings from the pre-intervention questionnaires from
the student teachers. On the one hand, this can be seen as a positive factor
about the relative autonomy of the tutors if they wished to make changes. On
the other hand, the lack of a commonly agreed set of micro-teaching criteria
as guidance for both student teachers and tutors, as well as teachers’
standards, raises questions about the equity of the experience and

assessment for all trainees.

One important feature worthy of comment is that all the tutors seemed to
perceive their role as someone who could direct the student teachers’
learning. In question 4, they all either agreed or strongly agreed with the point
that they often told student teachers what to do to improve their teaching.
Question 9 aims at double checking this view of the tutors by asking if the
tutor tended to give the student teacher explicit feedback on the correct and
incorrect aspects of their micro-teaching. The answers were consistent with
the answers to question 4, which points towards the idea that the tutor saw

their role as a controller over the student teachers and their learning process.

Despite the fact that the tutors appeared to direct their students’ learning, all
the tutors indicated that they often gave their student teachers opportunities
to explain their teaching or to explore possible ways of working on the areas
for improvement as all the tutors either agreed or strongly agreed with
statements 6 and 7. These responses went in accordance with the ones from
student teachers’ pre-intervention questionnaires. Interestingly enough, the
tutors, while acknowledging their dominant role, did not feel that they
deprived the student teachers opportunities to learn. Similarly, the student
teachers did not feel they were oppressed by their tutors. This raises the
guestion as to whether the tutors should continue to shape the student
teachers in the way they want when they do not see any problems with it, or
whether the student teachers should change their seemingly passive role as
knowledge receivers to a more independent role when they feel content with

the current training method.
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The points described above, according to the table, clearly reach quite a
common agreement. However, the responses to the rest of the questions (2;
5; 8; 10; 12; 13; 14) seem to spread across a wider scale. For example,
qguestion 2, which investigated if the tutors discussed lesson plans with their
student teachers before the student teachers did their micro-teaching,
received the answers from ‘strongly agree’, ‘agree’, to ‘don’t know’. Hoa
strongly agreed that she discussed lesson plans with her student teachers,
whereas Minh, the youngest tutor, did not know if she did that and she
attached a question ‘What might be the content of the discussion?’ as a
clarifying question. Minh’s view appeared to be that a tutor did not need to
work with her student teachers from the very first step of making a lesson
plan; she seemed to assume that the tutor’s job was involved at the final

product of the lesson.

Question 5, which aims at finding out if the student teachers just listened
passively or there was discussion during the feedback session, received the
answers ranged from ‘agree’, ‘don’t know’, to ‘disagree’. Nga agreed with the
fact that her student teachers spent most of their time listening to the tutor
and/or their peers, while Mai and Minh expressed their disagreement. Hoa
was not sure if her student teachers just listened or there was discussion
during the feedback session. These responses might imply that Mai and Minh
often carried out group work for discussion, but Nga did not. Hoa might have
her own way of delivering feedback or she might not have enough time for
feedback as the session was used for all the presentations. Thus, she might
have written feedback sent to her student teachers due to the time

constraint.

Question 8 scrutinises whether or not the tutors gave both oral and written
feedback to their student teachers. Hoa’s response could lend support to the
above assumption that she often did not have time for oral feedback in class,

and, consequently, gave her students written feedback. Minh strongly agreed
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that both oral and written feedback was carried out. However, Mai and Nga
disagreed with this. It was possibly that they only provided oral feedback to

their students.

When asked about how the tutors assess their student teachers’ confidence,
they had very different views, ranging from ‘strongly agree’ to ‘strongly
disagree’ as can be seen from question 10. It would appear that the tutors did
not have a common sense of their students’ confidence. Nga did not know if
her students felt more confident when teaching without her. It should be
noted that 60% of the student teachers thought that they would feel more
confident when teaching without their tutors. Similarly, wide ranged views
can also be seen in questions 12, 13, and 14. Specifically, Nga and Minh,
seemed to be emphatic about their answers, but their answers were opposite.
Minh strongly agreed that her students reflected on the teaching experience
and wrote journals, whereas Nga disagreed. Both Mai and Hoa, the more
senior tutors, did not know if their student teachers reflected on the lessons.
This leads to the assumption that these tutors did not intentionally care about
creating the opportunities for the student teachers’ reflection. They were also
not sure if their students kept journal writing during the course. Furthermore,
Hoa did not think that the tutor modelling activity could be effective for
learning teaching. This view contrasted with the 95% of the student teachers
who said it would be effective. These findings therefore raise questions about
the effectiveness of the communication between the tutors and the student
teachers. They also clarify the fact that there was no common method of

working across the tutor team with regard to the micro-teaching.

Open-ended questions:

The first open-ended question is intended to determine the tutors’ views on
the role of feedback and the reason why they think feedback is important. The

summary of the responses are as follows:
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TABLE 12: TUTORS' VIEWS ABOUT THE ROLE OF FEEDBACK

1. In your opinion, what is the role of feedback on microteaching Tutors
in preparing the student teacher to teaching practice? Can you
explain your reasons for this?

For student teachers to know what is good or bad about their Mai, Hoa, Nga
teaching, their strengths and weaknesses

For the student teachers to know factors contributing to their Mai

success and failure

To help student teachers know what they need to do to improve Mai, Hoa,
their teaching Minh
To change their teaching behaviour and perspectives Nga

In the closed question about the importance of feedback, all the tutors
strongly agreed that micro-teaching feedback was important in student
teachers’ learning process. However, all the reasons given were related to the
tutor’s role in making judgements about the students’ progress and

behaviour.
With feedback given, students know what they have done is good or bad’
(Mai) or ‘it helps student teachers recognize their strengths and weaknesses

to adjust themselves and improve their later teaching quality (Hoa).

None of the tutors regarded micro-teaching feedback as offering an
opportunity or a space for student teachers to explore new ideas or to think
about their new experience from their own perspectives, or arrive at their
own judgement and evaluation. In fact, the student questionnaires revealed
that this accorded with what most of the student teachers explicit judgements
about good or bad, right or wrong, with the tutor as absolute authority. This
raises the question of how much autonomy the student teachers actually had

for their own discovery learning.

The second question investigated how tutors delivered feedback on their
student teachers’ micro-teaching. The responses suggest that the tutors
encouraged group work discussion or/and peer feedback. For example, Mai,

the most senior tutor, asked her student teachers
Firstly, the observers (classmates) are asked to work in groups to discuss the

good points, bad points, then think about the improvements if they have to
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teach the same lesson. Secondly, whole class discussion is conducted with
the teacher’s facilitation. Lastly, final comments are made by the teacher.
However, Hoa, the second senior tutor, did not mention group work or peer
feedback in her response. What she described the session was:
| often offer feedback based on the following criteria: lesson plan, lesson
content, students’ involvement, and teacher’s use of English.
Nga carried out the session in another way. She wrote
| give general criteria for giving feedback, take notes during microteaching
and ask other student teachers to observe, take notes and be ready to give
peer feedback and listen to teacher’s feedback. Also, | give marks for
microteaching performance if asked.
Minh described her session as follows
First, | give groups of students time to think about their peers’ performance
and give written comments (either positive or negative). | always remember
to take my own notes. After that, each group hands in the comments so that
I can select helpful comments and read them aloud to the whole class. |

myself shared my own comments if they are different from groups.

From Mai’s account of her sessions, it could be claimed that she organized
group work discussion. Mai’s responses provided from the closed questions
(5and6) also suggested that her students were not just passively listening
during the session and that Mai gave oral but not written feedback. However,
it is evident from the comments that Mai was the person who directed every
step of the discussion and made the final decisions. Conversely, Hoa did not
seem to conduct group work discussion. The feedback seemed to be uni-
directional and was based on some criteria she provided for student teachers.
It was evident from closed question 5 that she did not know if her students
listened to her all the time or not. Nga apparently appreciated students’ peer
feedback, but she did not organize group work to discuss the feedback. So, it
seems reasonable to assume that what Nga meant by peer feedback was
actually whole class feedback, in which all of the class comment on the work
of the class member who is presenting. Minh claimed that she asked her

students to work in groups, but to ‘think about their peers’ performance and
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give written comments’, so to write in groups rather than to discuss the points
together. Her description suggests that Minh’s definition of group work as a
group included individuals writing alongside one another without necessarily

sharing what they were working.

The third question looks at the role of the tutor in making the process of
giving feedback effective. The ideas were various as summarised in the

following table:

TABLE 13: TUTORS' VIEWS ABOUT THE ROLE OF THE TUTOR

3. What do you think a tutor should do to make feedback Tutors
effective?

Give students the chance to think critically about their teaching Mai
Let students themselves recognize their strengths and Mai
weaknesses and think about the changes they could make for the

same lesson

Focus on specific criteria Mai, Hoa, Nga
Indicate strengths and weaknesses to student teachers Hoa
Encourage peer feedback before giving tutors’ own feedback Nga, Minh
Give feedback immediately after the micro-teaching Minh

Make comments written and anonymous Minh
Feedback should be followed by suggestions for improvement Minh

The table indicates that the most preferred suggestions for making feedback
effective were to focus on specific criteria, which relates to the issue of
training already discussed. The second preferred suggestion was to encourage
peer feedback before giving the tutor’s own feedback. This suggestion was
made by Nga and Minh. However, as seen before, Nga apparently understood
the term ‘peer feedback’ as uni-directional feedback from classmates to the
presenter as a whole class, and Minh asked her students to do peer feedback
in written form without discussion. Both Nga and Minh thought the tutor
should make the final comments and have the final words. In addition to
those common suggestions, there were a few more ideas from other tutors.
For instance, Mai seemed to be well aware of the importance of giving
students a space to ‘give students a chance to have critical thinking about

microteaching sessions’, whereas Hoa was keen on explicit feedback as
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evident in her previous responses that ‘Tutors need to indicate strong points
and weak points that student teachers have to overcome’. The above
information matched the tutors’ responses in the closed questions 5 and 9, in
which the tutors often told their students what to do and offered explicit
feedback to improve their teaching. Minh agreed with the idea of using
written feedback and suggested it needed to be anonymous. Again, this view
might be linked to the cultural factor that encouraged people to harmonise
themselves to avoid arguments and keep security and peace for the

community.

Question 4 is intended to determine what the tutors thought the role of
student teachers should be to make their learning effective. The tutors’ ideas

are set out in the following table.

TABLE 14: TUTORS' VIEWS ABOUT THE ROLE OF THE STUDENT TEACHER

4. What do you think the student teacher should do during the feedback Tutors
session?

Reflect upon and self-evaluate their teaching Mai, Nga
Have an open talk with the tutor to give further explanation or clarify things Mai, Hoa
Present their lesson aims clearly Hoa

Listen to the feedback from the tutor and take notes Hoa, Nga
Listen to peer feedback and take notes Nga, Minh
Let feedback giver finish their job before explaining the teaching points Nga

Think of the solution themselves to improve their own performance Minh
Keep written journals Minh

These responses again demonstrate that the tutors regard the student
teacher as needing to adopt a passive role, which included listening to peer
feedback and taking notes (Nga, Minh); listening to tutor’s feedback and
taking notes (Hoa, Nga). Tutors Mai and Hoa mentioned a seemingly more
active role when they thought student teachers should ‘have an open talk
with the tutor to give further explanation of his/ her teaching’ (Mai) or ‘ask
the tutor to clarify details during her feedback’(Hoa). However, the fact that
the issue of having an open talk with tutors needed to be raised at all,
suggests that the student teachers currently did not have that open

atmosphere or that they were not confident enough to talk to tutors openly.
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The tutors who suggested the most active role for students were Mai and
Nga. However, this ‘active’ role consisted of reflection and self- evaluation,
which might be considered relatively quiet and perhaps passive. It could also
be said that the other suggestions demonstrated the same thing. These are all
the verbs scanned from the suggestions: ‘reflect’, ‘self-evaluate’, ‘talk’,
‘explain’, ‘listen’ (x2), ‘present’, ‘think’, ‘clarify’, ‘keep’. Most of the verbs
showed one-way communication, there was only one verb ‘clarify’ that
seemed to express two-way communication. The verbs like ‘discuss’,
‘cooperate’, ‘explore’ or ‘negotiate’ that show a more active role and
involvement were not evident. This again lent more support to the
assumption about the perceived hierarchical relationship between the tutor
and the student teachers and their roles that was mentioned previously in the

findings from the closed questions.

Question 5 was to investigate the tutors’ views about factors that might
hinder feedback delivery. The responses centred on the following: unclear
criteria (Mai), class size (Mai), time limitation (Mai, Hoa), tutor’s personality,
which means the tutor does not want to make student teachers lose face if
their teaching is bad (Mai), cultural acts of saving face and loosing face (Nga),

uninterested student teachers (Minh).

Question 6 is to have further understanding of the tutors’ view on feedback
by looking at their suggestions for feedback improvement. Their ideas

included in the following table.

TABLE 15: TUTORS' SUGGESTIONS FOR IMPROVEMENTS OF FEEDBACK

6. Do you have any suggestions to improve the effectiveness of giving and receiving Tutors
feedback on microteaching for the future? Please specify.

Tutor should offer specific and precise comments. Hoa
To overcome the problem of time constraint, instead of giving feedback to an individual, Hoa
the tutor should group student teachers that share the same weaknesses and show them

the ways to improve those weaknesses.

Student teachers should individually come and talk to the tutor in person after class to Hoa
receive more feedback and ways to improve themselves.

Peer feedback should be encouraged, but should be anonymous. Nga
The tutor needs to be an experienced teacher or an educational expert. Minh
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These responses could reveal that the tutors thought feedback and advice
should come mostly from the tutors. Hoa offered an overt comment that it
was the tutor who needed to give ‘specific and precise comments’ and ‘to
show them (student teachers) the ways to improve the weaknesses’. And
again, this confirmed the assumption discussed before about the explicit
feedback offered by the tutors. Hoa’s second suggestion that ‘Student
teachers should individually come and talk to the tutor in person after class to
receive more feedback and ways to improve themselves ’ further portrayed
the role of the tutor as a knowledge giver and the role of the student teacher
as knowledge receiver. Additionally, it could imply the hierarchy between
them. The responses of the tutors also pointed out another cultural feature
that affected the way the tutors should give feedback. For example, Nga
claimed that ‘Peer feedback should be encouraged but should be kept
anonymous.” This idea was also supported by Minh in her earlier responses.
Thus, Nga and Minh might perceive peer feedback, like in the earlier
discussion, as an activity without speaking and involving writing from many
different classmates. Minh’s suggestion seemed to disclose the act of
worshipping teachers and teachers’” knowledge that originated from
Vietnamese tradition. She insisted that the tutor should be someone who had
a solid theoretical background to the issue involved ‘so that they can give
thoughtful and meaningful comments’. Therefore, she recommended that
‘there should be an experienced teacher or even an educational expert beside

the student teacher.’

5.1.2.2. Staff meeting discussion

As discussed in the Methodology session, | began my field work by organizing
a staff meeting to present the outline of my research to my colleagues before
implementing the intervention. In this meeting, | aimed to achieve the

following purposes: a) To seek the tutors’ support for the intervention to take
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place; b) To share with and learn from my colleagues ideas related to the

research.

The meeting took place at the time when the Faculty was hectic with
paperwork and the MOET 2020 project. At that time, the four tutors were
temporarily absent for workshops and were then going to Australia for a short
course resulting in a lack of faculty members. Therefore, the tutors had to
cover each other’s work. After many attempts, the meeting finally was

arranged.

The tutors were even more supportive of my research than | had expected. In
the first place, they understood that it was not easy for a female colleague
with all Vietnamese cultural ties to leave her family to study abroad. But more
importantly, they all welcomed innovations that are believed to be in line with
what the Ministry of Education and Training of Vietnam is encouraging
universities in Vietnam to do. They were also aware of the significance of the
research, which is closely related to their work. One of the outcomes of the
meeting was that | was provided with a specialised room designated for

micro-teaching and a camera for videotaping activities.

My initial feeling at the meeting was that there seemed some tension
probably because the tutors were aware of the fact that the discussion was
being recorded. It might also be caused by the hierarchical atmosphere that
could be seen in important meetings. Therefore, the meeting was not like a

discussion, but turned into an interview.

It was evident at the meeting that the tutors tended to speak according to
seniority and status. | did not realize it until later when | analysed the whole
process of the meeting. As | was a presenter, | spoke first. It should be noted
that | was also the most senior person in the meeting and used to be the Head
of the Division. After | spent approximately 10 minutes talking about the

outlines of my research, the tutor who spoke next was the Head of Division,
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Mai. She was also the second senior at the meeting. The third speaker was
Hoa who was the third senior. The other two tutors seemed to agree with
these two tutors as they attentively listened and nodded their heads at times

and did not put forward any of their own ideas.

Thus, a hierarchical relationship was again documented, not only between the
tutors and the student teachers, but also among the tutors themselves.
Actually, when the tutors considered seniority and status in a meeting, it was
an act of respecting senior and higher status people that could be viewed as
common practice in Vietnam. This same respect was evident in the
relationship between the tutors and the student teachers because of the
status ranking. Because of this ranking, there was a bit of confusion about the
terms used during the meeting; it was evident that Hoa was a bit struggling
when trying to understand the term ‘student teacher’ at one time. She was
more familiar with addressing the student teachers as ‘students’, or ‘trainees’.
The introduction of the word ‘teacher’, which signifies a higher status,

seemed to discomfort her.

What the tutors shared with me centred on the difficulties they often
encountered when doing micro-teaching. However, via the difficulties

presented, some themes related to the previous assumptions also emerged.

The biggest problems when offering feedback as evident from the meeting

was time constraint. Mai maintained:
The time is too limited for the tutor to give detailed feedback or to cover all
the criteria needed in a lesson taught by teacher trainees. That is the biggest
limitation.

This time issue was also enhanced further by Hoa in her response:
The time is too limited for students to practise their teaching and to cover all
those requirements for a whole lesson they need to conform to.

From these responses, it was evident again that the feedback that these

tutors offered was explicitly ‘detailed’” ‘to cover all the criteria needed in a
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lesson’ and therefore, was time consuming. Given Mai found it difficult to
manage her time for her ‘detailed’ feedback that needed to cover all the
criteria needed, the group work and the space she provided for student
teachers to discuss their lesson could be only scant effort. As she said ‘For one
microteaching session, the whole class with around 30 students divided into
6-7 group presentations’, so these 6-7 micro-teaching presentations plus 6-7
group discussions for these presentations had to fit 2 hours. This time issue
could be the reason why Hoa suggested her student teachers should come to
her in person individually after the session to receive more feedback, and why

she used written feedback as indicated in her response to closed question 8.

Hoa’s response again suggested that she viewed the student teacher role as
passive. This was someone who needed to ‘conform’ to all the requirements
provided by the tutors. Since, according to this view, the student teacher had
to follow and obey, and the tutors as indicated the questionnaires often told
them what to do to improve their performance, the opportunities for the
student teachers to have chances to explore possible ways of working on the
areas for improvement were limited. Similarly, their space for their own

reflective observation and active experiment was reduced.

The second problem the tutors considered important was how to include
student teachers’ comments in the feedback session. Mai shared her desire to
do it but she had not been able to.
Secondly, apart from the feedback from the teacher, | myself want to include
in the session the comments and feedback from other students in the class.

However, I'm still thinking about how to resolve it.

Mai was concerned about how to carry out student group discussion in class
effectively. She appreciated group work discussion and expressed her
awareness about the importance of a having a chance for student teachers to
think critically about their teaching as reported in her questionnaire response.

However, this seemed still to remain her desire, which had not come true yet
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when she said ‘I’'m still thinking about how to resolve it’. This information
from Mai also confirmed the assumption discussed previously that the
feedback actually came mostly from the tutor. And the student teachers

actually were not provided a space for their own discoveries.

The third problem that the tutors pointed out in the discussion was related to
cultural features that hindered the feedback. Hoa expressed her concern that
she found it hard to deal with when offering feedback. She said:
I don’t know about other countries, but this is a cultural thing in Vietnam.
Sometimes, giving a negative feedback would make them feel hurt. So what
should the feedback be like so that it would be constructive and would not
make students feel hurt?
The students here are characterised as vulnerable and this leads the tutors to
avoid risking hurting their feelings. This raises questions about what some
might refer to as infantilisation of the students and where challenge and

critique should feature in their education.

Another point that emerged from the discussion was related to teacher’s
autonomy. The tutors stated that they have freedom in deciding the
assessment forms. Mai said that
The school doesn’t impose any kind of assessment. The way we assess
students is via micro-teaching throughout the course and in the final
assessment. ... We do have that autonomy in deciding whether the students
have to take a test or do an assignment.
This seemed to be a positive factor if one wished to make a change. There was
a space for the tutors to try their new teaching ideas if they did not have to be

confined in a conventional method.

5.1.2.3. Follow-up emails

After implementing the intervention, some interesting questions occurred to

me which | had not had the opportunities to discuss before. Therefore, |
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decided to email the tutors to investigate more about their views on these
themes. These were my questions:

- What do you think about the learner autonomy of the student teachers when
participating in Teaching Language Components and Language Skills course?
Do you think the ELT Division needs to take actions to promote autonomy in
learning teaching? Is it in line with the Faculty’s policy for other courses as
well?

- What do you think about group work and collaborative learning among the
student teachers in the process of learning teaching? Do you think
Vietnamese students can collaborate effectively?

- Do you think Viethamese students are confident when giving feedback to
their peers? In return, do they appreciate their peers’ feedback and believe

that they can learn from peers?

The responses to the first question about learner autonomy of the student
teachers seemed to be split into two main opinions: the first opinion from Mai
could be deemed as a positive view about the student teachers’ autonomous
learning. The second opinion was shared by the rest of the tutors who
thought that the student teachers’ autonomy in learning proved to be lower

than expected.

Mai wrote in her email that the student teachers’ autonomy in learning was
demonstrated through their
completing tasks assigned by the tutor before and after class, active
participation in class discussions, asking questions about the lessons,
proposing class activities to the tutor, searching out sources of materials,
creatively applying knowledge gained in class in micro teaching.
The above student teachers’ activities are actually what the tutors often
expect the students to. However, whether or not the student teachers were
able to do it was controversial. At Vietnamese schools and even at
universities, model demonstration lessons are organized. These lessons often
aim to achieve ideal learning and teaching practices, in which the teachers

show that they are able to apply new teaching method using group work,
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communicative activities, and modern technology to teach. The teachers of
these lessons need to get their students involved in the lessons so that they
become active and participatory learners. If the lessons show less than those
standards, they will be marked down by the Board of Pedagogues. What Mai
wrote demonstrated that she could do what was expected of her by the
system. However, if we refer to the problem of time limitation that Mai raised
at the meeting, we could assume that Mai was able to promote learner
autonomy in her class, but it was limited. There could also be another
assumption that Mai had to show that her lessons were to the pedagogical

standards since she was the Head of the Methodology Division.

At the same time, the rest of the tutors expressed their concern about their
students’ ability to work independently. Hoa asserted that ‘the students were
not active and independent enough’. To make it clearer, she also indicated the
reasons for this:
The textbook is not written in a way that provides a space for students to
explore things nor does it have clear guidelines for students to exploit its
content.
This idea supports the assumption that both the tutors and the student
teachers tended to depend on textbooks as the source of knowledge. This
concern about the student teachers’ independent learning ability was
expressed even more strongly by Nga and Minh. Nga added that
The students could set the learning goals or plan their study only under the
teacher’s authority when the teacher guides them, and at the same time
forces them and checks on them regularly for the whole learning process.
Minh also disclosed the fact that
the newly launched credit-based curriculum requires that the student
teachers spend a great amount time on independent study. The class time
should basically be spent on solving problems and the tutor’s giving
guidance. However, a majority of students seem to be struggling in this new
system since they have just transferred from the passive learning habit

acquired at high school. Even now they have gone through several academic
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terms they do not seem to be able to adapt themselves to the new learning

style at university.
The ‘passive learning habit acquired at high school’ that Minh mentioned still
exists in many schools and universities in Vietnam. What Minh referred to was
the students’ habit of passive learning, in which the students needed to be
told by the teacher what to do. The students often listened to the teacher
attentively and took notes. They could speak only when the teacher asked
questions. They were supposed to be quiet in class and followed all the
instructions from the teacher. In other words, they took a role of knowledge
receivers. And the knowledge transmitter was supposed to be the teacher,
who was the fount of all knowledge. Given the student teachers were already
used to that learning habit, the move to autonomous learning would

definitely be a challenge for them.

However, even though the tutors seemed to hold different views towards
learner autonomy of their students, they reached a general consensus that it
is very necessary to promote independent learning skills so that the student
teachers will become autonomous learners. Mai, the Head of the Division,
maintained that
Promoting the students’ autonomous learning in general and in the
methodology course of learning teaching in particular is necessary because
the class time allotment of the current credit-based curriculum is quite
limited, which requires the students to be proactive and spend more time on
self-study.
Regarding group work and collaboration, Mai was consistent in her view. She
reported that she often asked her student teachers to work in pairs and
groups to do presentations and peer feedback. She seemed to be very
positive about the quality of the students’ assignments and claimed that their

group work and collaboration was effective.

Mai’s view was apparently shared by the other three tutors, but the tutors

held slightly different views, with regards to the students’ autonomous
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learning. Hoa, on the one hand, asserted that ‘Vietnamese students can surely

work and collaborate in groups effectively’, on the other hand, she added
However, the role of the tutor is very important. That means the tutor needs
to assign suitable tasks with clear guidelines. She also needs to set out
responsibilities among the group members.

Nga also shared the same opinion as she wrote
Vietnamese students can collaborate well if the teacher supervises them
closely, regularly checks on their work’. However, she added, ‘this is very
difficult for us in terms of human resource and finance.

It could be inferred from the above three tutors’ responses that Viethamese

students were able to cooperate well in groups only when the teacher

supervised them. However, this model of learning and teaching could fit in

Hattie’s visible learning and visible teaching, in which not only the students

have to be active in their learning, but also the teacher has to make her/his

teaching visible. This could also work with ‘teacher-guided/learner-decided

approach’ (Sinclair, 2000 cited in Le, 2013).

The reasons why they were not that independent were set out by Minh as
follows:
The biggest problem when students work in groups is that the group
members often tend to rely too much on the group leader. Therefore, it is
important that there is a good leader, and this group leader needs to be
capable of leading the other members so that every member will contribute.
At first it can be obligatory, and then hopefully, it will gradually become

autonomous.

This comment supports Nga’s idea about the ‘supervised autonomy’. It also
suggests that the student teachers tended to depend on others, such as, on

the stronger or higher status people.

The responses concerning the student teachers’ confidence could be divided
into two different views. The first view held by Mai was that Vietnamese

students felt confident when giving feedback to their peers and they also
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trusted their peer feedback and thought they could learn from their peers.
Thus, Mai’s answer to the question was ‘yes, if they are provided with clear
criteria’. The rest of the tutors held the opposite view. Hoa disclosed in her
email:
Actually, Vietnamese student teachers are not confident when giving
feedback to their peers and the one who receives the feedback does not
appreciate constructive feedback from his/her classmates. Probably, our
students have not changed the perception that only the teacher can offer the

right feedback

This opinion was echoed by Nga when she scrutinised the reasons for this lack

of confidence and intolerance with classmates’ feedback:
Vietnamese students are weak at practical skills as they do not have
opportunities to get practical experiences so they do not feel confident to
give feedback on their classmates’ teaching skills and do not trust their peers
as well. The students that receive feedback do not often appreciate their
peers’ feedback unless the feedback giver is someone with high reputation in
study. Above all, the student teachers often prefer their tutors’ feedback.

These comments imply the feeling of being inferior towards the ‘Vietnamese’

identity, which contributes to lowering their own agency.

Minh again commented consistently with her previous note about anonymous
feedback:

... They (the Vietnamese student teachers) will feel confident if the feedback

is anonymous...

So by this view the students would become autonomous in learning,
collaborate well in groups, and feel confident in learning given the right
circumstances. These right circumstances involved the supervision of the
teacher or group leader to check this ‘independent learning’. This creates

something of a paradox, which deserves closer analysis.
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5.2. Intervention

In this section | describe the findings from the research intervention that was
implemented at a central university of Vietnam. The data are organised
according to two sources: the findings from the student teacher cohort, and

the researcher’s observations.
5.2.1. Student teachers’ views

5.2.1.1. Questionnaires

The post-intervention questionnaire was administered in the final session of
the course on 5" December, 2012. There were 30 participants, but one
participant was absent on the day of questionnaire delivery. The class monitor
reported that this student teacher was absent due to some personal problem.
Therefore, only 29 questionnaires were distributed and 29 were completed.

Closed questions

TABLE 16: OVERALL VIEWS OF NEW FEEDBACK METHODS — POST-

INTERVENTION QUESTIONNAIRE FIGURES

Question a b c d e g

In what ways, if Improve Improve Improve Improve Self- Other
any, did you find teaching self- team work communication  study

the new feedback skills reflection skills skills ability

methods helpful? skills

(You can choose
more than one
option)

(100%) (62%) (69%) (59%) (40%) (48%)  (0%)

The table above summarised responses to question 3, which investigated the
overall thoughts of the participants about whether or not the new feedback
method adopted during the module was helpful and in what way it was
helpful. All the participants ticked on the question, thus, indicating that 100%
of the participants found it helpful. The most three helpful aspects that gained

about the same ticks coming from most to less respectively were that the new
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feedback method helped the student teachers improve self- reflection skills,

teaching skills, and team work skills.

TABLE 17: ATTITUDINAL VARIABLES—POST-INTERVENTION

QUESTIONNAIRE FIGURES

Questions a b C d
1. What is your attitude Like to try out Feel anxious Do not want Other
towards changes? new things about new to change
things

(65%) (14%) (7%) (14%)
2. Why did you take this To become a This module is Other
module? (You can choose good teacher compulsory
more than one option) (90%) (27%) (10%)
4. Do you feel comfortable Comfortable Not Other
with using technology in comfortable
downloading video clips from
the internet and videotaping (69%) (14%) (17%)
your group’s teaching?
5. In general, do you feel Comfortable Not Other
comfortable with working comfortable
with peers in general? (65%) (7%) (28%)

The four questions 1; 2; 4; 5 as reflected in the above table were intended to
look at the attitudinal variables that could influence the effectiveness of
feedback. It could be said that most of the participants were open to changes.
Only 14% felt anxious about new things and 7% did not want to change. This
finding suggests a positive feature that most of the student teachers seemed

to be ready for discovery learning.

In terms of motivation, as many as 90% of the participants in response to
qguestion 2, which allowed participants to take more than one choice, took
this module because they wanted to become good teachers and 27% felt that
they took this module because it was compulsory. 10% of the participants
ticked on ‘other’ citing nice reasons, such as, ‘I would like to become a well-
trained teacher’; ‘this module helps me not only in teaching, but also in
communication skills’; or ‘it helps student teachers become good teachers’.
This suggests that the intrinsic motivation of the cohort is particularly high.

This seems to contradict Hoa’s view of the student teachers’ motivation noted
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above. In contrast to Hoa’s opinion, most of the group appeared to be keen to

become teachers.

In terms of the comfort when working with technology and with peers, it

could be noted that a large number of participants felt quite comfortable with

the technology used in the module and the way of working with peers (69%

and 65% respectively). Only 14% of the participants did not feel comfortable

with the technology and 7% did not feel comfortable with working with peers.

TABLE 18: FACTORS THAT MAY HINDER LEARNING —

QUESTIONNAIRE FIGURES

POST—INTERVENTION

Questions a b c
6. Do you think you can learn from your self- |can I can’t Other
reflection on the teaching experience even
without the tutor’s feedback? (38%) (34%) (28%)
7. Do you think you can learn from your Ican [ can’t Other
peers through their feedback even without (66%) (20%) (14%)
that from the tutor?
8. Do you think that when giving feedback it Be a good Explicitly Other
is necessary for the tutor to organizer and explain

facilitator

(90%) (3%) (7%)
9. Do you feel confident when giving Confident Not Other
feedback to your classmates in front of the confident
whole class? (73%) (17%) (10%)
10. Do you feel more confident when you More No more Other
work in a small group? confident confident

(10%)

(83) (7%)
11. Did your classmates make you feel bad, Yes No Other
criticizing you when giving you feedback? (24%) (62%) (14%)
12. Did you give frank feedback to your Yes No Other
peers without worrying of making them lose  (59%) (34%) (17%)
face?
13. At the beginning of the module did you | had that | didn’t have Other
feel that you couldn’t learn and couldn’t do feeling that feeling
the teaching practice without the tutor’s
lecturing about the theory of teaching? (83%) (14%) (3%)
14. Have you changed that feeling VYes No
throughout the module? (93%) (7%)
15. You have been asked to work in groups Yes No
and cross-groups all the time to do the
assignments. Have you ever done the tasks (59%) (41%)

individually because of some reason?
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These next 10 questions as summarised in the above table investigated the
factors that might affect the effectiveness of the feedback. The responses to
questions 6 and 7 are interesting. Two thirds of the participants thought that
they could learn from their peers without tutors’ feedback which left one
third of the students who either actually considered that they could not learn
from peers in this way (20%), or were unsure about the possibility (14%). On
the whole, therefore, the student teachers were willing to trust the judgment
of their peers, although some still needed to be convinced. On the one hand,
only 38% felt confident enough to learn from self-reflection and about the
same number (34%) thought they couldn’t learn properly in this way. These
responses suggest that fundamentally the students lacked confidence in their
own judgment and reflection; but that they were well disposed towards
hearing the views of their classmates. A small number of participants ticked
on ‘other’ and noted interesting comments and explanations. Those
explanations suggested that they still shared a total belief in the teachers’
knowledge. For example, comments included ‘because the teacher (tutor) has
lots of experience and so she can give me correction of what we should and
shouldn’t do’ or ‘sometimes | feel confused of what is right and what is wrong
without the tutor’s feedback’. Some participants expressed their mistrust of
their peers with such comments as ‘they can help me realize my mistakes, but
they can’t help me fix them’ or ‘I don’t believe them so much’. Hence,
although a positive attitude toward learner autonomy was evident, some of

the learners tended to seek support from outside for their learning.

The next four questions 9-12 investigated how confident the participants
were after the intervention. A majority of the participants (73%) felt confident
when giving feedback in front of the whole class, and this number increased
to 83% when they gave feedback in a small group. Only 17% did not feel
confident when they spoke in front of the whole class and a smaller number
(7%) had the same feeling in a small group. The other participants included
such comments as ‘I'm afraid of making my friends sad when | give

straightforward feedback’, meaning that she is confident, but just avoided the
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risk of hurting her classmates. Another student commented that ‘sometimes |
don’t want to give my partners ideas because some of them just ignore these

ideas’, which suggests that she felt more vulnerable to their criticism.

When asked about the role of the tutor in question 8, up to 90% of the
respondents thought the tutor needed to be a good facilitator so that
everyone had a chance to discuss ideas with peers and there was no need to
give explicit feedback in this post-intervention survey, in contrast to the pre-
intervention findings. Only one student needed explicit feedback from the
tutor. This student teacher mentioned that the tutor needed to be frank to
the ones that do not work hard. This finding lent support to the assumption
that the student teachers, who wanted more space for their discoveries and
more challenges over their learning in this module, tended to be more

independent after the intervention.

When asked if the participants ever had their self-esteem affected by the
feedback from peers, 62% of them indicated that they did not have that
feeling, while 24%, admitted that they did feel bad, and 14% explained in a
way that showed that they felt bad, but they would not complain, thinking
that ‘their comments help me improve’; or ‘I guess it's due to some
misunderstanding’; or ‘l don’t think it's a bad thing, they just want to make

me become better.’

The 62% percentage of the participants whose self-esteem was not affected
by frank negative feedback was about the same number of participants who
said they often gave frank feedback without worrying about making their
peers lose face (59%). Quite a few participants (34%) said they did not dare to
give frank feedback. The other participants (17%) revealed some important
reasons why they did not give frank feedback, e.g. ‘Sometimes | was worried
that | would make them lose face’; or ‘I considered my peers’ attitude’; or ‘I
can do that in writing, not speaking’. This finding from the student teachers as

well as the finding of the same topic from the tutors reflects the cultural
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values of face saving and the appreciation of harmony in the community that

has been discussed before in the literature review.

One important feature worthy of comment emerging from the responses to
qguestions 13-15 was that the new feedback method could be claimed as a
positive impact on the participants’ learning process. As many as 83% of the
informants admitted that at the beginning of this module, they felt
overwhelmed at the new way of working that focused mainly on practical
experience without the tutor’s telling what to do directly. One explained
further by sharing his/her thought: ‘... at the beginning, this module is quite
new, also it is a new method for us. At first teacher plays a role of a controller,
then a facilitator. And now we can do it on our own under the teacher’s
guidance’. Another commented: ‘before learning this module, | acquired
teaching skills from my old teachers and from the time | taught my sister and
brother. But with tutor’s lecturing | would learn more new things and teaching
experience’. This belief in the tutor’s theoretical knowledge and the
perception about how ‘teaching experience’ is gained via tutor’s lecturing
needs to be further analysed. However, more importantly, the students’
thoughts were changing throughout the module from ‘worried — amazed —
interested — confident” when up to 93% of the participants maintained that
they felt ‘confident and independent in lesson planning and teaching on my
own’. Only two student teachers ticked on the answer ‘no’ and explained that
at the beginning of the module they already thought that they could learn
that way. This is quite typical of what the majority reported:

Unconsciously, we’ve learnt how to work “without” the tutor (in fact she

stills helps us a lot). Now we can work in peer-shape effectively;

Because | see that | can learn through classmates. | can learn teaching

through video clips from the internet and those done by classmates;

| realise that my classmates have more ideas than | thought and they help

me to realise new things, new ideas for my lessons;

I’'m becoming more confident day by day.



158

Although the above responses could be seen as positive, question 15 could
suggest that many participants were not quite comfortable when having to
work collaboratively. Although the majority (55%) of the participants asserted
that they had been working in groups all the time, 45% of the participants
admitted that they sometimes worked individually as long as the work was
shared among the group members. The common reason was ‘we couldn’t
manage the time, and also the work can be shared to individual so that’s fine’;
‘Sometimes it takes me a lot of time to do the task in groups’. One student
wrote: ‘we feel working in groups is not effective because we often spend
time chatting with each other and opposite ideas between members is also a
big problem’. This discloses the fact that while the tutor thought her students
work in groups effectively because they did the tasks assigned by the tutor (as
indicated in the tutors’ view), in fact they had problems. The problem that
was literally pointed out in their answers is the lack of time. Also, it was clear
that for some student teachers, the definition of group work extended to
include electronic links. One of the student teachers, for example, explained
about having to work individually sometimes was ‘because we had troubles

with computer network’.

TABLE 19: PREFERENCES OVER THE NEW ACTIVITIES FOR MICRO-

TEACHING — POST—INTERVENTION QUESTIONNAIRE FIGURES

Questions Rates
16. Do you like video inference activity?
a Yes 93%
b No 7%
c Other (please explain your answer) 0%

17. What you like about the video inference activity is that it can (you can choose more than
one option).

a Give you opportunities to work with other student teachers and discuss 72%
teaching ideas
serve as a spring board for the micro-teaching practice 24%

c help understand theory of teaching before doing the micro-teaching 52%
practice

d help you get started with writing a lesson plan 52%

e learn teaching from other teachers from Vietnam and many different 62%
parts of the world

f make it easier to give feedback on a stranger’s teaching as you would 31%
not make him/her feel de-motivated at your frank or negative feedback

g give opportunities to learn how to give feedback though the process of 55%

commenting on clips
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h make you work harder 21%
i Other (please explain your answer) 0%
18. What you don’t like about this activity is (you can choose more than one option).
a good clips on the internet are limited 14%
b the clips are often not full lessons 7%
c the clips are not role models for teaching 3%
d. it makes you work too hard 0%
e it takes too much time 7%
f Other (please explain your answer) 0%
19. Do you like videotaping activity?

a Yes 97%
b No 0%
c Other (please explain your answer) 3%

20. What you like about this activity is (you can choose more than one option)

a you can see and assess yourself teaching. 69%
b you have opportunities to practise teaching and improve yourself.

c you have opportunities to work with and learn from other student 97%

teachers

d it saves time in class 69%
e it makes you work harder 3%
f Other (please explain your answer) 3%
21. What you don’t like about this activity is (you can choose more than one option)
a there are not real students 14%
b you have difficulties in using technologies 7%
c it makes you work too hard 3%
d it takes too much time 10%
e other (please explain your answer) 0%
22. In order to give and receive effective feedback you think that the tutor needs to
a Be a good organizer and facilitator 90%
b Explicitly explain 3%
c Other 7%

The responses to questions 16-21, which investigated the participants’ views

about the video activities used though out the module, proved to be positive.

The informants expressed their strong support for both the video inference

activity of their own teaching. While as many as 93% of the participants liked

video inference activity and only 7% did not like it, up to 97% of those liked

videotaping activity and nobody said no to it. However, one student, who

chose ‘other’, revealed that she liked it, but ‘dare not do it by herself,

especially for presentation’ as she did not believe in herself. Thus, she actually

liked it, but she was not confident enough to make a recording of herself

teaching. The most preferred aspects of the first activity are the opportunities

to work with other student teachers and discuss teaching ideas (72%);



160

learning teaching from other teachers from Vietnam and many different parts
of the world (62%); opportunities to learn giving feedback through the
process of commenting on clips (55%). Many participants liked it because it
helped them understand theories of teaching before doing micro teaching
(55%) and it helped them get started with writing a lesson plan (55%). A few
participants did not like the video inference activity, mainly because good

clips online were limited.

The most preferred aspects of the second activity were opportunities to
practise teaching and improve themselves (97%); seeing and assessing one
selves teaching (69%); opportunities to work with and learn from other
student teachers (69%). Although they all liked the videotaping one, a few
student teachers expressed their discontent over the inauthentic situation in

which they had to teach with fellow students taking the role of pupils.

The data from question 22 offers an optimistic point when as many as 90% of
the respondents thought the tutor needed to be a good facilitator so that
everyone had a chance to discuss ideas with peers and she did not need to
give explicit feedback, giving ready-made answers. Only one student needed
explicit feedback from the tutor to decide if her teaching was right or wrong.

Another mentioned that the tutor needed to be frank to the ones that did not

work hard.

TABLE 20: ROLE OF FEEDBACK — POST-INTERVENTION QUESTIONNAIRE
FIGURES

Questions Yes No Other

23. Do you think the feedback methods can change the 73% 20% 7%
trainer’s and trainee’s roles?

24. Do you think the new feedback methods can give you 86% 0% 14%
opportunities to discover new knowledge and develop

teaching skills by yourself?

25. Do you think by learning from peer feedback and self- 93% 0% 7%

reflection with the tutor’s guidance you have changed a

bit of your learning habit?
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Questions 23-25 investigated the participants’ views about the role of
feedback and how they thought feedback method could make an impact to
the role of the tutor and the role of the student teacher. 73% of the
informants held that the feedback method could change these reciprocal
roles, while 20% maintained that it could not change these roles. Up to 86% of
those claimed that the new feedback method could give them opportunities
to discover new knowledge and develop teaching skills by themselves.
Nobody held the opposite view, but a few expressed their hesitation about
that by the responses, such as, ‘maybe’; ‘it depends on certain type of

students’; or ‘a little’

Open-ended questions

The first question was intended to view the student teachers’ opinion about
whether or not the feedback method in this module was different from the
participants’ previous experience. Almost everyone thought it was different
from their previous experience. The common responses were as follows:
Yes, it was. In the past | only receive feedback from my teacher, but when |
leant this module | receive feedback from both teacher and friends. And
towards the end of this module, | only receive feedback from friends;
To tell the truth, the feedback approach in this module was different to my
previous experience. In the past, when | was at high school, even at
university, the teacher is the person who plays the most important role. They
gave feedback and told us explicitly what was right or wrong about our
studying.
The student teachers shared almost the same view, such as
With this feedback approach, there are more ideas we can see and apply for
my lessons and my experiences. Besides that, we can look at other student
teachers’ mistakes or reference to work by myself.
Only one student teacher did not quite agree with this view. She said ‘no’ and
explained: ‘I had many activities like this, but in the past the teacher still gave

us feedback and advised after peer feedback and self-reflection’. The
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difference that could be interpreted from her response was that even though
this student teacher had already been familiar with this kind of group working
in the past, in the activities she described showed that the teacher was still

the decision maker and the person who wrapped up the feedback process.

The next two questions were intended to seek more ideas from the student
teachers about how feedback could be improved and to elicit further
comments from them. The responses could be divided into two main groups.
One group suggested that the method of giving feedback used in the
intervention was useful for them and needed to be enhanced and
encouraged. This group maintained that with this method they learned a lot
from friends and from the experience and claimed that they needed more
time so that they could have more discussion together.

It helps me to understand deeply what I've learnt. | think feedback from

friends will be useful and support my work;

This feedback method should be encouraged so that students will teach

themselves, assess and correct themselves and also learn from others.
The other group suggested ideas for improvement. Quite a few participants
posted some shortcomings they detected from the module. They thought the
feedback sometimes was ‘not helpful’ because ‘it was not correct’ or
‘personal’ (they probably meant biased), which caused a lot of strong
arguments among the cohort. The suggestions included:

Clear instruction of how to give feedback is needed. Unify form of feedback

(criteria, format). Students should be aware that they are learning to give

feedback without teacher, so they should pay more attention;

When giving feedback, we should hide our names so that our friends don’t

know who gave feedback to them. By doing this way | think we could give

frank feedback to my friends;

We need clearer explanation before we are trained to give feedback without

the tutor. | think that our feedback should be taken into consideration and

evaluated;

Yes, it was new for me. Actually, | don’t know ... Maybe | do it for the

teacher, not for me.
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Seemingly, those student teachers, who sometimes felt frustrated about their
peers’ ‘biased’ and ‘incorrect’ feedback, did not allow a space for themselves.
They might have a feeling that they would definitely have to take the
feedback and did not give themselves the right to choose what to take and
what not. They did not seem to regard their peer feedback as food for
thoughts and reflection. By doing so, they seemed to confine themselves with
the thinking that feedback needed to be either correct or incorrect, and
therefore, insisted that ‘feedback should be taken into consideration and
evaluated’. Additionally, this attitude would prevent their peers from sharing
their mind. They might not want to risk making their classmates upset by their

frank feedback and wanted to hide their names.

5.2.1.2. Journals

The journals were analysed for specific information related to the four
research questions including the factors that enhance peer learning, factors
that hinder it, strategies to be utilised and the role of peer learning in shaping
the tutors’ and the student teachers’ identities. The following themes
emerged from the journal entries:

1. Motivation: this concerned the student teachers expression of their
desire to attain good marks, their dreams of becoming a good teacher,
or their negative attitudes toward learning teaching.

2. Emotional variables: This related to the range of feelings the student
teachers experienced during the course such as whether they felt
anxious, lacking in confidence, disappointed about or pleased with the
learning teaching they tackled.

3. Analysis of strengths and weaknesses: These entries concerned their
self- assessment of their teaching, often identifying strong and weak
aspects of their teaching or the mistakes they thought they had made

during their own teaching which required correction.
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4. View of the role of the tutor: the comments on this theme centred on
what the student teacher thought the role of the tutor should be/
what they thought the tutor should have done to be effective.

5. Reflection on own teaching: this theme brought together the student
teachers’ general thoughts on their teaching, not confined to strengths
and weaknesses. Rather, the comments reflected their considerations
of their own teaching behavioursthroughout the performance of
lessons.

6. Perception of what teaching is: this theme focused on any thoughts
related to teaching, which demonstrated the student teachers’
understanding of what teaching is.

7. View of the role of student: comments under this theme related to the
student teachers’ thoughts about the ideal approach adopted by the
student during the learning process to achieve the best outcomes from
their studies.

8. Gratitude toward tutor: Since this attitude was expressed in most of
the journals, usually at the end of the course, it was included as one of
the themes.

9. Impression of the tutor: the student teachers wrote about particular
traits of the tutor that impressed them and made them feel positive
about the course.

10. Experience of group work: This theme centred on how student
teachers felt about their group work experience.

11. View of own progress: the student teachers regularly reviewed what
they had done and assessed their own progress. They considered their
progress in different aspects of teaching.

12. Expectations: the comments of this theme showed what student
teachers expected of the tutor, the course, and more often about
themselves.

Since common features exist among the themes, they were categorised into

groups as follows:
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1. Group one consists of Motivation, Emotional variables, Experience of

group work, Expectations and preferences, Gratitude towards the

tutor, Impression of the tutor. These themes were commonly about

the student teachers’ feelings towards the new teaching and learning

model.

2. Groups two consists of Reflection on own teaching, Analysis of

strengths and weaknesses, View of own progress. These themes all

addressed learning.

3. Group three consists of View of the role of the tutor, Perceptions of

what teaching is, View of the role of the student and the role of the

teacher. Here the focus is on the student teachers’ beliefs.

TABLE 21: STUDENT TEACHERS'

JOURNAL CODING THEMES

Group 1- Feelings

Group 2- Learning

Group 3- Beliefs

- Expectations

- Motivation

- Emotional variables

- Experience of group work

- Gratitude towards the tutor
- Impression of the tutor

- Reflection on own teaching,
- Analysis of strengths and
weaknesses

- View of own progress

- View of the role of the tutor
- Perceptions of what
teaching is

- View of the role of the
student and the role of the
teacher

Feelings

Expectations:

Many of the student teachers’ expectations were recorded in their journals at

the beginning of the course. Interestingly, the expectations were not about

the course, but almost exclusively about themselves. 8 out of 22 of their

comments illustrated the desire of the student teachers to be confident,

which in itself revealed that they were feeling less than confident.

| hope | will be able to do it [teaching]. Hopefully this subject will bring me a

lot of experience, and be a turning point to gain confidence in me (Student

a).
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Whilst some student teachers just mentioned their hopes of becoming more
confident in general, quite a few identified a particular kind of confidence that
they wanted to build, for example, the self-assurance to speak in front of
other people:
| hope that after this course, | will become more confident and more active. |
will be able to stand confidently in front of a lot of people (Student 3).

Confidence to manage a class, which is related to having confidence speaking

in front of many people, was also mentioned as one of their expectations:
| hope | will have a lot of experience in my teaching language and language
skills and be confident in handling an English class (Student 16).

Apart from confidence, many comments (14 out of 22) showed that the

students wanted to have experience in teaching, in which they expressed

their welcome of learning through practice and expected more practical
elements in the syllabus. That gave us a feeling that they had had experienced

a strong emphasis on theory of the current syllabi:
| like learning through practice than theories (Student 15)

Shortening the theory and more practice (Student 11)
| really hope that you can help us with practical teaching, not just theory
(Student 1)
However, among the student teachers who expressed their desire to gain
teaching experience, a few of them (3 out of 22) did think that they wished to
have that experience via the tutor’s telling them or sharing with them her
own experience, for example:
In addition [to my expectations], the tutor should give her experience in
teaching to the students (Student 17)

They assumed that their tutor had admirable level of knowledge and skills
Could you [the tutor] tell us some tips about your way to succeed as a
teacher like you (student 14).

9 out of 22 also indicated their hope to build up teaching skills in the course.

However, again 3 of them believed that the teaching knowledge and skills

could be passed on them by the tutor. They regarded teaching skills as

something to show to students (Student 10), or something that the student
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teachers can be aware of (Student 5), or something that the tutor has to
provide (Student 16).
Some student teachers were keen on seeing teaching method as something
that can be labelled as either the right or the wrong:
After this course | hope to find the right way to teach and be more confident
when standing before class (Student 19).
That ‘right way to teach’ needed to be provided by the tutor and by way of
correction of mistakes, which they assumed had always made:
| hope that tutor, Mrs Huong will give me helpful feedback so that | can

correct my mistakes and realise how professional | am (Student 13).

Generally speaking, at the initial stage of the course, the student teachers’
biggest expectation was that their confidence would be built over the course
enabling them to present, to speak English or to deliver their teaching in front
of a group of people. They also expected to learn teaching skills through
practice without mention of any of need to work on theory. Building a good
relationship with the tutor was also one of their expectations along with
understanding ‘the right way’ to teach English.” It was documented, however,
that the student teachers thought ‘the right way to teach English” would come
from the tutor and the student teachers shared their admiration for the

tutor’s knowledge and skills.

Motivation:

In terms of motivation, the student teachers appeared to obtain strong
intrinsic motivation for learning teaching. Contrary to Hoa’s opinion about the
student teachers’ low motivation for the course, which could be related to the
fact that some student teachers enrolled the course just to please their
parents’ wishes, or simply because they thought it would help them to find
job easier, these student teachers actually showed their strong desire to
become good teachers, their love of teaching and their curiosity about the

new learning method in the course in most of their comments. This
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motivation for learning teaching was exhibited in eleven comments, but it was
observable that it seemed to be strengthened as the course progressed. At
the beginning of the course, there were only two journal entries explaining
why they were taking part in the course. These include the student’s desire to
become a good teacher and to receive good marks for the course. However,
after the first phase of peer learning, the student teachers seemed to be more
motivated, expressing greater interest in the course. They did not simply like
the job as it had been a prior ambition for a long time because they had to
achieve good marks, but they felt enthusiastic about taking part in the
practice of teaching:

Generally speaking, | love the practice of teaching very much. This is very

useful for us (Student 3).
And since they felt interested in it, they wanted to find out more about it:

| think teaching is very interesting and | love it very much, so | have to learn

more about the way of teaching effectively (Student 6).
As the course progressed, the motivation seemed to increase. The students
appreciated the encouragement and compliments from the tutor which
helped them feel more motivated. Obviously, in a culture that exalts the
teacher and a learning environment that often emphasises correction of
mistakes, the encouragement and compliments from the tutor would be
considered valuable.

We always receive your [the tutor’s] encouragement and compliments. That

has motivated us to try more to improve ourselves (Student 7).
At the end of the course there were more comments (5 out of 10) stating that
the student teachers felt more motivated by the tutor’s use of the new
teaching method, which made them greatly enjoy learning this subject and to
try to improve themselves. Evidence of the admiration for the tutor was also
found in these entries:

| felt happy when | was instructed by you [the tutor] in this interesting

subject (Student 16).

You made us like learning this subject. | always feel happy when | go to

school on Wednesday (Student 18).
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There was, however, one comment that expressed low motivation for teacher
learning right at the beginning of the course, but her motivation rose as she
joined in the practice of teaching:

It is a fact that | dislike to be a teacher a lot. However, when | am working on

the lessons by myself, | have started to feel like it a little more (Student 22).
As the practice of teaching progressed, there were comments that showed
that some students were less than enthusiastic. One felt dissatisfied because
of the first performance that she herself evaluated as unsuccessful:

Today | finished the recording of teaching grammar. So sad cos | couldn’t do

it well (Student 4)
Nevertheless, this student then acknowledged that ‘this practice was
interesting and brought me [the student teacher] many interesting
experiences’. It is important to note that, the failure of the first practice
seemed to lower her motivation, but as a paradox, the experience lifted her
motivation. Evidently, the joy of gaining experience surpassed the feeling of
failure. Another important point to note is that the language she is using,
which is ‘so sad cos’, is informal. The colloquial word ‘cos’ shows she is feeling
close and comfortable with the tutor. Her sharing feeling reveals not only her
feeling close to the tutor, but also her confidence too.
Similarly, another student felt disappointed by her own poor speaking skills
after her first practice and seemed to resigned to failure at the time of
writing:

My speaking skill is still bad. | tried, but it doesn’t seem to change. I’'m so sad.

| can’t become a teacher (Student 22).
However, later on after some practice, her motivation for the course changed
for the better, but she did not mention whether her speaking skills had
improved or not.

Recording a clip is not a challenge with me anymore. I'm so happy about that
(Student 22)
What she mentioned as a difficulty turned out to be the recording of her
teaching. Thus, her main concern had been the pressure of being recorded

teaching in front of others, making her feel inferior and worried about other
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points that seemed to make her teaching weak. Face does not seem to be a
pressure for her now and she shows more confidence in gaining skills.
Additionally, concerns about speaking skills would have contributed to the

pressure of recording the teaching.

On the whole, it could be said that the student teachers were highly
motivated to learn teaching and became more motivated as the course
progressed. They appreciated the new learning mode that gave them
opportunities for practical experience, and encouragement and compliments
from the tutor. It was also documented that the pressure of recording lessons
could make students feel less motivated and anxiety about speaking abilities
appeared to contribute to this. Furthermore, the idealisation of the tutor and

her motivational role was evident in these entries.

Emotions:

However, in terms of emotions, it was evident at the beginning of the course
that the student teacher felt negative emotions including anxiety, lack of
confidence and low self-esteem. That was why they wished to build more
confidence when writing about their expectations. The practice of teaching
and peer work seemed to make them feel somewhat worried at first. They
seemed to have low agency since they did not believe in their capacity:
Actually I'm really anxious about what we will have to do in the course

because I'm reserved and unconfident myself. In fact my grade in speaking

and listening skills subject was very low (Student 3).

Again, the perceived poor speaking skill was mentioned as a factor that
affected the student teachers’ confidence. However, these emotions seemed
alter positively throughout the course although this was a gradual process.
Student 1 still found it hard and stressful when she did the practice of

teaching in the middle of the course:



171

This is the first time we have to do a lot of practice work on our own, so we
feel rather stressful and nervous.
However, at the end of the course she wrote ‘I find myself more confident
than | was before (Student 1). Similarly, student 3, who declared that she was
‘really anxious’ about what she would have to do in the course, still felt
anxious at the mid-point of the course, but that limitation seemed to lessen
when she realised that it was inevitable. She wrote:
Because we first practised teaching, we still feel anxious and make mistakes,
which is inevitable ... Importantly, when we do practising of teaching, we feel
more confident (Student 3).
Student 4 at first thought that Teaching Language Components and Language
Skills was a very difficult course. Although later she still did not still feel
positive about the work, she realised that this kind of learning was useful:

| feel disappointed because | did badly. However, this practice of teaching

was interesting that gave me experience.
It seemed that the student teachers’ anxiety mostly arose from feelings of
inferiority or discomfort about being in unsupportive atmosphere:
The students there are friends. | can’t imagine what will happen if | come in
front of a class with ten strange faces (Student 2)
Another student teacher seemed to be under the impression that being a
teacher meant she would have to make everyone happy. This thought is
associated with the Vietnamese traditional role of the teacher, who should be
a role model and never show him/herself to be less than perfect because it
would shatter the teacher’s image. Seemingly, the need to appear as a perfect
image in front of others taking precedence over the need for honest and open
discussion and opinions represented a fairly significant stressor for a teacher.
Sometimes | have a feeling that I'll be a bad teacher because of my own
opinion and ego. Being a teacher is very difficult because we can’t satisfy
everybody (Student 11).
During the course the student teachers’ emotions were varied, but basically
seemed to become more positive. Student 22, who wrote that she was
shocked at the beginning of the course when the tutor asked the students to

make video recordings of their own teaching because she was ‘easy to get



172

nervous’ and that she was ‘not confident when a camera or someone looks at
me [her]’, evaluated her own teaching during the course as follows: ‘I
recorded a clip last week and it’s not so bad as | imagined, hehe [happy]’. At
the end of the course she remarked: ‘Recording teaching is not a challenge for
me anymore’ (Student 22). Actually, this was quite commonly mentioned by
the student teachers in the last phase of the course. They appreciated the
environment that the new learning method created, for example.

| am very interested in each lesson because we work comfortably together

without stressfulness (Student 10).

So, where did this stress come from and, conversely, where did the
subsequent more relaxed feeling come from? It seemed that her interest liked
to the ease in her comment. Actually, at first, the student teachers were not
used to peer learning or independent learning since they had been
accustomed to dependency on the tutor; so that, they might feel confused by
and unfamiliar with the new learning environment, which encouraged team
work and independence from the tutor. However, after a period of immersion
they started to appreciate the peer learning experience. They appeared to
discover that the open interactive learning environment actually helped them
to build confidence:

We also have a lot of fun in videoing within our group and with other groups

too. We laughed a lot, chatted with each other a lot. And this helped me

build confidence (Student 1).
However, group work did not only build confidence. One student actually lost
confidence when she felt that watching that her peers’ performance was
better than her own.

When | watched my friends teaching | think they are more confident than

me. I’'m sure | can’t do like them (Student 17).
Yet, that was, in my opinion, the experience she needed to be exposed more
to an open and frank learning environment, rather than being infantilised in
the traditional environment. That environment fosters the students’

dependence on the teacher and, for many, on other stronger students during
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exams. In addition, students may seek to save face by not taking part in group
work; thereby it may give the students a false impression of the knowledge
and skills they actually have. If the above student did not have a chance to
watch her peers performing the task, she would not have realised what she

still needed to be equipped to teach well.

Unlike the student 17, student 18 seemed to be more open to new learning
methods showing her approval of this way of learning. She thought group
work was the appropriate place to practise teaching together for the
development of skills and reciprocal communications of ideas:

| like the way friends shared comments together (Student 9).
With this attitude, the peer work helped the student ‘learn teaching styles of
other students, such as, their voice, word choice, instructions, warm-up
activities (Student 6). Importantly, the student teachers found the
environment to be supportive, with the result that they felt comfortable and
so could share ideas without worrying about being criticised or losing face.

| have found a friendly and open atmosphere. All of us are free to speak out

our opinions and have opportunities to practise (Student 11).

It was evident that the student teachers were keen on errors correction, and
they were happy with the way peers corrected each other. This may be
characteristic of the attitude of the Vietnamese society towards face and
perfection. To have this perfection and to keep face, people often try to avoid
mistakes, which are an imperfection and attract reprimand or are something
to be ridiculed and in need of correction. Helping each other to recognise
their errors in a safe environment allowed the student teachers to feel closer

to perfection and so less open to loss of face.
I'm so happy when preparing lessons for teaching. We had a good time
together. We corrected mistakes together. | think these weeks recently are
unforgettable time in my life (Student 2).

On the whole, the student teachers eagerly accommodated the new method

of learning and really appreciated the experience they gained through it:
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We work together every week to make a recording of our teaching. This
helps us get on better with each other. We have figured out the way to teach
a good lesson, which is useful for our later career (Student 9).
| like your [the tutor’s] method when you let us practise together and
comment to each other. It’s useful and it made me enjoy this learning
method (Student 15).
Probably, these student teachers gradually recognised that peer learning
brought benefits to them through listening for each other’s ideas, rather than

listening for mistakes, and through building skills together in confidence and

trust.

Learning

Analysing how learning took place during the course, the following themes are
taken into consideration: Reflection on own teaching, Analysis of strengths

and weaknesses, and View of own progress.

The student teachers often reflected on what they had done, both their own
teaching and that of their peers’. It seemed that they began to change their
perspectives firstly by considering the result of the traditional teaching
method:
After practising of teaching, | see it is not easy to impart knowledge for
students ... | have knowledge, but | don’t know how to get the students
involved in my lesson (Student 19).
Thus, student 19 had realised that the traditional method of imparting
knowledge to students did not seem to work. This recognition was an
important starting point provoking her thinking towards new ways of getting

the students involved in class.

Another student had given thought to other aspects, which, on the face of it,

seemed to be straightforward, but, in the event, were not actually as simple
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as she thought. She needed to seek ways to resolve problems and came to the
conclusion:
When we practise, we realised that it’s difficult to teach. We usually forget
something that we wanted to say ... | really think that it is very useful for us if
we practise frequently (Student 21)
That simple realisation appeared to be a starting point for discoveries of the
teaching methods they needed to employ to be confident to speak in front of
a class without forgetting words or omitting to encourage students’
involvement in their lesson:
When watching videos we can learn some useful techniques and teaching
steps to apply them in my own teaching (Student 3).
They had also realised that when working in groups they needed to adjust
their own way of working, something that would never have happened if they
had worked by themselves:
| noticed that when we worked in groups of three, | had to find out a lot of
materials related to lessons we taught (Student 2)
However, it was evident that they tended to dwell on their perceived
inabilities, which showed themselves as less than competent. This evidence
was closely related to the low agency and self-esteem previously analysed:
This is the first time that we have to do a lot of practical work on our own, so
we feel rather stressful and nervous ... | find it difficult to express my ideas
clearly ...  don’t know how to communicate with students naturally ... | find it
hard to manage the time in practice stage. Sometimes we are quite confused
about how many exercises we should have, how long should it last, or if we
should explain the instructions in English or Vietnamese (Student 1).
Consequently, the student teachers, when reflecting on their own teaching,
often emphasised mistakes rather than drew out positive points. It could be
part of the low self-esteem mentioned above, and part of a culture that
encourages modesty:
| found that we weren’t able to control some steps we have planned. There
are some mistakes that we couldn’t avoid and repeat them (Student 2).
This focus on errors was echoed in the student teachers’ analysis of strengths

and weaknesses. From six contributions, there were only two comments that
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noted both strengths and weaknesses, but it seemed that those were related
to their peers’ teaching. The other four comments focused only on

weaknesses.

However, when writing about strengths, they did not examine them as
thoroughly as the weak points. They mentioned briefly and generally:
I've learnt many things and had many experiences ... We watched it [the
video of a peer’s teaching] and realised not only strong points, but also weak
points of my friends, so we can improve our skills (Student 18).
Yet, the analysis of weak points seemed to be more detailed although not in-
depth. The following point was very commonly mentioned:
After working with peers, | have the following comments: the most popular
weaknesses are: lack of confidence, wrong pronunciation, grammar mistakes,
activities are not participatory, low voice, instructions are not clear (Student
7).
It can be seen from the student teachers’ analysis of the weak points that they
were often actually about the professionalism and language skills that they
needed to build over time or that ought to have been in place before the
course, such as, confidence, pronunciation and grammar knowledge, speaking
skills, rather than about the teaching methods. Although this analysis would
certainly help them think about the elements that needed to be improved or
adjusted, ideally, they should have carried out a deeper analysis of teaching
methodology, not just superficial reflection. Indeed, some of the student
teachers tended to focus on aspects of outward appearance. Probably, the
Vietnamese culture, in which people are urged to look good, has influenced
the consideration of all the aspects covered including teaching. For example,
the needs to have good handwriting, neat black board work, formal
appearance of the teacher etc. were often commented on:
There are some problems with me: 1. my handwriting is so bad. My
handwriting in notebooks is nice, but it’s different on the board. 2. | smiled
too much. A teacher should be formal, right? But I'm like a child, not a

teacher. Should | change it, shouldn’t 1? 3. | teach in both English and
Vietnamese (Student 22).
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On the whole, the student teachers, in their journal entries, showed that they
started to change their thinking from a simple reflection on teaching method
in general to a more detailed analysis of teaching techniques and then the
consideration of their strengths and weaknesses. Although it was documented
that the student teachers often focused on weak points rather than their
strong points, and the analyses were often somewhat superficial, it could be

claimed that this reflection was important and helpful for their learning.

Whilst the entries of their general reflection and analysis of strengths and
weaknesses often came midway through of the course, the comments on
their view of their own progress were often put forward at the end of the
course when they had seen how much they had changed. Generally speaking,
the student teachers, when viewing their own progress, all felt very happy
about their improvement. On the one hand, this showed that they were able
to assess their own learning, on the other hand, demonstrated positive
attitudes of the student teachers towards the new teaching and learning
methods. Their progress could relate to teaching in general:

When looking back at my own recordings at the beginning to compare with

the clip | have submitted recently | can see that | have learnt and have

progressed a lot (Student 1).
Or it could be about the affective factors, such as the confidence they gained during
the course:

Now | can see clearly the difference between before and now. | can stand in

front of a lot of people and speak quite fluently without stumbling like

before. | have achieved the goals | set at the beginning (Student 5).
Therefore, the student teachers were able to link their reflection on the
progress they had made with the goals and expectations they had set out at
the beginning of the course. This can be seen in another entry:

It can be said that | have achieved all the expectations successfully (Student
12).
Thus, after the course they noted that they had learnt a lot and felt satisfaction with

their achievements when recognising the progress for themselves.
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Beliefs

One of the beliefs of the student teachers was apparent from their view of the
role of a tutor/ teacher. First of all, according to the journals entries made at
the beginning of the course, tutors were believed to have been assigned an
important mission by society:
| think the tutor is very important. Tutors will train useful people for the
society. During the learning process, the tutor helps the student teachers
improve, provide knowledge for students so that student teachers
understand and love the job they chose (Student 8).
The role of the tutor is to guide and provide learners with teaching skills
(Student 14).
Thus, to accept this crucial mission, tutors became the source of all
knowledge. Consequently, the tutor was regarded as an expert, who knew
what was right and what was wrong and was able to assess the validity and
appropriateness of every activity in class:
The tutor gives comments and evaluates every student, indicates what
students have done well and what they have not. The tutor is the person
who organises and controls all the activities in class (Student 8).
| think the role of the tutor is very important. The tutor guides and helps us
find the right way for our teaching (Student 15).
Although the above notes seemed to show the more dependent side of the
student teachers in their relationship with the tutor, there were some
comments showing that they expected a more open relationship between the
tutor and the student teacher. Although they still fully believed in the
dominant role of the tutor, they wanted the tutor to provide them a space to
express their own opinions:
| wish tutor would give me comments on my good points and shortcomings
frankly, provide me opportunities to speak out what | think even though it is
correct or incorrect. The tutor will orientate my thinking so that | can think in
a positive way (Student 7).
Therefore whilst the student teachers appeared to behave like knowledge

receivers rather than active learners because that was expected of them in
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Vietnamese culture, the reality was that they were thinking critically and
wanted more opportunities to practise and be corrected than they were
receiving. Also, the desire to have frank comments from the tutor suggested
that, on the one hand, the student teachers were ready for objective criticism
and wanted perfection, on the other hand, the tutor traditionally might often

avoid the risk of making their students upset or causing them to lose face.

Nonetheless, the above comments were only found in the very first entries
when the student teachers had just started the course. After that, they did
not mention the same perception of the role of the tutor. However, since the
tutor was to be looked up to in the students’ view, even when the new peer
learning mode was being applied in the course, the students still put their
total trust in the tutor. As a result, some student teachers, during the course,
did not trust their peers’ comments and insisted that they needed the tutor’s
comments. Even at the end of the course this approach from the student
teachers, as indicated in their questionnaires findings mentioned previously,
did not seem to alter significantly:

We are students, so we always believe in experts than any others. If you give

us comments, | think we will do it better (Student 10).

All the above journals entries about the role of the tutor could also suggest
what the student teachers thought about the role of a teacher. That could

also have been their concept of what they were building for the future.

Often, in the Vietnamese culture, with the image as powerful experts, the
teachers will naturally need to live up to this image of perfection. It seems to
be an unbreakable cycle: students, who have been steeped in the tradition
that tells them that their teachers must be perfect, will be trained to have a
very low tolerance for mistakes, and would, in return, ridicule and criticise the
teachers if mistakes were spotted. Therefore, face of the teacher is very
important as this will serve as a mirror for the students to follow. The student

teachers in this course appeared to copy this model of maintaining the
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‘perfect image’ of a teacher, which put them under pressure to appear in
control and never to falter:
| know when the teacher stepping in front of class all her problems in life
have to be put aside or be oppressed to deal with them later. She mustn’t
wear a grumpy and angry face in front of her students (Student 16).
As a result, outward appearance seemed to be given more value than the degree of
the achievement of the learning outcomes. This led the student teacher to pay a lot
of attention to appearance, as indicated also in the previous entries, such as the
appearance of handwriting, how orderly the class was, or how neat board work was,
the level of confidence in public, or whether words were pronounced correctly.
Additionally, the amount of smiling in class seemed more important than how well
students acquired the teaching content:
| smiled too much. A teacher should be formal, right? But I’'m like a child, not

a teacher (Student 22).

Fewer comments were made about the student teachers’ view of their role.
On the whole, these comments seemed to collate with the initial view of the
tutor’s role. While the tutor was regarded as a knowledge provider at the
outset, the student teachers considered themselves as knowledge receivers:
The student is a person who perceives knowledge, receives knowledge from
teacher (Student 8).
Even when they thought that the student teachers should have been more
pro-active, they could not entirely escape from the constraint of being
dependent on the tutor:
Students are not passive. They are active in group work. If there is anything
they don’t know, they can ask the tutor (Student 8).
They probably perceived their active role as being someone who quickly and
‘actively’ absorbed as much as possible of the knowledge the teacher/tutor
offered.
Student teachers should take part in lessons actively, understand and be

aware of principles and techniques, which tutor provides (Student 16).
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Perhaps, some of the student teachers believed that the tutor was like a
performer and the student teacher was an audience, watching and supporting
the tutor’s performance.
Students should be active and participatory to motivate the tutor (Student
18).
This view leads us to a teacher-centred classroom, where the teacher appears
as an actor, giving her perfect performance in the classroom, and the students
are the audience watching and supporting the teacher’s performance.
Consequently, the classroom becomes a stage for the teacher to act from, not

a place for students to practise and develop skills.

There was one student teacher, who viewed her role as a participant, rather
than an audience member. Although it seemed that the teacher initially took
the lead and the students followed, it appeared to move to a more a student-
centred experience.
| think student teachers’ role is important in deciding the success of tutor’s
plan and ideas. Teacher is a person who makes a teaching plan and student is

a person who implements the ideas of the teacher (Student 7).

However, it should be noted that the above comments were written at the
beginning of the course. During and at the end of the course, they did not
express any similar ideas about the role of student teachers. The statements
in the questionnaires showed that at the end, their views changed

considerably.

Since the students in Vietnam traditionally believe that teachers have a
mission to provide them with knowledge, they often show a lot of respect and
gratitude to teachers. In the student teachers’ journal entries, a huge number
of comments, written during and at the end of the course, expressed their
gratitude towards the tutor. Showing gratitude to teachers in fact is a
Vietnamese tradition, but the students, in many cases, take it as a formality.

The attitudes the student teachers expressed in this course, therefore,
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probably originated partly from this tradition, but mostly, from their genuine
fondness. Some of the student teachers mentioned that they were grateful
for the relevance and content of lessons or just for everything the tutor had
done for them in general:

Thank you a lot for your meaningful lessons, your caring attitude and your

encouragement (Student 1).

I'd like to express my deep gratitude to you. Thank you for the time we had

together. It’s amazing (Student 5).
Besides the general grateful comments, many entries demonstrated their
appreciation of the tutor’s friendly manner and the supportive atmosphere
she created in class. This comment was very typical:

| thank you very much. You have helped me as well as my classmates enjoy

this subject. Especially, you are very friendly, understanding, smiling to us,

which creates a relaxing atmosphere. | like it very much (Student 19).
These attitudes from the tutor/teacher seemed to make the students, who
had been steeped in a culture of hierarchical relationship between the
teachers and students, surprised and delighted. It was this attitude that made
them feel more motivated and try their best to learn. It seemed to make them
feel more open to new ideas and more confident in their learning:

Your encouragement always motivates us to improve and try our best.

Thank you for that. Thank you for everything you have done for us, from the

knowledge you provided to your belief in us (Student 7).
Seemingly, their agency was not enough to acknowledge that they were able
to internalise the knowledge and skills via interacting with peers while
continuing to think that all the knowledge they gained was ‘provided’ by the
tutor. Nonetheless, they had felt something different in the classroom
environment that drove them to try their best to learn; one of these was the
tutor’s trust in them, which had probably increased their agency in what they
were doing, and which they identified as motivation ‘to improve and try our
best’. The above comment was very popular among the student teachers and
often made in the middle of the course and at the end of the course (14 out of

22 journals entries), which suggested that the tutor’s encouragement, friendly



183

attitude, and trust are very important during their move to a self-learning

process.

Another subject related to the role of the tutor was the impressions of the
tutor. What seemed to impress them most was the friendly and relaxing
atmosphere that the tutor was able to build in class with the new teaching
method. Apparently, the student teachers did not usually have this kind of
open atmosphere and stress free environment. Therefore, they commented
that the course brought a new style of teaching and learning that fostered the
student teachers’ motivation in their learning:

You have brought us a lot of fun and motivation in study. Whenever | think of

you, | always see your bright smiling face (Student 16).
Although the student teachers appeared to deem the tutor as someone at a
higher position and someone to be admired, they showed that they found the
lessons more enjoyable when there was a closer working relationship:

You have made every lesson enjoyable and interesting, shortened the

distance between the tutor and students (Student 8)
In this respect, the classroom was no longer a place for the tutor’s teaching or
dictating the knowledge, but a place for the student teachers’ development of
skills, negotiating and communicating and sharing teaching ideas with peers
to internalise their own knowledge. In their later journals entries, they did not
mention the ‘mission’ of the tutor to provide knowledge as they had done in
the first entries. Instead, they expressed their appreciation of the relaxing and
safe environment that made them really want to study without worrying
about being ridiculed or reprimanded.

| like your lessons because | don’t feel stressed or worried, conversely, we

feel very joyful. The most memorable is your smile (Student 1).
What needs to be emphasised is that the deep seated cultural beliefs about
the roles of the tutor and student teachers did not seem to change. They still
paid the unquestioning respect for the teacher’s knowledge authority and

offered their great admiration of the tutor/teacher’s work.
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To summarise, the journals findings reveal that student teachers were willing
to accommodate and accept change and were often very enthusiastic about
different patterns of teaching, which included peer evaluation and peer
feedback. However, the student teachers' strongly held beliefs about relative

roles of students and teachers remained firmly fixed.

5.2.2 Researcher’s field notes

Alongside the student teachers’ journal writing, | kept my own journal. As the
‘insider’ in the research process, keeping my own field notes helped me
enhance reflectivity as well as reflexivity. My journal was written from the
very beginning of the course until the end. The emerging themes can be
described as follows: tutor’s image and the appreciation of teacher’s

knowledge, saving face and attitudes toward mistakes, learners’ autonomy.

5.2.2.1. Change in the tutor’s image and the appreciation of

teacher’s knowledge

Knowing that careful planning and introduction play an important part in
determining the success of any plans, | prepared my part carefully before the
course actually started. | had a mixed feeling of excitement, worries, and
happiness. | was happy because finally, | could work out a plan to implement
the research in my own work place, where | had nurtured a lot of hopes and
dreams. | was happy because | was coming back to teaching, which | missed so
much during the first year of research in the UK. | was happy also because |
was going to see my Vietnamese students. | was excited and a little bit
worried because | was not sure how my students would receive this pattern of
learning and teaching. Would they be resistant? Would they cooperate with
me? Would the new teaching and learning method be helpful for them?

Would they accept the change in roles of teacher and students?
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The first important change | had to prepare was the change to my role in the
classroom. | had to change from the status of a powerful teacher, who often
led all the learning activities and made all the decisions in class to a status of a
moderator, whose role was to facilitate class activities and let the students
decide what was good for them. | would have to minimise my role in class, so
that my student teachers could see their role more clearly, and develop their
power and agency in their learning. In order to do that, | had to express
myself as a very friendly and relaxed teacher. | had to take off my formal
appearance in class so that my students would not feel scared of my presence
and would feel free to express their ideas, to discuss their issues of concern
and to think critically without the worries of being reprimanded or criticised. |
would also appear personally more smiling, academically more encouraging

and supportive so that my students could feel secure.

The change in the tutor’s image that | created in preparation for the course
seemed to have immediate effect. On the first day, | noted in my journal that
‘the students appeared to be eager about the new course that | was going to
lead’. At the end of the first lesson, all the 30 students signed the consent
forms and showed their enthusiasm for the research. It was even more
encouraging when around ten students from other classes moved to my class
on the next lesson and requested to be a part of the research. It was certainly
a great vote of confidence from the student teachers to me. However, for the
quality of the research, | had to guard the size of my research class and had to
apologise for not being able to accommodate them into the class. This
showed not only the confidence from the student teachers, but also
demonstrated their openness to changes and their curiosity for learning. This
change in the tutor’s image was appreciated very much by the student
teachers in their journals as well as in their informal talks to me because my
friendly and supportive attitudes made them feel more confident and

encouraged.
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The change in the tutor’s role, however, was not so easy for me even though |
was very clear about the reasons for the change. | sometimes wanted to tell
them what they should have done instead of asking eliciting questions to
open a space for them to look into the issues. | had to hold myself from
scolding them for repeating the same mistakes that they had already noticed
before. | also wanted to present all the teaching theories that | know before

allowing them to try out new teaching experiences.

This change was more difficult at the beginning, especially when the student
teachers let me know about their hard experience of being independent in
their learning. It happened after the third week of the course. | got an email
from the common inbox of the class that | was teaching. Bao Trang (a
pseudonym) wrote to me on behalf of the whole class to send me a request.
First, she expressed their appreciation of the new teaching method:
I'm writing to thank you for your interesting lessons. The lessons in these
days help us a lot with our teaching skills. You are such a devoted teacher
and we really appreciate your teaching method (Email from class X sent on
12" September 2012).
Then, she let me know that the whole class were having a problem. They
thought they were ‘unable to keep pace with the syllabus’ and asked me to
present the theories of the lesson before they do the practice:
I myself can do nothing without a good theoretical background. So, would
you mind spending a little time in the beginning of the lesson introducing the

new items of the lessons? (Email from class X sent on 12" September 2012).

This email, on the one hand helped me understand that they were having a
problem, whilst on the other hand, it suggested that they trusted me and
were open to share with me their thoughts, which | really wanted to build on.
This email also revealed that it was hard to familiarise the student teachers
with the new tutor’s role, who was supposed to present to them all the theory
of what and how to do teaching. They had been more familiar with the

deductive approach — moving from theory presented by the tutor first, then to
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practice. Therefore, when having to immerse themselves in practice first to
get the experience so that they would be able to conceptualise theory by
themselves, they were really struggling. The tutor’s role was minimised, which
made them feel insecure and, therefore, they wanted the tutor to be back
there for them although they were intellectually aware that ‘The lessons in
these days help us a lot with our teaching skills.” Additionally, the appreciation
of tutor’s knowledge, which is a part of the Vietnamese culture, was another
contributor to this reaction. The belief that the knowledge has to come from
the tutor is not easy to change. A note from my own journal that could be a
reason for this reaction was that ‘my feedback to their first lesson plan was
too detailed’ (notes taken on 12 September). That could lower the student
teachers’ confidence. Probably, in the first phase, more encouragement is

needed to build up their confidence in working dependently.

With the pull from the student teachers, | also wanted to go back to the
previous teaching approach — deductive approach — to spend more time
telling the student teacher explicitly about how to teach. However, that
thought only appeared in my mind at times. Instead of doing so, | tried to be
very patient and decided to write them an email, persuading my students to
maximise their role in reflecting on the experience they had while referring to
the textbook to draw out the teaching principles by themselves. | introduced
them to the inductive approach, indicating that they needed to go from
experience, and then use reflective observation of the experience to work out
the theory for themselves, and continue another active experimentation. At
the same time, | often sent them a reminder of every week’s tasks to help
them on the right track, especially for the first weeks as | believed my student
teachers needed more scaffolding from the tutor in the first phase. No more
scaffolding would be needed when my student teachers were able to get on

the right track and work independently.

With that approach — scaffolding at the first phase, gradually introducing the

new learning pattern, and more encouragement, | was able to incorporate the
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inductive approach and play a role as a facilitator and promote my student
teachers’ role in their peer learning process. | could see the student teachers
making progress through their class discussions and group tasks and
assignments. The student teachers had no more reaction like the email |
received and shared with me their satisfaction with their own progress.
The student teachers seemed to be happy with the sequence approach:
general theory from the tutor — teaching experience done by student
teachers — generalised theory by themselves. After the 5% week |
administered a mini-test to check if the student teachers understood the
teaching principles and they did the test quite well (notes taken on 19"

September)

5.2.2.2. Saving face and attitudes toward mistakes

As indicated in the literature review, saving face and self-respect are
extremely important in Vietnamese culture. However, this cultural trait could
hold back learning since it makes people avoid the risk of making mistakes,
which would damage their face. Therefore, people tend to be intolerant with
mistakes and often avoid them. The fear of making mistakes leads to the fact
that they are afraid of taking risks and trying new things, and consequently

avoid practical activities.

Being aware of this cultural trait, and also seeing that the student teachers’
peer feedback focuses mostly on mistakes, | opened and facilitated a
discussion about mistakes and shared with them my own attitudes toward
mistakes. They were very interested in the discussion and agreed with me
that mistakes are part of the learning process, and therefore it was fine to
make mistakes when you learnt. The fact was that the only way to avoid
mistakes is doing nothing, and therefore, losing opportunities to learn. |
wanted to stop their worries about making mistakes and encouraged them to
get involved in practical experience as much as possible and learn from

mistakes. | ended the discussion with a sentence ‘So, make a lot of mistakes!’
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and asked if they agreed with me. The student teachers responded with loud
applause and bust into a happy laughter. They understood what | meant. It
seemed that no tutors had ever said that to them before. It was the opposite
of their expectations of how to be a good teacher when they had already
been steeped in the culture that encouraged perfection (Notes taken on 17

October).

From my observation, since the discussion, the student teachers seemed to be
more confident to take part in class and group activities. However, they were
still concerned with mistakes. They were worried of repeating the same
mistakes and particularly concerned how they would perform in the teaching
videos that would be marked. ‘What if we make mistakes in the exams or final
video recordings’ (notes taken on 24 October)?’- They were really concerned

about their grades.

5.2.2.3. From tutor’s encouragement to learner autonomy

The notion of learner autonomy is a complete opposition to the notion of a
student as a knowledge receiver and teacher as knowledge provider. This
intervention actually aimed at changing these two roles to a more dialogic

approach and increasing the learners’ autonomy.

In the beginning, the student teachers appeared quite reserved and quiet and
often agreed with what the teacher provided. For example, on the second
week of the course, the student teachers discussed the criteria of a good
lesson. In order to make it easier for them to discuss, | gave them a set of
criteria as a framework for them to work on. The discussion was not very
participatory as the student teachers agreed with all the criteria and did not
offer any comments. This could have resulted from their lack of confidence, or
their habit of listening to teachers, thinking that any knowledge from the

teacher must be perfect, or there could have been a lack of ideas about the



190

issue to be discussed. When | tried to raise more eliciting questions and
encouraged them to speak, one student started to make a contribution. She
thought that the criteria on teacher’s style and teacher’s use of language
should have been considered. Bao Trang seemed to have made the starting
point, and then more students started to raise their voice into arguments

(notes taken on 27 August).

During the course | always tried to find the student teachers’ strengths to
encourage them. For example, | showed my appreciation in their technology
skills in making video clips, often telling them that they were much better
than me in building videos. After that the student teachers were apparently
more willing to contribute ideas and suggestions for better working sessions.
The role of the student teachers appeared to be more active with the tutor’s
encouragement. From this observation, it could be concluded that if the
teacher knows how to provide opportunities, shy and reserved students will

still be able to change and to share their independent thinking.

Nonetheless, the students did not seem to be autonomous in their learning.
Despite a lot of efforts to encourage them to work independently and
autonomously not all the lesson plans were sent to me by the deadline. The
two (out of ten) groups, who did not submit their lesson plans on time,
explained that they just simply did not notice the dates of the deadline (notes
taken on 2™ September). That meant without the tutor’s supervision, the
student teachers could not keep pace with their work showing their low
autonomy in learning. This was also demonstrated in the tutors’ emails as to

the issue of leaner autonomy.

From that day | decided to send them reminders regularly during this first
phase. | hoped that, | would remind them less frequently in the second phase
until they were accustomed to working independently without the tutor’s

supervision in the third phase.
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After | replied to the whole class’ email about the inductive approach and
peer learning that | was trying to incorporate into the course, as well as my
reminders sent prior the tasks, | could recognise how enthusiastic they were
about their group work. They often emailed me to consult about their peer
work and peer feedback. They took responsibility for their work and seemed
very devoted. For example, four (out of 10) groups wrote two lesson plans
and wanted to consult with me to choose the better one (notes taken 21°

September). No more late submission was evident.

My supervision was lessened toward the last phase. The student teachers
seemed to get used to working with peer feedback for building lessons
together. My role in guiding was becoming smaller so that the student
teachers had more opportunities to be active in their practice of teaching and
more visible in their learning. There was almost no tutor’s supervision. Instead
| provided facilitation for their work. In this phase | observed that the student
teachers appeared to be enjoying their work a lot and to work autonomously.
They also wrote in their journals that they had seen the progress they made
for themselves. My role was smaller, but it did not mean | gave up the job. |
still had to observe them carefully to adjust my teaching accordingly to make
sure that their learning was effective. According to my observations,

therefore, the learner autonomy increased by the end of the course.
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Chapter 6: Discussion

My last two chapters will discuss the conclusions | have reached about the
research questions posed in the first chapter of the thesis. Since my first two
research questions concern a micro level of the research and the last two
guestions are related to a more macro level, this chapter discusses the first
two of my research questions: 1) What factors hinder teacher learning in
initial teacher education in Vietham? 2) What factors contribute towards
teacher learning being effective in initial teacher education in Vietham? This
discussion of these two research questions will then point towards the
recommendations in the next chapter on the last two questions: 3) What are
the most appropriate strategies to promote teachers’ learning in Vietnam? 4)
What is the role of teacher educators in redefining the teachers’ and student

teachers’ identities?

Because | am interested in drawing out the nuances of cultural attitudes and
behaviours that can be interpreted in different ways | have tried to analyse
the data closely, reading and interpreting the same comments in relation to
these different but overlapping ideas. | hope, with this close analysis, to draw
out nuances of cultural difference, which is necessary to understand the
underpinning values of participants in the study. In my view, in order to
develop and change it is important to build from where people are at so that
we will be able to develop the most appropriate strategies to take action.
Therefore, these micro nuances drawn out from different but overlapping
ideas are important and serve as foundation to determine bigger ideas at a

more macro level.

In my set of data there are two groups of teachers — initial teacher training
students (student teachers) and a cohort of experienced teachers (tutors).
However, the main focus of this study is on the student teachers, who

experienced the intervention to examine changes, if any, to this particular
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group of student teachers. The experienced tutors, who are the teachers of
these student teachers, were approached for the pre-intervention data, but
did not experience the intervention. Therefore, | expected that more change
was likely to happen in the group of student teachers. The tutors could,
however, be impacted though some communication via the staff meeting
discussion, but they were not scrutinised for changes. The data relating to
these two groups are considered in reference to the literature review of
constructivist teacher learning theories, the popular culture of Vietham and
my own learning journal, which | kept during the intervention, as well as the

personal experience in my own journey of becoming a researcher.

| use Hofstede’s cultural framework (2010) as the analytical framework in this
chapter to scrutinise the two sets of data in relation to the above references
because | am fundamentally interested in how and whether the Western
learning theories can work in the East. As discussed before in chapter four,
the deepest area of learning takes place in the learner’s emotions, values, and
beliefs; this cultural framework enables me to see how the Vietnamese
student teachers adapted their learning to an environment in which Western
theories were embedded and to track what changes (if any) were taking place
during the intervention. This cultural framework offers a way to think about
the appropriate strategies for change and to anticipate what problems there
would be if actions for change are taken. Among the six cultural dimensions of
Hofstede, some dimensions have more explanatory power and are more
salient for my data than the others. Therefore, | have applied these
dimensions in my discussion of the data unevenly, guided by issues of salience
and explanatory power. | begin the discussion with my consideration of
Hofstede’s Power Distance dimension, which has particular resonance for my
data. | continue my discussion with the next dimensions, which are Individual
vs. Collectivism, Masculinity vs. Femininity, and Uncertainty Avoidance, which
are closely related to the Power Distance dimension and to each other. | will
not use the last two dimensions — Long term Orientation and Constraint vs.

Indulgence —in my discussion because they are not pertinent to my data.
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6.1. Discussion of factors hindering and
contributing to effective teacher learning in initial

teacher education in Vietnam

According to Hofstede et al. (2010), Vietnam is ranked at 22™ -25™ for power
distance index among 76 countries, sitting in the higher ranking scale. This
ranking suggests that Vietnam is a large power distance country. My study has
supported this view. A hierarchical relationship between teachers and those
they taught was clearly evident, especially at the pre-intervention period.
However, there were signs showing that this hierarchy became blurred as the

intervention progressed.

It was found from the pre-intervention data that both tutors and student
teachers seemed to unthinkingly accept a hierarchical relationship. They both
viewed the tutor as being in a dominant role. The student teachers said that in
their teacher training course the tutors were dominant; the classes were
teacher-centred; the student teachers relied upon their teachers to tell them
how to improve their teaching. The overwhelming majority of the student
teachers maintained that their tutor often told them what to do to improve
their teaching. And the teacher’s dominant role as a knowledge source was
also expected by the student teachers. In the student teachers’ views, they
expected the tutors to give them explicit feedback (45 out of 91 informants)
or to indicate their wrong teaching techniques, mistakes and explain to them
(25 out of 91 informants) or to elaborate on their strengths and weaknesses
(24 out of 91 informants). The student teachers’ view of the role of their
tutors was confirmed by all the tutors’ responses to their questionnaires. They
all said that it was true that they often told the student teachers what to do to
improve their teaching. In the tutors’ perceptions they considered their role

as someone who directed the student teachers’ learning and therefore ‘with
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feedback given, students know what they have done is good or bad’ (Mai) or
someone who was to give ‘specific and precise comments’ and ‘to show them
[student teachers] the ways to improve the weaknesses’ (Hoa). Thus, they
corrected their student teachers, identified weaknesses, indicated mistakes,
made immediate judgement, criticised their performance. This is how
Hofstede et al. (2010) describe a large power distance culture, where ‘the
educational process is teacher-centred; teachers outline intellectual paths to
be followed. In the classroom there is supposed to be a strict order, with the

teacher initiating all communication’ (p.69).

As regards student teachers’ role, therefore, both sets of respondents agreed
in viewing student teachers as passive receivers who needed to depend on
the tutor. In fact, the findings from the pre-intervention questionnaires
showed that 76% of the student teachers considered that they ‘spend most of
their time listening to their tutors and peers’. This view was also accorded
with the tutors’ responses. When asked about the reasons why micro-
teaching feedback was important, no tutors regarded feedback as offering
opportunities or space for student teachers to explore new ideas and discover
new areas of learning. Conversely, they viewed student teachers as needing to
embrace a passive role, for example, ‘listening to peers’ feedback and taking
notes’ (Nga, Minh); listening to the tutors’ feedback and taking notes (Hoa,
Nga). Almost all the verbs scanned from the tutors’ suggestions about the role
of student teachers during feedback sessions showed a passive role; the verbs
that show a more active role and more involvement from the part of student
teachers, such as ‘negotiate’, ‘discuss’, or ‘explore’ were not evident in the
tutors’ responses. Hoa’s comment, when expressing her concern about the
time constraint for the practice of teaching, revealed that she thought that
the student teachers needed to ‘cover all those requirements for a whole
lesson they need to conform to’. Her use of the verb ‘conform’ suggests a
strong sense of hierarchy in mind and she insists on the need for student

teachers to depend on, or at least, be seen to accord with the tutor’s views.
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Furthermore, an interesting note from the findings was that both tutors and
the student teachers felt contented with these hierarchical roles. 77% of the
student teachers thought that they were given a chance to explore possible
ways of working on the areas for improvement although they admitted that
they spent most of the time listening during the feedback session. This implies
that the student teachers either felt contented with this passive way of
learning or they were given a chance to explore the knowledge by themselves
but they did not use it. They did not appear to feel oppressed as commented
upon by Saito et al. (2008, p.98) in the literature. This demonstrated what
Hofstede et al. (2010) indicated that in a large power distance culture ‘the
need for dependence is well established in the student’s mind’ (p.69). And the
tutors, in their responses, also thought that they gave their students this
chance of learning. This suggests that the extent to which both the student

teachers and the tutors ‘expect and accept’ the power of the tutors is large.

Nonetheless, the tutors’ and student teachers’ expression of the hierarchical
relationship was not the practice that they necessarily wished to have in the
current educational context. In fact, with the implementation of MOET
educational reforms, these hierarchical roles were likely to have been
regarded by both student teachers and tutors as something backward, related
to the traditional teaching approach and needing to be eradicated. There had
been conferences, workshops, seminars, and staff meetings both at national
and university levels which emphasised the importance of learner-centred
approaches, active learning, cooperative learning, peer work or group work.
The student teachers had been taught that they needed to be active learners.
The tutors were the ones that conducted these lessons, so they had been
introduced to and often spoke about all those terms related to learner-
centred teaching, cooperative learning, peer learning, group work etc., where
they needed to facilitate the student teachers’ learning and encourage them
to work in groups in order to move away from the traditional teaching. In that
context, when asked directly about the roles of the student teachers and the

tutors, it would be likely that they would say what had been introduced to
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them. The question is whether or not the tutors as well as the student
teachers understand what they say or actually do as they say. For example, in
the pre-intervention questionnaires, when asked about the student teachers’
roles, some student teachers did state that their role was to be active.
However, being active for them meant being active in asking for the tutor’s
clarification: ‘Students are not passive. They are active in group work. If there
is anything that they don’t know they can ask the tutor’ (student 8). Another
student thought that being active meant taking part in and understanding
what the tutor told them: ‘Student teachers should take part in lessons
actively, understand and be aware of principles and techniques, which tutor
provides’ (student 16). Thus, the role of these students remained dependent
on the tutor. They aimed at a two way communication between the tutor and
the student, but they had not been able to grow out of the unequal
relationship in which they continued to consider the tutor as a source of all
knowledge. The concept of group work, according to a respondent to post-
intervention question 15, was extended to include individual members of the
group working alone and then connecting by using electronic links. That
means, the members of the group just needed to work individually and then
sent his/her work over email to compose the whole work for the group. So it
was actually individual work as there was no discussion to construct the work

together.

According to Michael (2006), the fundamental tenet of constructivism is that
‘learning involves the active construction of meaning by the learner’ (p.160).
The active role of the learner is manifested by his/her relating the old
information that the learner has already had to the new one and reflecting on
this to internalise the new information into his/her own knowledge.
Therefore, to be active learners, the students need to have ‘intentional
learning’ (Grabinger and Dunlap, 1995, p.15), to possess self-questioning and
self-reflection skills, to be able to regulate their own learning and acquire the
knowledge for themselves. How student 8 and student 16 described their role

is far from the role of an active learner in this sense. It actually suggests that
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they try to be independent but still cannot wean themselves off the
dependence on the tutor, or at least the contextual factors are not present to
allow this process to happen. The role of the student teachers in the kind of
group work without discussion or sharing ideas as mentioned by student
teacher 15 above does not show active learning. All of these three student
teachers demonstrated that their learning lacked interaction using language
to mediate the meaning among the group members (Vygotsky, 1978), lacked
reflection on the work they did (Schon, 1983), and lacked the regulation of
learning through experience (Kolb, 1984b).Furthermore, this did not show
visible learning (Hattie, 2009) on the part of the student teachers. As such,
although they used the word ‘active’ to address their role, there is evidence
for a lack of deep understanding of the notions of active learning, group work,
or learner-centred approaches. There seemed to be a strong cultural pull that
prevented the student teachers from being independent from the tutors. This
issue partly relates to the role of the tutors and the learning environment they

are immersed in.

The mismatch between what was said and what was actually done was also
found in the tutors’ responses. For example, the tutors stated in the
guestionnaires and in the staff discussion that they provided the student
teachers with opportunities to be active in ‘peer feedback’ and ‘group work’.
Nga and Minh, for example, suggested peer feedback as one of the effective
feedback methods. However, evidence from their other responses reveals
that Nga understood the term ‘peer feedback’ as uni-directional feedback
from classmates to the presenter, and Minh asked her students to do peer
feedback in written form without discussion. Mai seemed to be well aware of
the importance for the students to work in groups and to give them a space
for critical thinking and reflection. However, in her other responses, it was
evident that Mai was keen on giving ‘detailed feedback’ and did not have
enough time for it. Hoa found it difficult to ‘cover all the requirements they
[student teachers] need to conform to for a whole lesson. It should be noted

that the terms ‘peer learning’, ‘collaborative learning’, ‘group work’ are not
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unfamiliar to the tutors. In fact these terms have become ‘fashionable’ in the
context of the MOET educational reforms, which place a great emphasis on
constructivist learning and learner-centeredness. However, how much these
terms are understood and how much they have been put into practice
remains a question. | will take up this question further about policies planning
related to the appropriate strategies and the role of Vietnamese teacher

educators in the next chapter.

Peer learning, collaborative learning, and group work, whose tenets are based
on Vygotsky’s social learning theory, are important to promote a meaningful
student learning environment and develop the social, cultural, and intellectual
capability for students. According to Boud et al. (2001), peer learning is ‘a
two-way, reciprocal learning activity. Peer learning should be mutually
beneficial and involve the sharing of knowledge, ideas and experience
between the participants’ (p.3). Keppell et al. (2006) also maintains that peer
learning ‘involves students teaching and learning from each other’ (p.453).
The unidirectional feedback from classmates without sharing or discussion
among the peers, which Minh and Nga conducted in their classes, cannot be
called peer feedback in this sense. In my view, that way of working in class,
conversely, does a disservice to students, giving them a false understanding of
the nature of their roles in peer learning and collaborative work. Also, Mai’s
‘detailed feedback’ and Hoa’s asking the student teachers to ‘conform’ to the
criteria of a lesson, on the one hand, takes them time, on the other hand,
deprives the students of the opportunities for ‘teaching and learning from
each other’ and reveals the dominant role towards teacher-centeredness. As
such, the tutors and the student teachers alike have been introduced to and
are trying to move towards a student-centred approach, but it can only be
seen on the surface level. The deep structure of the context is not compatible
with its surface. | would argue that the change towards a student-centred
approach that MOET is trying to put into effect via its educational reforms is
taking place, but the core structure of the context has not caught up with the

change on the face of it. Without a deeper understanding the move towards
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adopting constructivist pedagogies makes no real sense, especially if the
implementation of these approaches has not been from a constructivist

pedagogical stance.

6.1.1. Respect as a positive factor for learning

The effect of large power distance in Vietnam — hierarchical relationships
between teachers and students - is marked. According to Hofstede et al.
(2010) in the culture that expects and accepts hierarchy, the teacher is a
‘guru’, a term meaning ‘weighty’ or ‘honourable’ and therefore, is ‘treated
with respect or even with fear (and older teachers even more so than young
ones)’ (p.69). As such, this hierarchy causes two levels of the attitude from the

‘less powerful members’ towards the more powerful ones: respect and fear.

Respect from the student teachers towards the tutor was found in student
teachers’ journals. A huge number of comments from the journals offered
their gratitude towards the tutor simply for teaching them: ‘Thank you for
choosing our class to teach’ (student 16); ‘thank you for the time we had
together’ (student 5). These attitudes obviously express their respect to the
tutor. The respect can also be demonstrated in the student teachers’
admiration of the tutor’s knowledge. The student teachers looked up to the
tutor as ‘an image of a model teacher’ (student 16). When expressing their
expectations of the course, a student shared her admiration for the tutor’s
experience: ‘Could you [the tutor] tell us some tips about your way to succeed
as a teacher like you?’ (Student 14). According to Phan and Le (2013) this
respect is gained through two roles that Vietnamese teachers are supposed to
take — a knowledge guide and a moral guide:

The philosophy in Vietnamese teaching is imbued with moral codes that

developed nearly three thousand years. ... Teachers are given highest status

because they are expected to be role models and knowledge guides (p.244).



201

This respect from student teachers towards their tutor was seen to have
brought positive consequences, such as fostering the student teachers’
motivation in their learning, nurturing their dreams to become a good teacher
as noted in these journal comments:

We always receive your [the tutor’s] encouragement and compliments. That

has motivated us to improve ourselves. (Student 7)

| love what you did and | would like to become a qualified teacher like you in

the future. (Student 5)
This desire of becoming a teacher in their dreams would nurture belief in
themselves that they would be able do it in the future and would strive for it.
This belief could pave the way to develop the expectancy component of
motivation including self-efficacy (Wigfield and Eccles, 2000), which was
defined by Thoonen et al. (2011) as “ a future oriented belief about the level
of competence that a person expects he or she will display in a given
situation’ (p.504). Thoonen et al. (2011) examined the role of teacher
motivation, organizational factors, and leadership practices and claimed that
‘Teachers’ sense of self efficacy appears to be the most important
motivational factor for explaining teacher learning and teaching practices’
(Thoonen et al., 2011, p.517). Therefore, respect and regard for the teacher as
a role model or even an idol to aim at, which can build up a high expectation

of oneself, could contribute to the development of self-efficacy.

The respect for the teacher also generated passion for learning. The
comments such as ‘I felt happy when | was instructed by you [the tutor] in this
interesting subject’ (student 16); ‘you made us like learning this subject. |
always feel happy when | go to school on Wednesday’ (student 18); ‘your
encouragement always motivates us to improve and try our best. Thank you
for that’ (student 7) were popular among the participants. These comments
suggest that the student teachers’ respect for the tutor motivated them to get
involved into the subject area with passion. Hattie (2009) wrote about passion
in education that ‘the key components of passion for the teacher and for the

learner appear to be the sheer thrill of being a learner or teacher, the
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absorption that accompanies the process of teaching and learning, the
sensations in being involved in the activity of teaching and learning, and the
willingness to be involved in deliberate practice to attain understanding’
(p.23) and asserted that ‘it is among the most prized outcomes of schooling’.
As such, respect for the teacher is a positive factor that promotes ‘visible

learning’.

Another noticeable positive side of respect is that it contributes to a
harmonious learning environment. Kolb and Kolb (2005) maintained that
respect for the members of the learning community is one of the main
principles to build a good environment for experiential learning to grow
fruitfully. That is the environment, where the ‘learners feel that they are
members of a learning community who are known and respected by faculty
and colleagues and whose experience is taken seriously’. In my study, it was
noted from the staff meeting discussion, in which the tutors took turns to
speak according to seniority and status, so that the older and the ones who
have higher status spoke first. In this situation, a particular respect for status
and seniority is clearly demonstrated, resulted in a harmonious working
environment with no conflicts or arguments. However, it does not show other
elements of respect, such as, respect for differing opinions or respect for
diversity. The respect for other junior members, for example, when a junior
member of the meeting challenged a point, was not evident. This feature of
seniority consideration accords with how Hofstede describes a large power
culture (p.69). It is also pertinent to what was noted in my discussion of

Vietnamese popular culture (chapter two).

Another side revealed in this staff meeting is that younger people often
automatically regarded themselves as of lower status. They felt inferior and
therefore dare not speak their own ideas. My discussion with staff therefore
became an interview with me asking and each of my colleagues taking turns
to answer my questions. | think this point was coming over to the other side

of the same notion- the attitude of fear. The feeling of fear was also found in
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the findings of the pre-intervention questionnaires with the student teachers
since 60% of the informants felt more confident if they did their teaching
without the tutor. It suggests that the presence of the tutor affected their
emotions because of the fear towards the tutor. The passive role of student

teachers also implied this hidden fear.

6.1.2. Fear as a negative factor for learning

Fear is the feeling that affects well-being. This affective variable is associated
with Krashen’s ‘affective filter hypothesis’ (Krashen and Terrell, 1983) in his
second language acquisition theory study. According to these scholars,
acquirers with optimal attitudes often do better than the opposites. They are
hypothesised to have a lower affective filter that allows the input to reach the
acquirers. If the acquirers have negative attitudes, for example, not feeling
good about themselves, or having high anxiety, the affective filter will be
higher and block the input. Therefore, classrooms that encourage low filters
will help students acquire the input better. Thus, according to this theory, fear
that is associated with high anxiety will be a negative factor for the acquisition
of language skills. Thus, fear often makes people feel anxious. People with
high anxiety are considered to be less open, defensive and therefore often

feel reluctant to take risks or try out new things.

As such, the feeling of fear prevents one from trying out new experience,
which in the light of constructivism hinders learning. According to Kolb’s
experiential learning theory, learning is defined as ‘the process whereby
knowledge is created through the transformation of experience’ (Kolb, 1984b,
p.41). Thus, experience is the prerequisite component for learning to occur.
This is a process of learning and relearning, constructing and reconstructing
knowledge that was ‘examined, tested, and integrated with new more refined
ideas’ (Kolb and Kolb, 2005, p.194). Kolb and Kolb (2005) set out a concept of

‘learning space’ in order to enhance learning experience. This refers to not
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only the experience related to the subject matter under study, but also to the
whole personal life of the learner. ‘This includes the learner's physical and
social environment and quality of relationships’ (p.207). Kolb and Kolb (2005)
contended that learning in the environment where ‘learners feel alienated,
alone, unrecognized, and devalued ... can be difficult if not impossible’
(p.207). Therefore, according to this constructivist theory, the feeling of fear

will lead to a sterile learning environment.

Students’ attitude of fear towards teachers also hinders the development of
social skills, ability to discuss and negotiate ideas, peer learning etc., which are
components of Vygotsky’s interactive learning model. Since Vietnamese
students have to conform to their cultural norms that require them to respect
teachers, ‘they often perform as expected at schools, although they may not
be satisfied with the given knowledge’ (Phan, 2001, p.298). This passive style
prevents them from being outspoken to express their opinions. Therefore,
discussing ideas, asking questions, contradicting teachers are far from usual.
This is agreed in Hofstede et al. (2010) that ‘students in class speak up only
when invited to; teachers are never publicly contradicted or criticised and are
treated with deference even outside school’ (p.60). According to Vygotsky
(1978), knowledge is constructed by the learners’ interacting with each other
to negotiate and discuss ideas. By doing so, they can reflect on the experience
they have and internalise it into their own knowledge. Vygotsky believed that
isolated learning cannot lead to cognitive development. He insisted on
interaction and collaboration work as the key to construct knowledge within
the learner’s ‘zone of proximal development’. Michael (2006) reviewed
research in learning sciences, cognitive science, and educational psychology to
find evidence that active learning works and found that individuals are likely
to learn more with others than they learn alone. He maintained that there is
solid evidence to support cooperative learning. In the light of this theory,
Viethamese students seem to have limited space for construction of
knowledge due to their passive style. The feeling of fear plays a great part in

the cause of this passive learning style, which leads to this limitation.
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6.1.3. Over- reliance as a negative factor for learning

Unquestioning respect towards the tutor can generate not only fear, but also
the over reliance of the student teachers on the tutor. The student teachers in
my study thought that the tutors were so good that they invested their total
trust in them. In the pre-intervention questionnaires, 95% of the informants
stated that they wanted to see the tutor modelling as an example to learn
teaching. In the open ended questions, quite a few student teachers thought
that the feedback session is a chance when ‘the tutor gives solutions to the
student teachers’ problems’ or ‘instructs how to teach’ or ‘orients, navigates
the student teachers’ teaching’. Some considered that this is ‘a chance for
tutor to judge, evaluate, review student teachers’ performance’, show them
what an effective lesson looks like, or for the student teachers to listen to the
tutor’s comments. Even at the beginning of the intervention, some of the
student teachers shared their total belief in the teacher’s knowledge and
experience stating that ‘because the teacher [the tutor] has lots of experience
and so she can give me correction of what we should and shouldn’t do’ or
‘sometimes | feel confused of what is right and what is wrong without the
tutor’s feedback’. Although there were a few student teachers (before the
intervention) who showed that they wanted a discovery way of learning for
themselves, considering feedback sessions are opportunities to share ideas to
improve practice, the general impression is that the student teachers were over
reliant on the tutor. This finding supports Ta (2012), who studied the roles in
the collaboration of teacher trainers and teacher trainees and found that ‘the
respect towards trainers’ knowledge even turned some trainees into passive
listeners who solely listened and did not make contributions to the
collaborative task’. Thus, the student teachers relied too much on the tutor.
This finding, consequently, seems to show a divergence from the study by
Littlewood (2000), who claimed that Asian students, including Vietnamese
students, do not really want to listen to their teachers. Littlewood, however,
maintained that ‘if Asian students do indeed adopt the passive classroom

attitudes that are often claimed, this is more likely to be a consequence of the
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educational contexts that have been or are now provided for them, than of

any inherent dispositions of the students themselves’ (p.33).

The hierarchical relationship between students and teachers as found in the
pre-intervention data has been culturally established for many years. From my
own personal experience (chapter one), | grew up with the strict teachings
from my parents that required every child to respect the elders, parents, and
teachers without questions. Those teachings have been acquired in the mind
set, which controls every aspect of my life, determines my behaviours and
thoughts. This practice was also documented in literature. For example, Phan
(2001) maintained that this tradition of respect ‘is warmly welcomed by
Vietnamese people who, since the very beginning of their personality
formation, are injected with respect for father's moral instructions, mother's
love and sacrifice, and teacher's knowledge, education and training' (p.298).
The fact that the teacher takes a dominant role and the student takes a
passive role and is dependent on the teacher has also been documented in
other publications (T. T. Nguyen, 2005; Saito et al.,, 2008; Thanh, 2010;
Barnard and Viet, 2010; Le, 2013). It was also well documented in popular
culture, which demonstrates that the tradition of respecting teachers has long
historical roots, which ‘are sets of social practices constructed by the long-
standing tradition of respect for teachers and the teaching profession proudly
practised by Vietnamese people’ (Phan, 2001, p.297). ‘Khdng thay d6 may lam
nén’ (Without the teacher, you surely cannot be successful), a very famous

proverb, is still passed on today.

As such, can these long rooted cultural features be changed and should they
be changed? Hofstede also posed a question about the future of these power
distance traits. Will large power distance become smaller? Will Viethamese
younger generations of students change their view of the two culturally
established hierarchical roles of teachers and students? Will they keep the
belief that ‘khéng thay d6 may Iam nén’ (without teachers, you surely cannot

be successful)? Will the later generations still find the images of teachers as a
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ferryman or a gardener or a father, or the image of a teacher with silver hair,
poetic and offer unquestioning respect for teachers? It was in order to see if
these long rooted cultural features can change or should change, and in turn
bring about elements of change of the current educational context, that |

conducted the intervention.

The post-intervention questionnaires show evidence of a small power
distance culture, which means the large power distance of Vietnamese culture
discussed before became smaller. First, it was found that the student teachers
appeared to be more independent in their learning. In the post-intervention
questionnaires, although only 38% of the respondents thought they could
learn from self-reflection without feedback from the tutor, up to 66% believed
that they could learn from peers without the need to listen to the tutor. A
further 90% of the informants approved the role of the tutor as a facilitator
for their discussion without the need to give explicit feedback. However, a
smaller number of the respondents still shared a total belief in the teacher’s
knowledge or expressed their mistrust of their peers. This evidence suggests
that although the student teachers did not show great confidence in their
ability to find the ‘intellectual path’ for themselves, the dependence of the
student teachers on the tutor was documented to be less. That this
independence was increased gradually as the course progressed was asserted
by 83% of the informants. One student teacher explained her answer further
(in response to question 13) by sharing the thought that ‘... at the beginning,
this module is quite new, also it is a new method for us. At first teacher plays
a role of a controller, then a facilitator. And now we can do it on our own
under the teacher’s guidance’. 93% of the student teachers felt more
confident and more independent in lesson planning and teaching on their
own at the end of the intervention (in response to question 14). While 34% of
the student teachers, in response to question 6, still stated that they could
not learn without the tutor, in response to question 16, the student teachers
most appreciated ‘the opportunities to work with other students and discuss

ideas’ (72%) and the opportunities ‘to work with and learn from others’ (97%).
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Thus, the student teachers showed a larger degree of independence. They
demonstrated their activeness in learning for themselves by interacting with

each other to discuss and sharing ideas.

However, in the first phase of the course, the student teachers were really
struggling and felt that they did not learn without the tutor’s lecturing. They
felt so strongly about this new approach of teaching that they decided to
write an email to me as the whole class. The email expressed their discomfort
at having no conventional tutor and said they wished to have more lecturing
on theories of teaching. They thought they were ‘unable to keep pace with
the syllabus’ and asked me to present the theories of the lesson before they
did the practice: ‘I, myself, can do nothing without a good theoretical
background. So, would you mind spending a little time in the beginning of the
lesson introducing the new items of the lessons?’ (Email from K60A sent on
12 September, 2012). The student teachers thought that without my
lectures they would not be able to have good theoretical background.
However, with my patience in explaining and familiarising them to the new
approach, they gradually were convinced by the way of working with peers
and with the tutor just taking the role of a facilitator. This email, at the same
time, enables us to see the student teachers’ activeness and responsibility for

their own learning. They took action to find a way to improve their learning.

The above findings disclose two things: there was change in the student
teachers’ view about the role of the tutor and they believed that the tutor did
not have to be with them all the time to ‘spoon-feed’ them. They were
intellectually convinced about the learning mode, which encourages more
independent and active learning and puts the learner in the centre of the
learning process. Nonetheless, the student teachers found it hard culturally to
bring themselves to the new learning mode because there was always a
cultural pull about the role of the tutor, which made them need to take time
to be convinced. According to Hofstede’s framework, this indication shows

small power distance features, where ‘the educational process is student-
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centred, with a premium on student initiative; students are expected to find
their own intellectual paths’ and ‘the entire system is based on the students’
well-developed need for independence’ (Hofstede et al.,, 2010, p.70).
According to constructivist theories of learning, these findings also suggest
that the space for the student teachers to become reflective practitioners
increased as there were signs of independent learning, interactive learning
and experiential learning. This allows a teacher as a learner to be the centre of
the learning process and be responsible for his/ her own learning (Randall and

Thornton, 2001) (also discussed in chapter 3).

Another change that was found after the intervention is that there was a
more equal relationship between the student teachers and the tutor. At the
beginning of the intervention, | deliberately expressed myself as equal to the
student teachers. | hoped this attitude would create the effect of changing the
attitude of the student teachers too so that a more equal relationship would
be practised in the classroom. | hoped they would have more agency in their
learning and when working with me. The first evidence was the email, which
has been mentioned before, from the student teachers to me, a class tutor. It
should be noted that it is not a common practice for students in Vietnam to
write to a teacher to ask for a change in the teacher’s teaching methods. They
can email the teacher to ask about classes although that is also not a common
communication. Therefore, it was daring of them to raise the issue of the
teaching method directly to the tutor. In order to raise this issue, the student
teachers nominated the most confident student teacher to write to me on
their behalf. Although they did not dare to write to me as individuals, this
email shows that they have got their voice and found their position in the
learning journey. And although the email was to ask for a more dominant
tutor’s role, they knew what they wanted for their own learning. This made
them become more independent and responsible for their study. The
hierarchy, therefore, was disrupted to allow two way communications

between the tutor and the student teachers.
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This equality was also found in the student teachers’ journals. Some linguistic
elements in a journal entry show a more equal relationship: ‘Today | finished
the recording of teaching grammar. So sad cos | couldn’t do it well’ (student
4). She knew the tutor would read her comment. Using a colloquial language
‘cos’ to communicate to the tutor shows a close relationship and a feeling of
confidence in the communication. In another journal entry, the student
teacher felt close enough with the tutor to share her feeling and her own
issue: ‘My speaking skill is still bad. | tried, but it doesn’t seem to change. I'm
so sad, | can’t become a teacher’ (student 22). In another entry, she wrote ‘I
smiled too much. A teacher should be formal, right? But I’'m like a child, not a
teacher’ (Student 22). This sharing of emotions from the student teachers
indicated their passion for learning, which, according to Hattie (2009, p.23),
‘reflects the thrills as well as the frustrations of learning — it can be infectious,
it can be taught, it can be modelled, and it can be learnt’. And this passion
attributes the ‘visible learning’. Furthermore, these examples have revealed
some extent of equality in the tutor — student teachers relationship. It was
evident that this equal relationship created a positive environment for
teacher learning. It created a safe space for the student teachers to
confidently speak their mind, to share their ideas and ask questions. Student 1
said ‘I like your lessons because | don’t feel stressed or worried. Conversely,
we feel very joyful. The most memorable is your smile’. This comment was
further confirmed by student 8: ‘You have made every lesson enjoyable and
interesting, shortened the distance between the tutor and the student’.
According to Krashen and Terrell (1983), this safe environment contributes to
increasing the learners’ motivation and lowering the ‘affective filter’ and
facilitates the process of acquiring the input. It also created a ‘learning space’

for learning to take place (Kolb and Kolb, 2005).

Through working in this learning space the concepts of peer learning and
group work, which were misunderstood by some of the student teachers,
were clearer. In the previous courses, the student teachers gave anonymous

written comments to individual members in the group and it was called ‘peer
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feedback’ (as mentioned earlier). In this intervention, they immersed
themselves in class activities that required a lot of peer work and group work
with a lot of discussion. Most of the participants enjoyed this group work
experience (72%). In a journal entry, one student teacher commented about
the group work activity: ‘We also have a lot of fun in videoing within our
group and with other groups too. We laughed a lot, chatted with each other a
lot. And this helped me build confidence’ (student 1). However, working in
groups this way did not always bring good feeling. It did the opposite too: ‘I
feel more confident when working in some small groups. Sometimes | work
with some partners and | don’t want to give many ideas to them because
some of them ignore these ideas’ (a student teacher’s explanation for her
answer to question 10); ‘Sometimes when | give feedback, others don’t feel
happy with my judgement. Some partners are peevish’ (a student teacher’s
explanation for her answer to question 11). The point here is not so much
about what kind of feelings the group work produces, but the fact that they
did discuss together and express their own opinions. That is the reason why it
led to conflicts. Although a few of them admitted that sometimes they
worked individually because they did not have enough time to meet, the
terms ‘group work’; ‘peer work’; ‘individual work’ make the right sense to

these student teachers.

Furthermore, in the learning space mentioned earlier, in which the hierarchy
was disrupted, we did not see the tutor’s lecturing knowledge or see her
transferring teaching ideas to the student teachers. The tutor actually created
this learning space for the student teachers, where they discussed and shared
teaching ideas while reflecting on their teaching. This space was for the
student teachers to communicate with each other to comment from each
other and together construct teaching skills. The student teachers had the
opportunities to experiment with lesson planning and implement their own
teaching plans. They learnt from errors and feedback from tutors and peers by
reflecting on the experience to make connections across ideas. This is how

‘visible learning’ takes place (Hattie, 2009, p.25). According to Hofstede et al.
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(2010), in a small power distance society, at school, ‘teachers are supposed to
treat the students as basic equals and expect to be treated as equals by the
students’ (p.69) and this equal relationship contributes to effective learning
because ‘effective learning in such a system depends very much on whether
the supposed two-way communication between students and teacher is,
indeed, established’ (ibid., p.70). Thus, with the intervention, the cultural
learning and teaching moved from a large power distance to a small power

distance.

This dynamic has also been evident in the Viethamese popular culture. The
traditional hierarchy in education as well as the images of Vietnamese
teachers have also been changing over time. The traditional view of teacher
was as someone in a distance for his important position in ‘Mudn sang phai
bac cau kiéu, mudn con hay chit thi yéu Iay thay’ (If you want to come to the
other shore, you have to make a beautiful bridge over the river; if you want
your child to be knowledgeable, you have to respect the teacher in the first
place). This image was documented in the post-revolutionary period to have
changed into a more caring icon as a topiarist or a grower who sows seeds of
love (Thay gieo hat mam nhan &i) in each blank field (Trén tirng manh dat so
khai) (H. D. Nguyén, n.d.). The image of the student also changed accordingly
and was depicted as an empty field for the teacher to ‘sow seeds of love’ or as
a sapling for the teacher to shape it into a bonsai. The teacher at this period of
time as suggested in this verse was supposed to be a moral role model and
was in charge of shaping a child’s character. This image of a correct moral
example, however, does not seem to be the focus in the modern time. Also,
seniority does not seem to be the criterion for assessing a teacher. The young
teacher in the film ‘Chién dich trdi tim bén phai’ (The right-side heart
campaign), directed by Dao Duy Phuc, released in 2005, alternatively is loved
and respected for her creativity and devotion to her students. And the
students in this film were depicted as a reverse to the traditional passive
obedient images, as clever but naughty and stubborn kids who need to be

curbed.
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Another dimension that is used to discuss the findings of my study is the
‘individual vs. collectivist’ dimension. It was found from Hofstede’s study that
Vietnam is regarded as a highly collectivistic society. My data, especially the
data from the pre-intervention survey, support this finding. Hofstede et al.
(2010) indicated one of the key features of collectivist society that ‘harmony
should always be maintained and direct confrontations avoided’ (p.113). Both
student teachers and tutors in my study showed their cautiousness when
having to express their disagreement in the pre-intervention questionnaires.
They both tended to be neutral and avoided strong overt disagreement.
Therefore, the attitudes of being neutral and not wanting to spoil the
harmony from both the young student teachers and experienced tutors

suggested a collectivist culture.

This cultural trait prevails in many other learning and teaching activities of
both the tutors and student teachers. For example, in the staff meeting, the
tutors took turns to speak, which was discussed in the power distance
dimension as showing respect, it can also be interpreted as harmony being
maintained. In this staff meeting, everybody knew their own place and acted
in a well-organised order and with a polite manner to avoid conflicts. And
indeed, the meeting went smoothly without conflicts. Another example is
how tutors Nga and Minh conducted what they called ‘peer feedback’. Their
approach to peer feedback revealed that the student teachers did not speak
up and discuss teaching ideas openly. They, in fact, gave written comments in
groups in Minh’s class, probably for the fear that ‘direct appraisal of
subordinates spoils harmony’ (ibid., p.124). That is the reason why Minh
suggested anonymous feedback for the improvement of feedback delivery.
Another example was in Nga’s class, where the student teachers actually
spoke up to comment on the teaching on behalf of the group, which turned
the peer feedback activity into a whole class activity and therefore the
benefits of peer feedback were lost. It also did a disservice to the student

teachers’ understanding of peer feedback.
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The fear of spoiling harmony causes the suppression of feelings, which causes
a hesitancy and lack of confidence in speaking up. For this reason, the student
teachers dared not speak their mind or discuss with other student teachers,
let alone with the tutor. This was revealed in Mai’s and Hoa’s suggestions
about the student teachers’ role for effective feedback. The suggestions that
the student teacher should ‘have an open talk with the tutor to give further
explanation of his/her teaching’ (Mai) or ‘ask the tutor to clarify details during
her feedback’ (Hoa) imply hesitation and lack of confidence on the student

teachers’ side.

All this evidence agrees with Hofstede’s description of the collectivist
classroom, where every member of the group tends to identify himself or
herself as a part of a ‘we’ group and hesitate to speak up individually. The
students do not speak up until they are singled out by the teacher or when an
individual is chosen by the group to speak on behalf of the group. Hofstede et
al. (2010) explained that it is because ‘in the collectivist classroom, the virtues
of harmony and maintaining face reign supreme. Confrontations and conflicts
should be avoided or at least should be formulated so as not to hurt anyone;

students should not lose face if this can be avoided’ (p.118).

In these ways, ‘harmony’ becomes crucial to collectivist cultures. The ideal of
harmony comes from Confucian philosophy, which has widespread influence
on Confucian Heritage countries, including Vietnam. Harmony is a highly
appreciated factor that is believed to contribute to one’s success in social
affairs and to the maintenance of social order. According to Li (2006), there
are three important things in human affairs that contribute to success — good
timing, being advantageously situated and having harmonious people. Of all
these three factors, harmony is the most important in order to achieve a
major goal in social affairs: ‘Good timing is not as good as being
advantageously situated, and being advantageously situated is not as good as

having harmonious people’ (p.587). Thus, in order to achieve success it is
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most important is to have people who work in harmony with one another.
However, harmony according to Confucius is different from sameness. A good
person ‘harmonises, but does not seek sameness whereas the petty person
seeks sameness, but does not harmonise’ (p.586). Therefore, harmony needs
to be understood as the harmonisation of different opinions, different
viewpoints from different kinds of people and different sources of information
to make consensus. ‘For Confucius, a sensible person should be able to
respect different opinions and be able to work with different people in a

harmonious way (ibid., p.586-587).

From this understanding of harmony, it might be anticipated that students
from a collectivist culture, who possess the virtue of harmony, would have a
good foundation for cooperative learning, one of the important tenets in
constructivist learning theories. However, research on this topic suggests that
this is not the case. According to Phuong-Mai et al. (2005), ‘the
implementation of constructivism and one of its applications —cooperative
learning- has ended up in failures, suspicion or resistance’ in the Confucius
Heritage Countries (CHC), including Vietnam (p.403). These scholars argued
that ‘CHC learners’ main goal is to maintain group harmony, and this affects
the nature of group interaction’ because the fear of losing face and the efforts
of trying to maintain harmony prevent CHC learners from engaging in the
fundamental characteristics of face to face interactive learning for
cooperative learning: i.e. - they should ‘challenge each other, advocate each
other, influence each other, strive for each other and arouse each other’

(ibid., p.410).

6.1.4. Harmony as a positive factor for learning

It seems to be a paradox when learners from a collectivist culture, who are

supposed to have qualities for group accommodating, do badly in cooperative

learning. The idea of ‘harmony’, which is central to Vietnamese culture, merits
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further consideration. It is true that harmony aims at peace and agreement.
However, as Li (2006) points out ‘Confucian harmony is not mere agreement
without difference; it is not meant to preserve peace at any cost. Harmony is
harmonization; real harmony is a dynamic process. It does not rule out strife,
but uses strife in order to achieve greater harmony. Harmony comes from,
and is maintained through, harmonization; it requires action’ (ibid., p.592).
Thus, there is a distinction between harmony as a state and harmony as a
process of harmonisation. In the process of harmonisation, actions of
discussion, negotiation, and compromise need to be taken to resolve strife in
order to gain harmony. In this respect, harmonisation is a positive quality for
cooperative learning, one of the main principles of constructivist learning.
However, harmony as a state is often referred to as mere agreement and
preservation of peace without considering differences. This kind of agreement
and peace is often the result of suppression and oppression in order for
individuals to compromise themselves for the sake of a harmonious
relationship. The term ‘harmony’ is often misinterpreted as this kind of
harmony as a state, rather than as a process of harmonisation. This state of
harmony actually precludes harmony and does a disservice to cooperative
learning and constructivist learning. According to Li (2006), in the light of
Confucian philosophy, harmony and peace are interrelated, but ‘temporary
peace through oppression and suppression is not real peace, and it does not
last’ (p.600). Therefore, suppression and oppression, which can often be the

result of maintaining harmony, are negative factors that can hinder learning.

It could be argued, then, that within collectivism there are two sides to the
notion of harmony with harmonisation as a process at one side and
suppression/ oppression on the other side. Harmony as a process of
harmonisation in the light of Confucian ideal, as discussed above, which is
gained through finding compromise between differences and the resolution
of conflicts from different angles, is a positive factor that promotes
constructivist learning since constructivist learning emphasises the

importance of being cooperative for discussion and negotiation, while sharing
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ideas and constructing knowledge from different perspectives with different
people. According to Kolb and Kolb (2005) ‘Learning requires the resolution of
conflicts between dialectically opposed modes of adaptation to the world.
Conflict, differences, and disagreement are what drive the learning process’
(p.194). Thus, the process of harmonisation in the Confucian ideal contributes

to the requirements for this constructivist learning process to take place.

6.1.5. Suppression and oppression as negative factors for
learning

However, the effort to maintain harmony veers often over to the other side -
suppression and oppression. This is a negative factor that not only rules out
harmony according to the Confucian ideal (Li, 2006), but also, according to
constructivist theories, hinders learning. When being oppressed and trying to
suppress the inner self, one will lose the chance to speak up and share ideas
with others. In such an environment where everyone keeps their ideas
unspoken, there will be no interaction, no reflection, no experience sharing,
no visible learning, which limits the learning that can take place (Vygotsky,
1978; Schon, 1983; Kolb, 1984b; Kolb and Kolb, 2005; Hattie, 2009). The
hesitancy and lack of confidence in speaking up are caused by this negative

side — suppression and oppression for the state of harmony.

Vietnamese learners’ hesitancy and their lack of confidence are caused not
only by this commitment to collectivism, but also by social and cultural
hierarchies, the ‘large power distance’ practices as discussed before. Hofstede
et al. (2010) stated that ‘in cultures in which people are dependent on in-
groups, these people are usually also dependent on power figures. ... In
cultures in which people are relatively dependent from in-groups, they are
usually also less dependent on powerful others’ (pp.103-104). Thus, these two

dimensions are interrelated and influential on each other.
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Despite strong supporting evidence of collectivism in the pre-intervention
survey, the data from the post-intervention phase suggested that that there
was change in the student teachers from collectivism towards individualism.
The need to save face did not affect their learning so dramatically. The
student teachers were more ready to challenge themselves and others with
frank negative feedback. 62% of them asserted that their self-esteem was not
affected by frank negative feedback and about the same number of
participants said they often gave frank feedback without worrying about
making their peers lose face. This suggests that the discussion with peers and
sharing ideas in groups was probably more important to them than saving
face. The joy of discovering something new and the desire to share what they
experienced, as well as to find out what others thought, made the act of
saving face to maintain harmony become blurred. The desire to be in a
harmonious community was surpassed by the individual need for learning.
According to Hofstede et al. (2010), an individualistic classroom is one where
‘confrontations and open discussion of conflicts are often considered salutary,
and face-consciousness is weak or non-existent’ (p.118). The journal entry of
student 22 serves as an example of change over time in face-consciousness. In
the first phase of the course, this student seemed resigned to failure; she felt
insecure about herself and pressured to keep face when making a video of her
teaching. However, this negative feeling improved later: ‘Recording a clip is
not a challenge with me anymore. I'm so happy about that’. Thus, one

element of her face-consciousness became eliminated.

Nonetheless, quite a few participants (34%) said they did not dare to give
frank feedback. The most common reason revealed was that ‘sometimes | was
worried that | would make them [peers] lose face’; ‘I considered my peer’s
attitude’; or ‘1 can do that in writing, not speaking’. Thus, the cultural
influence in maintaining peace and agreement for a harmonious relationship
was still very strong. The student teachers could not speak their mind directly
without considering the partner’s attitude for the fear of breaking the peace

in the relationship. The preference for giving feedback in writing rather than
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in speaking, which was also seen before in tutor Minh’s feedback sessions,
suggests that the collectivist cultural feature was strong. This strong influence
of collectivist culture made it hard for many of the participants to feel
comfortable in group learning. This can be seen in the responses to question
15, which suggest that many participants were not quite comfortable with
collaborative learning. Although the majority (65%) said that they felt
comfortable with working with peers and (55%) of the participants asserted
that they had been working in groups all the time, 45% of the participants
admitted that they sometimes worked individually as long as the work was
shared among the group members. One of the participants shared her group
work experience: ‘we feel working in the group is not effective because we
often spend time chatting with each other and opposite ideas between
members is also a big problem’. This implies that these student teachers did
not consider these ‘confrontations and open discussion of conflicts’ ‘salutary’,
but problematic. Obviously, it was not easy for the student teachers, who
were from a collectivist culture to utilise the learning style that is often

applicable in an individualist culture.

Apart from the change in the need for saving face, there was as well a change
in confidence in the student teachers. It was found in the pre-intervention
survey that there was a lot of hesitation about speaking up and a lack of
confidence when speaking in front of a crowd, and perhaps more seriously, a
lack of confidence in independent learning. In their journals, at the beginning
of the course, the student teachers experienced negative emotions including
anxiety, lack of confidence and low self-esteem. That is the reason why the
most common expectations noted from the student teachers’ journals were
about building confidence to present or to deliver their teaching in front of a
group of people. After the course, it was noted that most of the student
teachers felt good about themselves as their confidence was improved
considerably. This comment was typical: ‘Now | can see clearly the difference
between before and now. | can stand in front of a lot of people and speak

quite fluently without stumbling like before. | have achieved the goal | set at
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the beginning’ (student 5). The student teachers were becoming more
autonomous learners too, as discussed in the previous section about power
distance. According to Hofstede et al. (2010), one of the key features of an
individualist society is that ‘autonomy is the ideal’ (p.130). This learner
autonomy promotes ‘intentional learning’ (Grabinger and Dunlap, 1995, p.15),
which creates rich environments for active learning and ‘deliberative practice’

for ‘visible learning’ (Hattie, 2009, p.24).

Another feature evident during the intervention that can be regarded as
individualist is that the student teachers were open to change and often felt
enthusiastic and showed curiosity about the new learning approach. In the
post-intervention survey, 65% of the student teachers maintained that they
liked to try out new things; only 14% felt anxious about new things and only
7% did not want to change. Most of the student teachers showed their
approval of the new feedback methods in the open-ended questions and in
their journals. The most common view was: ‘with this feedback approach,
there are more ideas we can see and apply for my lessons and my
experiences. Besides that, we can look at other student teachers’ mistakes or
reference to work by myself’. Journal entries also suggested the same view,
showing approval of the new feedback approach and group learning: ‘1 like
the way friends shared comments together’ (student 9). Many others
expressed their appreciation of the new feedback method and expressed their
gratitude to the tutor for introducing this new method. This openness to
change and readiness to learn new things are signs of individualist style,
according to Hofstede et al. (2010), and an education aimed at ‘preparing the
individual for a place in the society of other individuals. This means learning to
cope with new, unknown, unforeseen situations. There is a basically positive
attitude towards what is new’ (p.118). The student teachers in my research
demonstrated this increasingly positive attitude as the intervention
progressed. According to Hattie (2009), this ‘willingness to be involved in

deliberate practice’ enhances ‘visible learning’ (p.23).
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The next dimension that is used to analyse in the discussion of my data is
‘femininity and masculinity dimension’. This dimension is related to both men
and women, but the participants in my study are entirely female except for
one male. By acknowledging this, | understand and support the view that
gender is socially and culturally constructed. The views from the participants
in my study have the potential to reflect the common views that has been
deeply rooted and constructed by the Vietnamese society and culture.
According to Hofstede et al. (2010), Vietnam is considered a feminine society,
which means the society appreciate care and modesty and being visible is
often ridiculed. However, literature shows that both feminine and masculine
features are found in Vietnamese culture because the Viethnamese students
have also been seen to strive hard for achievement and exams are often very
competitive (Phuong-Mai et al., 2005; Le, 2013) , which characterises a

masculine culture in Hofstede’s terms.

In my study, more feminine elements were found, especially at the first phase
of the study. These feminine features were manifested in both tutors’ and
student teachers’ data. In the tutors’ staff meeting discussion, the way the
tutors took turns to speak according to seniority, which was analysed in the
previous two dimensions as showing respect for status and seniority and
harmony can as well be seen as showing the virtue of modesty. The younger
tutors appeared to have been humbled themselves and tried not to be visible.
According to Hofstede et al. (2010), maintaining harmony and being modest
are the characteristics of a feminine society. ‘A society is called feminine when
emotional gender roles overlap: both men and women are supposed to be

modest, tender, and concerned with quality of life’ (p.140).

This modesty was also found in the student teachers’ data. In the first phase
of the intervention, quite a few of the student teachers (8 out of 29) thought
that they were not competent enough and wished to be improved during the

course. They tried to show themselves as modest by talking about their
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desires to build up what they lack. For example, this entry is very common
among these student teachers:
| hope | will be able to do it [teaching]. Hopefully, this subject will bring me a
lot of experience, and be a turning point to gain confidence in me (student
4).
This student teacher expressed her expectations towards the course. And her
expression does not sound assertive in saying what she wants. Instead, the
word ‘hopefully’ demonstrates the sense of being tentative and the phrase ‘a
turning point to gain confidence’ implies her criticism of herself for a lack of
confidence and therefore showing her humble attitude when talking about

herself. The whole entry expressed the virtue of modesty.

In their self-reflection journals during the practice of micro-teaching, the
student teachers also tended to lower themselves by criticising themselves for
being less than competent, rather than pointing out their improvements:
My speaking skill is still bad. | tried, but it doesn’t seem to change (student
22).
After working with peers, | have the following comments: the most popular
weaknesses are: lack of confidence, wrong pronunciation, grammar mistakes,
activities are not participatory, low voice, instructions are not clear (student
7).
According to Hofstede et al. (2010), in a feminine culture, teachers do not
praise good students. Instead, ‘teachers will rather praise weaker students, in
order to encourage them, than openly praise good students. Awards for
excellence — whether for students or for teachers — are not popular; in fact,
excellence is a masculine term’ (p.159). The above student teachers must
have shared the same belief so they tried to avoid the ‘excellence’ words
about themselves. They in fact did the opposite, trying to state the negative

side of their own performance.
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6.1.6. Caring and modesty as positive factors for learning

This virtue of modesty showed both positive and negative sides. The positive
side manifested in my study was the caring attitude they gave to each other,
which creates and holds a hospitable space for learning. They listened to each
other’s comments and tried not to make each other feel hurt. This is very
important to produce a welcoming and hospitable environment, where
everyone feels confident to express themselves. According to Kolb and Kolb
(2005), ‘to learn requires facing and embracing differences; whether they be
differences between skilled expert performance and one’s novice status,
differences between deeply held ideas and beliefs and new ideas, or
experiences in life experience and values of others that can lead to
understanding them’ (p.207). These differences can be challenging and
threatening. Therefore, there should be a psychological safety for the learners
to overcome these challenges to express the differences. In a response to the
guestion of the post intervention questionnaire to investigate the student
teachers’ confidence when giving feedback, some of the participants shared
their cautiousness and consideration of their classmates’ emotions, such as:

I’'m afraid of making my friends sad when giving straightforward feedback

Sometimes | was worried that | would make them [her peers] lose face.
or

| considered my peers’ attitudes.
If there was not such a care, the student teachers might have felt threatened
or shy and did not want to share their ideas, or to discuss their peers’
experience. This caring attitude can create a mutual trust and understanding,
which is very necessary for a safe learning environment. On the side of the
feedback receivers, some student teachers (14%) showed their sacrifice of
their personal needs in favour of the group. They explained in their replies to
the question in the questionnaire in the way that showed they felt bad
receiving the straightforward feedback, but they would not complain: ‘their
comments help me improve’; or ‘I guess it’s due to some misunderstanding’;

or ‘I don’t think it’s a bad thing, they just want me to become better’. This
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care for others’ emotions and the sacrifice of their self needs demonstrated a
‘feminine’ culture and contributed to a harmonious and effective
communication, in which everybody got on well and together built up lesson
plans for common goals and learnt together, as stated in these journal entries:
| have found a friendly and open atmosphere. All of us are free to speak out
our opinions and have opportunities to practise (Student 11);
I'm so happy when preparing lessons for teaching. We had a good time
together. We corrected mistakes together. | think these weeks recently are
unforgettable time in my life (Student 2);
We work together every week to make a recording of our teaching. This
helps us get on better with each other. We have figured out the way to teach
a good lesson, which is useful for our later career (Student 9).
Kurman and Sriram (2002) set out the notions of horizontal and vertical
collectivism-individualism and investigate its relationship with modesty and
self-enhancement. Horizontal collectivism refers to strong identification with
and strong caring for the in-group and vertical collectivism is characterised by
the need to sacrifice individual needs in favour of group needs. Horizontal
individualism emphasises the development of unique self-identity and vertical
individualism stresses the competition. Kurman and Sriram contend that ...
modesty was positively related to vertical collectivism, which emphasizes
group over self-needs’ (Kurman and Sriram, 2002, p.71). In this way, the virtue
of modesty positively promoted the student teachers’ sacrifice of their self
needs for the whole group and vice versa and this sacrifice produced a
harmonious working environment with care and respect among the group
members. The feeling of happily working together was created in such an
environment. It was also created through a process of harmonising different
opinions with care and modesty. This process of harmonisation requires
sacrifice of self needs for the sake of the whole group to maintain a harmony.
This harmony is not a state, but a process, which, according to Feng and Fan
(2012) ‘is not a mere formality but a relationship that must be entered into

willingly, with understanding and in the right spirit’(p.345).
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6.1.7. Vulnerability and ego-effacement as negative factors
for learning

Modesty also has a negative side. A person’s unique self-identity
development, which is closely related to self-confidence and self-esteem, can
enable the individual to cope with confrontations and open discussion of
conflicts. According to constructivist theories this promotes learning. A
person’s unique self-identity enables her to take the responsibility for what
she does, including learning. Constructivist learning theories encourage
learners to take control and responsibility for their own learning. Kolb and
Kolb (2005) suggested a space for learners to take charge of their own
learning as one of the principles for experiential learning to take place. Yet,
modesty can hold back this learning space to happen. According to Kurman
and Sriram (2002), ‘modesty was negatively related to horizontal
individualism, which emphasizes development of a unique self-identity’ (p.71).
In this sense, modesty negatively affects self-identity. It can cause a lack of
confidence and low self-esteem or makes a person vulnerable. In other words,
vulnerability, a lack of self-confidence and low self-esteem can be the
consequences of a large extent of modesty. The data in my study support this
statement. Although a majority of 62% of the student teachers stated in the
post-intervention questionnaire that their self-esteem was not affected by
peer feedback, 24% admitted that they did feel bad and 14% said they felt bad
but would not complain because they understand their peers wanted them to
improve. Some typical comments include:

Sometimes | don’t want to give my partners ideas because some of them just

ignore these ideas (a student teacher’s answer to an open-ended question in

the post-intervention questionnaire).
or

When | watched my friends teaching | think they are more confident than

me. I’'m sure | can’t do like them (student 17).

The former student teacher must not have been used to discussions of

different opinions or conflicts and so felt vulnerable to criticism. She must
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have been used to a caring environment, where everyone is tender and
modest and did not often speak up their opinions. Now in the new learning
pattern, she felt overwhelmed with different opinions and criticism. The latter
student teacher felt inferior and also had a very low self-esteem and
confidence. Both of these student teachers seemed to have been infantilised,
and did not show their self-identity. Also, there was possibly a lack of
communication skills among the group. A lack of confidence was commonly
documented in many other journal entries written at the beginning of the
course, in which the student teachers expressed their expectations to gain
more confidence. They often feel inferior while showing their virtue of
modesty:

Actually I'm really anxious about what we will have to do in the course

because I’'m reserved and unconfident myself. In fact, my grade in speaking

and listening skills subjects was very low’ (student 3)

| feel disappointed because | did badly. However, this practice of teaching

was interesting that gave me experience (student 4)

or

The students there are friends. | can’t imagine what will happen if | come in

front of a class with ten strange faces (student 2).
This self-critical attitude was also documented in a tutor’s comment on her
student teachers: ‘Vietnamese students are weak at practical skills as they do
not have opportunities to get practical experiences so they do not feel
confident to give feedback on their classmates’ teaching skills and do not trust
their peers as well...” (Nga). Hofstede et al. (2010) called this attitude ego-
effacement. They stated that in a feminine culture ‘students underrate their

own performance: ego-effacement’ (p.165).

This ego-effacement and lack of confidence and self-esteem, however,
appeared to change as the course progressed. This made the group of
Vietnamese student teachers who committed to a feminine culture seemed to
start taking in more of masculine elements. Assertiveness, which according to

Hofstede et al. (2010) is one of the masculine characteristics, was developed
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as the course progressed. One example, which has been mentioned before,
was that the student teachers discussed together and decided to write an
email to me asking for a change in my teaching methods. It is considered
unusual since Vietnamese students often keep quiet and do not make
themselves visible to be safe. It is also not usual for students to make a
complaint to the teacher. Usually, they keep things to themselves or they
might gossip around but do not often reveal their names officially. However,
in this situation, a student was brave enough to write in her name (although
on behalf of the whole class) making herself visible and showing certain
degree of assertiveness — asking the teacher to do what they wanted.
Hofstede et al. (2010) contended that ‘in masculine cultures, students try to
make themselves visible in class and compete openly with each other. ... In
feminine countries, assertive behaviour and attempts at excelling are easily
ridiculed. Excellence is something one keeps to oneself’ (p.160). In this sense,
this student teacher (and her classmates) has stepped out of the feminine

culture and absorbed elements of a masculine culture.

The ego-effacement, which was mentioned above, was documented in the
first phase of the intervention. Later at the end of the intervention, the
student teachers did not talk about their performance in such an underrated
way. Many journal entries showed that they conversely felt confident and
proud at the progress they had made:
When looking back at my own recordings at the beginning to compare with
the clip | have submitted recently | can see that | have learnt and have
progressed a lot (student 1)
Now | can see clearly the difference between before and now. | can stand in
front of a lot of people and speak quite fluently without stumbling like
before. | have achieved the goals | set at the beginning (student 5).
Even the students who showed very low self-confidence and self-esteem and
seemed to get lost, mentioned above (students 2 and 3), also found their own

path of learning and felt contented with what they have performed:
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When watching videos we can learn some useful techniques and teaching
steps to apply them in my own teaching (student 3).
I'm so happy when preparing lessons for teaching. We had a good time
together. We corrected mistakes together. | think these weeks recently are
unforgettable time in my life (student 2).

Hofstede et al. (2010) called these attitudes ‘ego-boosting’ (p.165) and

claimed that it characterises a masculine culture.

Self-confidence and self-esteem according to the figures in the post-
intervention questionnaire was also positive. At the end of the course, 66% of
the student teachers believed that they could learn teaching from each other
without the tutor’s feedback and 73% of the student teachers thought that
they were confident when giving feedback in front of the whole class although
this number increased to 83% when they gave feedback in small groups.
These figures prove that the ego-effacement from a feminine culture, which
was analysed before, became blurry at the end of the intervention and was

replaced by some of a masculine culture.

The ego-effacement, which was evident at the first phase of the intervention,
is closely related to the ‘uncertainty avoidance dimension’. According to
Hofstede et al. (2010), Vietnam sits at the bottom of the ranking scale (at the
same position as China) and is considered as a weak uncertainty avoidance
country. This suggests that there is a high degree of flexibility in all the same
situations. In education, students have high tolerance for mistakes, do not like
the situations that have only one correct answer and do not expect that the
teacher has to be an expert. However, literature in teaching and learning in
Vietnam claims the opposite, which proves Vietnam to be a strong uncertainty

avoidance country (Phuong-Mai et al., 2005; Le, 2013; Ta, 2012).

The data of my study strongly support the claim by these Vietnamese
scholars. Firstly, it was found especially in the pre-intervention phase that

both the tutors and the student teachers pay a lot of their attention to
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mistake correction during the practice of teaching and tend to have low
tolerance for mistakes. It harmoniously related to the previous cultural
dimension, in which the feminine stakeholders tend to underrate their own
performance for modesty. In this dimension, strong uncertainty avoidance
stakeholders tend to seek mistakes for correction because they have low
tolerance for mistakes. In the pre-intervention phase of my study, this feature
was clearly evident. In the questionnaire for student teachers, it was found
that 97% of the informants, responding to question 9, wanted their tutor to
be explicit in indicating whether their did things right or wrong in the
feedback sessions. When replying to an open-ended question about the role
of feedback, 46 out of 91 student teachers shared the comment that they
thought feedback helped correct mistakes in their practice of teaching so that
they would not repeat them in the future and would gain more experience
after being corrected. Five other students indicated that feedback helped
student teachers be aware of whether their teaching was right or wrong;
understand what methods were the best. This concern about right or wrong
answers and mistake correction was also found in journal entries at the
beginning of the intervention. Such a comment, which focused on
weaknesses, was quite common:
After working with peers, | have the following comments: the most popular
weaknesses are: lack of confidence, wrong pronunciation, grammar mistakes,
activities are not participatory, low voice, instructions are not clear
(student?).
The student teachers obviously were highly concerned about their making
mistakes or about something new that they did not know clearly. They
experimented with their teaching and felt unsure if their teaching methods
were correct or incorrect until they were told clearly by the tutor. Those data
also indicated that they sought detailed and structured learning and did not
favour in open-ended situations. This emphasis on mistakes and weaknesses
was also supported by tutors as demonstrated in tutor Hoa’s response to the
pre-intervention questionnaire. Hoa offered a suggestion that the tutor

needed to give ‘specific and precise comments’ and ‘to show them [the
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student teachers] the way to improve the weaknesses’. According to Hofstede
et al. (2010), this learning habit exemplifies a strong uncertainty avoidance
culture because in this particular context the extent to which the members of
the group felt ‘threatened by ambiguous or unknown situations’ is high;
‘favoured structured learning situations with precise objectives’; ‘liked
situations in which there was one correct answer that they could find’;

‘expected to be rewarded for accuracy’ (p.191).

Secondly, it was evident that both the tutors and the student teachers hold
that the teacher (tutor) has to be an expert. This belief is related to the first
dimension — power distance — in the way that both of the dimensions exalt
the position of the teacher. Hofstede et al. (2010) contended that ‘students
from strong uncertainty avoidance countries expect their teachers to be the
experts who have all the answers (p.205). Sharing this belief, a majority of the
student teachers in the pre-intervention survey thought that the tutor should
give solutions to their problems, make judgement to indicate right or wrong
teaching, navigate the student teachers’ teaching, and let the student
teachers know what an effective lesson looks like. As a result, some of the
student teachers did not trust their peers’ feedback and insisted that they feel
safer with the tutor’s comments:

We are students, so we always believe in experts than any others. If you give

us comments, | think we will do it better (student 10);

Because the teacher [tutor] has a lot of teaching experience and so she can

give me correction of what we should and shouldn’t do (a response to

question 6);

Sometimes | feel confused about what is right and what is wrong without

teacher’s feedback (a response to question 6).
Again, these student teachers showed the dependent role on the tutor and
did not see themselves as active agents in their own learning. Fixing their
thinking on what is right and what is wrong can limit their reflection on

experience and hold back their learning.
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In a similar way to the student teachers’ expectation that their tutor knows
everything, the tutors themselves also thought that a tutor should be an
expert. Tutor Minh stated: ‘l recommend that there should be an experienced

teacher or even an educational expert beside the students and teacher’.

6.1.8. Desire for improvements as a positive factor for
learning

Mistake seeking tendency discussed previously can be positive and fosters the
desire for improvement or it can be negative and hinders learning. The
student teachers sought identification of mistakes and wished to be corrected
because they wanted improvements as stated in a response to the question
about how feedback should be improved:
This feedback method should be encouraged so that students will teach
themselves, assess and correct themselves and also learn from others (A
student teacher’s answer to an open-ended question)
If mistake seeking occurs in a safe learning environment, where people are
willing to learn from mistakes or errors, it will enhance learning. Hattie (2009)
stated that
a safe environment for the learner (and for the teacher) is an environment
where error is welcomed and fostered — because we learn so much from
errors and from the feedback that then accrues from going in the wrong
direction or not going sufficiently fluently in the right direction (p.23).
Therefore, errors are part of a learning process. People can learn from
experimenting with going different directions, including right or wrong to
have experience. Mistakes or errors are an inevitable part of a learning
process. They occur when learners try out new things, experimenting with
new ideas. If the learners do not have trials, they will not make mistakes or
errors, but they will not learn either because they will not get experience.

Kolb’s experiential learning theory defines learning as
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the process whereby knowledge is created through the transformation of
experience. Knowledge results from the combination of grasping and
transforming experience (Kolb, 1984b, p.41).
In this respect, mistakes or errors can be seen as a positive part of a learning
process. Learning occurs when the learners are willing to try out new things
and take risks of making errors, reflect on the errors they might make and

learn from those experiences.

Mistakes seeking can also be the ‘food’ for developing critical thinking skills
and therefore increase learning. Critical thinking can imply an emphasis on the
ability to deconstruct (Lundquist, 1999; Price, 2004), which is very important
for learning. With this belief, Lundquist conducted a research on a statistics
course and encouraged the students to take advantage of mistakes to learn
from them. He found that learning opportunities increased when the students
had imperfect solutions or errors to reflect on. He regarded ‘good mistakes’ as
better than perfect results. It can be argued that, mistakes seeking can create
a space for reflection and critical thinking to work out. However, that space
should be a safe environment for learning, meaning that the learners can be

critical, but constructive at the same time.

6.1.9. Fear of mistakes and judgmental attitude as negative
factors for learning

Mistakes seeking will also hinder learning if the learners hold a negative
attitude towards mistakes or errors, or have low tolerance for them, thinking
that mistakes are bad and have to be corrected. This attitude can generate
fear of making mistakes. This fear will prevent the learners from taking risks,
trying out new things, or learning from experience for fear of making
mistakes. It will lead to ego-effacement, which reduces the learners’ self-
confidence, self-esteem, and self-efficacy. Thus, it will affect the can-do
attitude, which needs to be developed in the graduates for their future

employability. In this respect, the expressions of strong uncertainty avoidance
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in this study are very much related to the feminine features discussed
previously. In fact, this negative factor was evident in the data of my study.
For example, some student teachers were very self-critical and felt
disappointed about themselves for the fact that they performed badly in her
micro-teaching practice or had a thought that they could not become a

teacher (as quoted previously in student 22’s entry).

Whether these student teachers performed badly or not is not the point.
What we are concerned with is that they did not have a can-do attitude,
which is very important in promoting experiential learning and developing the

learners’ self-efficacy.

Furthermore, mistakes seeking can also lead to an evaluative attitude, not just
towards oneself but also towards others. Since people of this type tend to
seek mistakes they will incline to judge, rather than reflect and discuss. In a
feedback session, for example, this judgemental attitude from the feedback
giver can easily result in a self-defensive attitude from the feedback receiver.
With these attitudes in mind from both feedback givers and feedback
receivers, peer feedback fails to be constructive. It can break the
communication between peers and deprive the main purpose of peer
feedback — sharing to learn from each other with trust and respect. My data
showed evidence of how this evaluative attitude damaged the communication
in peer feedback. For instance, when asked if the student teachers felt
comfortable with working with peers, there were quite a few informants (8)
did not tick the answer ‘yes’ or ‘no’. They ticked on ‘other’ and explained their
choice:

Sometimes | feel comfortable, but | often get hot tempered when we have a

lot of opposite ideas.
These ‘opposite ideas’ appeared to be the precise or imprecise judgement
from peers. There could have been both evaluative and self-defensive

attitudes and arguments over whether the feedback is right or wrong. The
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feedback receiver could not have admitted the mistakes and criticised the
feedback giver for not working hard enough to understand:
Sometimes I'm not happy with the feedback from peers as | feel they don’t
work hard to give us precise comments.
Obviously, the communication was broken. Harmony was ruined. Some of
them experienced the feeling of being hurt and lost confidence. These feelings
were a big barrier for the discussion to be effective:
Sometimes they have good ideas, but sometimes they aren’t patient and

make me less confident and nervous

This judgmental attitude and the insistence that feedback be precise were
also documented in one of the tutors’ comments. Tutor Hoa offered a
suggestion for feedback improvement in the questionnaire that ‘tutor should
offer specific and precise comments’. Literature also documents this
judgemental attitude. In an investigation into five primary schools of Vietnam
in a jointly conducted project between Vietnam and Japan, one of the
problems detected in the study was that Viethamese teachers tend to have
evaluative attitudes towards their colleagues and students’. The researchers
maintained that there was a
teachers’ tendency to express their subjective judgments on students and
teachers rather than analyse the contexts of the actions by students and
teachers during the lessons ... The observers were inclined to evaluate the
observed teachers rather than learn from the observed lessons (Saito et al.,
2008, p.96).
These scholars argued that this evaluative attitude towards other teachers will
cause strong self-defensive attitudes among the teachers who are not willing
to admit their weaknesses or mistakes. One of the tenets in constructivist
learning is learning from sharing reflective experience (Vygotsky, 1978; Schon,
1983; Kolb, 1984b). In order to promote experience sharing there should be a
safe learning environment where mistakes or errors are welcome (Hattie,

2009) and ‘a hospitable space for learning’ (Kolb and Kolb, 2005, p.207). The
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fear of mistakes and judgemental attitudes fail to build these learning

environments and need to be eliminated.

The characteristics of a strong uncertainty avoidance culture appeared to
change towards a weaker uncertainty avoidance culture during the
intervention. As one of the main focuses of my intervention is to foster
experiential learning | tried to provide an environment that welcomed
mistakes. | know that this will help the student teachers feel more confident
to engage in experimenting teaching ideas as described in my field notes.
‘Make a lot of mistakes’ is what | said to my student teachers as a joke on the
first day of the course which made them laugh and applaud, but | know they
understood my message. As observed in my field notes, their confidence was
improved. They were not fearful of making mistakes as before. Although they
were still attentive to mistakes, but they knew that experience is important
and so felt more confident:

Because we first practised teaching, we still feel anxious and make mistakes,

which is inevitable ... importantly, when we do practising of teaching we feel

more confident (student 3).
In the post-intervention questionnaire, up to 90% student teachers thought
that the tutor just needed to facilitate feedback activities so that they could
reflect on the experience without the need to explicitly indicate what is right
or wrong. Although there were still quite a few comments that expressed that
they wanted mistake correction, many student teachers showed that they
were not so worried about mistakes or concerned about right and wrong
teaching. It seemed more important for them to get experience and to have
opportunities to learn:

It [peer work] enables me to hear comments from others and get experience
for myself;
Or

Because it [peer work] helps me have opportunities to work harder.
Along with the improvement of the confidence and decrease in the fear of

mistakes, | again noticed a mismatch between the surface and the deep
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structure changes in this dimension as noted as well in the analysis on the
power distance dimension. Although the student teacher were aware of the
importance of taking risks and trying out new things without having to worry
about right or wrong answers, they did not fully understand why they needed
to do so or what their role was in learning. For example, student 11
commented:

| wish my tutor would give me comments on my good points and

shortcomings frankly, provide me opportunities to speak out what | think

even though it is correct or incorrect (student 11);

The tutor will orientate my thinking so that | can think in a positive way

(student 7).
This student did not so much focus on weak points when she included both
strong points and shortcomings (she did avoid the negative phrase ‘weak
points’ by using ‘shortcomings’) and appeared not to fear ‘incorrect’ teaching.
In other words, she knows that as a learner she needs to take an active role in
learning, accepting mistakes and learning from them. However, she still held
that her thinking would be ‘oriented’ by the tutor. She had not understood
the real sense of the role of an ’active learner’ who herself transform the
knowledge from her own experiences. According to the constructivist learning
theories, it should have been her, not the tutor, who ‘oriented’ or, in other
words, self-regulated the learning. Her point showed that although there was
some change in her understanding of experiential learning, it remained at the

surface level.

6.2. Summary of the discussion

Understanding factors that hinder as well as enhance initial teacher learning is
very important to promote this learning process. It is necessary for teacher
educators to limit or eliminate these negative factors and respect or promote
positive factors towards teacher learning. By understanding these factors both

student teachers and tutors will be able to produce a productive learning
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environment. The discussion has come to the following conclusions in

response to the first two of my research questions:

What factors hinder teacher learning in initial teacher education in
Vietham?

Fear of teachers/tutors or higher status people

The feeling of fear, which was analysed from my research data, is generated
from too much respect for the teacher/tutor or higher status people. The
feeling of fear generally affects well-being. A learner if feeling fear can
experience a high ‘affective filter’ which blocks the input to be acquired and,
therefore, hinders learning (Krashen and Terrell, 1983). The feeling of fear
cannot provide a safe ‘learning space’ (Kolb and Kolb, 2005) for the learners to
try out new ideas to have new experience and, therefore, leads to a sterile
learning environment. In addition to that, students’ attitude of fear towards
the teacher in the classroom hinders the development of social skills, the
ability to discuss and negotiate ideas, which are components of Vygotsky's
(1978) interactive learning model. According to Michael (2006) individuals
learn more with others than they learn alone. In this sense, the feeling of fear,
which causes passitivity in the classroom, limits knowledge construction in

general and teacher learning in particular.

Over-reliance on the teacher/tutor and belief that the teacher should be the
source of all knowledge

That the student teachers rely too much on the tutor is also generated from
the unquestioning respect for the tutor. It was found in the research that the
student teachers invested their total trust in the tutor’s knowledge and
experience. This attitude turns them into passive listeners and prevents them
from contributing ideas to discussions or collaborative tasks. Obviously, these

student teachers are not active learners who take responsibility for their
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learning or not autonomous learners who independently construct knowledge
for themselves. Waiting for the tutor to provide good answers, these student
teachers fail in reflective learning (Schén, 1983), have low engagement in
experiential learning (Kolb, 1984b), poorly perform in social interactions
(Vygotsky, 1978). Thus, visible learning (Hattie, 2009) is impossible to take

place given that this factor prevails in the classroom.

Oppression by fellow student teachers and suppression of disagreement and
dissent by the tutor/teacher

These factors are created by the efforts to keep harmony. Oppression is
caused by fellow student teachers who expected a collectivist and would
ridicule differences or any attempts to be visible. Suppression is caused by a
collectivist tutor who expects that student teachers should conform to their
ideas and disagreement and dissent should be avoided. These factors lead to
hesitancy and lack of confidence in speaking up in student teachers. Ideas left
unspoken and lack of discussion or sharing, according to constructivist
learning theories, hinder learning. These factors also affect the development
of many important skills needed for the employability, such as,
communication skills, negotiation skills, being resilient in order to response to
stress and burn out in later teaching career, being confident in teaching and

handling classes etc.

Vulnerability of student teachers to criticism and embarrassment and a
tendency towards self-effacement

Vulnerability to criticism and embarrassment is caused by too much care and
self-effacement is caused by too much modesty in a feminine environment.
Being in such an environment student teachers do not have opportunities to
challenge themselves to become resilient towards different opinions and
criticism. They consequently feel vulnerable to criticism and embarrassment.
These student teachers often experience a low self-esteem and feel inferior.

This also leads to self-effacement which generates a lack of confidence and
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negatively influences on the can-do attitude. Moreover, these attitudes block
a safe ‘learning space’, where the student teachers can take charge of their

own learning, and therefore, hold back their learning.

Fear of making mistakes, judgmental and defensive attitudes

Low tolerance for mistakes prevents student teachers from taking risks, trying
out new teaching ideas, or learning from the teaching experience. The student
teachers do not dare to do practical tasks because they are worried that they
will make mistakes, which prevent them from learning by doing and hinder
experiential learning. With this fear of making mistakes, they develop the
tendency to seek identification of mistakes. Consequently, the student
teachers tend to have a judgmental attitude towards oneself and others alike.
They incline to judge rather than reflect on the experience or discuss the ideas
to learn from them. In return, the student teachers of this type can be very
defensive towards different opinions or feedback on their teaching and affect
the effectiveness of peer feedback or collaborative learning. This makes an
unbreakable circle among the fear of making mistakes, judgmental and
defensive attitudes, which affects reflective observation, damages interactive

communication, and hinders learning processes.

What factors contribute towards teacher learning being effective in initial
teacher education in Vietham?

Beside the factors that hinder teacher learning in Vietnam, there are also
positive factors that enhance teacher learning. It is important for the teacher
educators to be aware of and respect these factors and honour these cultural
values in order to build a fruitful learning environment from the good values
that Vietham embraces. These factors may form the basis of a culturally
appropriate way forward, which is uniquely Vietnamese, for developing

teacher learning. | therefore would like to suggest that these factors
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contribute to the debate and discussion about the characteristics that

Vietnam would wish to see in its teachers.

Respect for teachers/tutors, education, and wisdom

This is the strongest and the most influential factor found in my research.
Respect for education is a deep rooted tradition of the Vietnamese culture. It
comes along with the respect for teachers and teachers’ wisdom. It was
evident in my research that this factor fosters the student teachers’
motivation in learning, and nurtures their dreams to become good teachers. It
was also found that respect and regard for the tutor as a role model also
builds up a high expectancy of oneself and contributes to the development of
self-efficacy. Respect for the tutor/teacher leads to passion for learning and
the appreciation of education and wisdom, which is a very important
component to promote ‘visible learning’(Hattie, 2009). Respect for the
teacher/tutor and respect for status and seniority can also contribute to a
harmonious learning environment. However, if this respect is paid not only for
status and seniority, but also to learners of equal or junior status, it will make
a good environment for experiential learning to grow fruitfully (Kolb and Kolb,

2005).

Desire to promote harmony

The desire to promote harmony is one of the key virtues in Confucian
teachings, which have strong influence on the Vietnamese culture. This factor
was found in my research and proved to be a positive factor for teacher
learning as it promotes the process of harmonization. In this dynamic process,
actions of discussions, negotiation, and compromise need to be taken to
resolve strife in order to achieve harmony. In this respect, this factor
enhances constructivist learning because it encourages interaction,

cooperation, and discussions. It is necessary to distinguish the difference



241

between harmonization as a process, which promotes learning and harmony
as a state, which is the result of suppression and oppression and might hinder
learning. In fact, the desire to promote harmony does not rule out strife (Li,
2006), but promotes the resolution between different opinions from different

people, and therefore, is an important quality for cooperative learning.

A culture of caring for one another

Caring is one of the characteristics of a feminine society, which was also found
in my study. The student teachers listened to each other with care and make
sure that they did not hurt their peers’ feeling. According to Kolb and Kolb
(2005), learning requires facing and embracing differences between many
types of people, in different situations, or from different perspectives. These
differences can be threatening. Therefore, a caring attitude is necessary to
create a welcoming and hospitable learning environment, which encourages
the culture of sharing and learning from one another. This caring environment
will create mutual trust and understanding, which is very important in
cooperative learning, interactive learning, peer feedback, or discussions etc.

during the process of teacher learning.

Modesty

The virtue of modesty found in my study positively promotes the student
teachers’ sacrifice of their self needs for the whole group and vice versa. This
sacrifice will produce a harmonious working environment, where everyone
listens to each other and respects each other’s ideas with modesty. Harmony
will be achieved in this environment, but not by oppression or suppression,
but by everyone’s being willing to sacrifice their self needs to maintain
harmony. This harmonious working environment is not a mere formality but a
relationship that everyone willingly enters with mutual understanding (Feng

and Fan, 2012). Thus, modesty was demonstrated in a willingness to learn
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from others and to listen to others. Modesty was also demonstrated in an act
of decentring in order to look at other perspectives, which potentially allow
learning from diversity. This virtue of modesty is likely to enhance learning in

general and teacher learning in particular.

6.2.2.5. Desire for self-improvement

Seeking identification of mistakes is one of the features of a strong
uncertainty avoidance culture. This feature was strongly manifested in my
study. The positive side of it is that it promotes the desire for self-
improvement. The student teachers tend to seek mistakes in their own
teaching performance and wish to be corrected. If identification of mistakes
occurs in a safe learning environment, where mistakes are welcome and
people are willing to learn from mistakes, it will enhance learning (Hattie,
2009). According to constructivist theories, mistakes are part of a learning
process and should be taken as experiences to learn from. They occur when
learners try out new things or experiment with new ideas, which generate
new knowledge. Mistakes can also be the ‘food’ for developing critical
thinking skills, which is very important for learning. It can be argued that
seeking identification of mistakes can create a space for reflection and critical
thinking. However, it should be noted that it must occur in a safe learning
environment, where the learners can be critical, but also constructive at the
same time. In this respect, the desire for self-improvement will contribute

towards teacher learning being effective.
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Chapter 7: Recommendations

This chapter discusses the last two questions of my research, taking the
discussion of the previous chapter into consideration. Thus, the discussion of
the factors that hinder as well as enhance teacher learning in Vietnam serves
to inform and underpin the discussion of the following questions, which are
pitched at a more macro level: 3) What are the most appropriate strategies to
promote teachers’ learning in Vietnam? 4) What is the role of teacher

educators in redefining the teachers’ and student teachers’ identities?

7.1. Recommendations

7.1.1. What are the most appropriate strategies to promote
initial teachers’ learning in Vietham?

7.1.1.1. Considering the status quo

Over the past 40 years different strategies have been used to implement
educational reforms. Basically, the strategies for teacher change or for
educational reforms have been centred on the following three types of
strategy: power-coercive strategies, rational-empirical strategies, and
normative-re-educative strategies, which were originated from Chin and
Benne in 1970, and other two types of strategies, specifically top-down and
bottom-up. These strategies have attracted scholars’ attention since 70s up to
now (Chin and Benne, 1970; Kennedy, 1987; Fullan, 1994; Cummings et al.,
2005).

The general conclusion is that ‘neither top-down nor bottom-up strategies for
educational reform work’ (Fullan, 1994; Cummings et al., 2005). Fullan

attempts to explicate the reasons for these problems in his work: he considers
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top-down strategies too complex to control because ‘the forces of educational
change are so multifaceted that they are inherently unpredictable’ (Fullan,
1994, p.11). He considers bottom-up strategies fraught because change might
be too slow, development might be in an uncontrolled direction and it is hard
for organisations to stay innovative. Fullan considers that with bottom-up
strategies these organisations ‘in general are not likely to initiate change in
the absence of external stimuli’ (ibid., p.11). However, each of the strategies
has its own allure. The top-down approach holds a promise of generating
rapid change towards the desired direction. Similarly, the other approach, the
bottom-up, can solve the problems of top management direction by allowing

grassroots’ participation.

In the face of dissatisfaction with failed implementation of both top-down and
bottom-up approaches, scholars came up with another approach that
combines and mediates the two approaches. Fullan (1994) suggests
coordinating the top-down and bottom-up strategies, recognising that
centralised and decentralised strategies are both essential. Cummings et
al.(2005) proposes a ‘middle-out’ approach, which ‘provides more targeted
support, focused on solving specific, university-wide problem’ (Cummings et

al., 2005, p.13).

Kennedy (1987) outlines three types of strategies that were initiated from
Chin and Benne (1970). The first type is power-coercive strategies, which as
the name suggests, are the ones that force people to change or act in a
certain way, so they are by nature top-down strategies. The second type of
strategy is rational-empirical, which considers people as rational beings, and
assumes, therefore, that change can be produced when there is evidence to
show that it will benefit the stakeholders. This type of strategy is often
presented in the form of workshops, seminars, conferences to disseminate
the evidence and persuade people about the change. The third type is

normative-re-educative strategy. This type is based on the belief that change
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is a complex phenomenon and that cultural beliefs and attitudes are
important to be taken into consideration.
Underlying this strategy is the idea that people act according to the values
and attitudes prevalent in a given society or culture, and that accepting
change may require changes to deep-seated beliefs and behaviour (Kennedy,
1987, p.164).
This type of strategy takes cultural values into account. It is similar to a
bottom-up approach in the way that it targets individuals, but it is more than
just initiative innovations from grassroots at a superficial level. It particularly
considers carefully the deep-rooted culture of those whom it affects. In sum,
the first two types imply a unidirectional change. One is to change people by
forcing them from the top, whereas the other is to give people information
and persuade them to change towards a designated direction. The third type
demonstrates the need to carry out problem solving and take a collaborative
approach with all the people involved in some way so that they can also make
their own decisions. | find this type of strategy, the normative-re-educative,

pertinent to my research.

Vietnam has a centralised education system because it is grounded in
Confucian tradition philosophy of respect for social order. The whole system is
highly centralised and standardised with the prevalence of teacher-centred
instructional approach. It can be seen that the government has applied
power-coercive strategies in the educational reforms in Vietnam. These
educational reforms often come along with the introduction of new textbooks
and curricula by the Viethamese MOET. Officially sanctioned workshops are
organised to train teachers for the new textbooks and curricula. The
textbooks are written with little or no consultation with school teachers and
students, who are the eventual users. Yet it is clear that the application of the
new approach, the student-centred approach, underpinning these textbooks
and curricula is problematic in Vietnamese schools since it does not match
with the cultural beliefs and values that have already been long seated in the

stakeholders’ habits of teaching and learning. This situation often leads to
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conflicts, and even worse, to the extent that the new textbook is misused and
a hidden curriculum develops. This was evident in Le and Barnard's (2009)
case study, which was intended to find out how the implementation of the
new curricula and textbook was working. They claimed that ‘a wide gap exists
between what is intended by teaching innovation designers and what is
actually implemented by classroom teachers’ (Le and Barnard, 2009, p.6). The
official training workshops to introduce the new teaching approach focus
merely on the ‘what’ rather than how to implement the innovations. And
again, this is a unidirectional approach with very little or no discussion or
consultation with the ultimate textbook users, the school teachers and
students. Therefore, the new ideas seem to be reluctantly received and
happen merely at surface level. The evidence of the fact that the change
happens just at the surface level is clear in the tutors’ and the student
teachers’ data of my study (as discussed in the previous chapter). The tutors
were under pressure to use peer work and stated that they used peer work in
their teaching. However, the peer work that they conducted in the class
turned out to be the exchanging of individual written work without discussion,
or unidirectional feedback from an individual to the presenter. The term
‘group work’ was preferred among the student teachers, but it was evident
that ‘group work’ was understood as dividing the work among the group
members to do it individually. It was also found that although the student
teachers kept saying that they needed to be active in their learning and accept
mistakes to learn from experience, they did not understand why this should
be the case. Despite repeating what they thought they should say, they were
not aware that they were the ones who had to take charge of their own
learning, thinking that ‘the tutor will orient my thinking’ (student 7). All these
examples show that the new ideas that the MOET are trying to disseminate in

order to make change happen seem to be operating merely at a surface level.

The superficiality of this change results, at least in part, from an
underestimation of the strength of cultural values and beliefs that underlie

the preconceptions of what constitutes good teaching and good learning. My
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discussion in the previous chapter has shown the cultural complexities
underpinning the teaching and learning context in Vietnam. Therefore, |
would argue that, in order to implement innovations, the first imperative is to
understand the status quo, exploring the cultural values that will affect the
change. Change can only be implemented effectively with this understanding.
Taking the status quo into consideration enables the government to
coordinate both the top-down and bottom-up strategies, as suggested by
Fullan (1994) or to take the normative re-educative strategies as analysed in

Kennedy (1987).

There is a need to explore the differences between the social and cultural
norms in Vietham and the new ideas that are promoted for change. It is
important to observe and analyse the positive factors that can support and
accelerate this change as well as the negative factors that might hinder the
change for the better. It is important to respect the Vietnamese culture and
the ideologies that are embraced and to work gradually to influence these
deep seated cultural attitudes and behaviours at a level that can allow people

to feel part of the change.

Considering the status quo needs to occur not just at the national level, but
also at the institutional level and the personal level. At the national level, it is
necessary for the government to decide what qualities the Vietnamese
education needs to preserve and embrace and how it needs to adapt to the
future and to the demands of globalisation. It is important for an individual
teacher to decide for herself what change and at what level of change she can
take. This is important as ‘like everything else it must come from within’
(Underhill, 1989, p.259). However, it is not easy to manage the change in
values and attitudes and how that change is demonstrated in teaching and
learning behaviours. That is why the implementation of innovations
necessitates a problem-solving and collaborative approach to make the
change convincing from within an individual, an institution and ultimately for

the whole nation. With the thrust of new ideas, new values and beliefs
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coming along with globalisation, problem-solving and collaborative
approaches towards strategic change will enable Vietham to redefine its
identity, to think about and have in-depth discussion about the new image

that Vietham wishes to take.

7.1.1.2. Focusing on process rather than on a state

Having said so, | would argue that, another appropriate strategy to take into
the educational reforms in Vietnam is focusing on process rather than on a
state. Often, from my observation of the reforms in Vietnam, more attention
is paid to the state of change. That is people appear to support the surface
activities, talk about the innovative terms, or evaluate the final products
rather than look into the deep structure of the process of the innovations.
This phenomenon seems to be the case not just in Vietnam. Underhill (1989)
analysed the problems that can hold back change. He contended that ‘Even
where there is support, it often appears to be support for innovative
techniques rather than innovative process’ (p.259). | think, there is nothing
wrong with the support for innovative techniques, because the experiment
with techniques can change people’s attitudes towards change. Also, nothing
is wrong with talking about the innovative terms because it is the terms that
help people communicate the innovative ideas. Or nothing is wrong with the
appreciation of the final products because this is the visible part of the
change. However, that is not enough. It is necessary to do all those things
through an innovation process. The innovative state or change needs to be
achieved through a process of reflection, experiential observation, and
interactive discussion. This is a process of internalisation of what has been
experimented with, reflected on and discussed, to achieve a new level of
knowledge. This process can occur within the zone of proximal development,
which is the zone between the current level of knowledge with the existing
cultural norms and its potential level of knowledge with the acceptable

cultural hybridity. This potential level cannot be too far out of the zone of
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proximal development. This level should be accessible, feasible, and
achievable. The process of change cannot be successful if it is pushed out of
this zone of proximal development. This is the reason why we need to
understand the status quo to decide what can be acceptable and what not.
According to Underhill(1989), ‘without commensurate understanding of the
attitudes, awarenesses, and vision,” changes might promote ‘yet another kind
of authoritarianism’ (p259). The terms ‘student-centred’, ‘cooperative
learning’, ‘active learning’, ‘peer learning’, ‘group work’ etc. were used
positively by both the tutors and the students in my sample but there was not
‘commensurate understanding’ of these terms which weakened the process
of change and ensured that it occurred only at the surface level. There is, in
my view, obviously a mismatch between what people say about the change
and what actually happens in the process of change. The Vietnamese
government is currently trying to put into effect reforms that are beyond the
zone of proximal development of the key players. It could be the new
knowledge, new skills, or, from my data analysis, it is more likely to be some

of the cultural elements that might go beyond the limit.

The need to focus on process rather than on a state accords with Confucian
ideal of harmony, which is prevalent in Vietnamese culture. As discussed in
the previous chapter, this notion of harmony is often misunderstood as
agreement or sameness if it is referred to as a state. However, according to Li
(2006), ‘while harmony does not preclude sameness, sameness itself is not
harmony. Harmony is different from stagnant concordance in that harmony is
sustained by energy generated through the interaction of different elements
in creative tension’ (p.589). Thus, the state of harmony is achieved through
the process of harmonisation of different elements. These elements can be
different or in conflict, but will be resolved in a harmonious way to achieve a
higher level of harmony. Although sameness, at an appropriate level, is an
ingredient of harmony, over-presence of sameness can cause disharmony.
According to (Li, 2006), this ideal can be applicable both metaphysically and

ethically ‘It describes how the world at large operates and how human beings
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ought to act’ (p.589). Therefore, if people regard innovation as a state,
seeking only the surface change or merely conducting innovative activities
without looking at the deep structure, the deep seated cultural values that
underpin the whole teaching and learning process, the success of the

innovation could be hard to achieve.

7.1.1.3. Debating the characteristics that Vietnam wants in its
teachers

Based on the discussion in the preceding section, the next strategy that
Vietnam needs to promote, | would suggest, is to debate the characteristics
that Vietnamese teachers will need for this new era, an era of globalisation
and integration. Globalisation comes with a storm of new information with
different ideologies, huge potential for the trading of goods with different
countries, opportunities to exchange ideas worldwide, but also with the
danger of identity confusion. There is, therefore, in my view, a need to
redefine the identity of Vietnam in this critical period of time. In the first
place, the government needs to think about what the modern image of
Vietnam should be and hold a debate about this topic. This debate should be
set up at ground level to ensure that Vietnamese teachers, who are important
agents of the change, are included. The teachers should be provided room to
engage in the dialogue to contribute their ideas as well as to learn about the
supposed benefits of reform. They need to be empowered with decision-
making about which traditional values should be kept and which values need
to be added to create a new image of the Vietnamese teacher in the reform.
As | discussed in the previous chapter, there are positive traditional values,
such as respect for teachers and wisdom, desire to promote harmony, a
culture of caring for one another, modesty or desire for self-improvement,
which in my view are well worth keeping. Teachers can also assess values that
have become out of date and should be eliminated via many different kinds of
communication, such as learning communities, staff meetings, workshop,

seminars, and conferences. The negative factors and barriers to learning that |
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have discussed in this study could provide the teachers with pointers for
exploring this topic. Besides that, Vietnamese teachers may want to add to
their range of professional attributes through focussing on qualities such as,
being critical, autonomous, or adaptable to diversity. They may want to build
up knowledge of the wider modern world through international comparative
approaches. Change, in my view, should be based on the understanding that
good cultural values should be respected, but also that culture is dynamic and

that change and development should be encouraged and fostered.

Furthermore, taking the normative re-educative approach, the people
affected by change, in this case mainly teachers and administrators need to
bring about change through a collaborative, problem solving approach.
Outsiders, with different views about and approaches to teaching should be
involved but finally, it is the local teachers who have to decide, perhaps
individually, to what extent they are ready to implement change. Teachers
need training on how to use new methodologies; however, the development
of individual attitudes and beliefs about teaching need to be fostered through
participation and exchange of ideas and experiences, if methodological

innovations are to come into effect in the classroom.

7.1.2. What is the role of teacher educators in redefining the
teachers’ and student teachers’ identities?

7.1.2.1. Creating a ‘transfer space’

The notions of a ‘third space’, a ‘learning space’, and a ‘dialogic space’ are
discussed in number of studies. Bhabha (1990) introduced the term ‘third
space’ to talk about a discrete space for cultural translation and hybridity.
Kolb and Kolb (2005) proposed the concept of a ‘learning space’ to elaborate
the nature of learning style and its formation through the transactions

between the learner and the environment. Youens et al. (2014) set out the
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notion of a ‘dialogic space’ to analyse the potential of video capture in teacher

preparation. | find these ideas really pertinent to my study.

From the discussion about the change in the learners’ independence and
equality in my preceding chapter, | would like to discuss the factors that might
make this change possible. In the conventional courses, the student teachers
practised their teaching in front of the whole class. After the teaching,
everyone reflected on the synchronous review of the teaching to give
feedback. Therefore the interaction space between the actors (the student
teacher (who teaches), her peers, and the tutor) was via the recalled
memories. There was often no time for all the stakeholders to reflect upon
what had occurred. In addition, there was no specific evidence, or something
to be referred to visually to analyse and discuss, other than the recalled
memories. Hence, the space for reflection and interaction was limited and did
not enable in-depth discussions. In the intervention course, | designed the
activities — video inference, video capture, and journal writing- to increase the
space for reflection and interaction. When being assigned the responsibility
for doing joint tasks (working together to infer a lesson plan from a clip,
working together to build in a plan, helping each other to teach that lesson,
then to analyse and discuss the clip of peers’ lessons), the student teachers
were provided with a multi-level space that promoted both dialogic learning
and reflective experience. The student teachers had to overcome emotional,
cultural or hierarchical barriers to be immersed in this space. This learning
space revisited the theory of knowledge creation proposed by Japanese
scholars Nonaka and Konno (1998), which introduces a concept of Ba, ‘a
context that harbours meaning’. They claimed that ‘Knowledge embedded in
Ba is tacit and can only be made explicit through sharing of feelings, thoughts,
and experiences of persons in the space’ (cited in Kolb and Kolb, 2005, p.200).
By generating opportunities for the student teachers to reflect and share
experience among each other and also with the tutor, this learning space
disrupted the perceived hierarchical boundaries between the student teacher

and her peers and the tutor (Youens et al., 2014), and promoted sharing and
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community learning (Lave and Wenger, 1991). One more thing to note is that
this space is not merely provided by the activities in the class, but also by the
social relationship, for example, the relationship with peers or with the tutor

(Kolb and Kolb, 2005).

It was in this space that change occurred. The student teachers were able to
move from a large power distance culture to a smaller power distance culture.
This space, therefore, became a place for transferring the learner from one
way of learning to another, from one way of thinking to another, and more
generally from one culture to another. This space enabled different ideas,
experiences, attitudes, and beliefs to be accommodated harmoniously in a
place of transformation into a new hybrid. | would regard this space as a

‘transfer space’, especially used for Vietnam in the transition period of time.

| therefore would argue that the role of the teacher educators is to create this
‘transfer space’ for the student teachers, so that these student teachers will
then create a ‘transfer space’ for their students. This will hopefully generate a
great impact for Vietnamese younger generations to transform the country

into a new modern Vietham.

7.1.2.2. Qualities to promote in the ‘transfer space’

Based on the discussion in the preceding chapter on the factors that might
hinder teacher learning, | would like to suggest the focal qualities that the
teacher educators need to promote in the ‘transfer space’. These qualities
should mitigate the hindrance caused by those negative factors. | think of

these in terms of prompts.

The first of these prompts would be towards autonomy. Building learner
autonomy, in my view, is an important quality that can wean the Vietnamese

student teachers off the state of over-reliance on the tutor and the fear of
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her/him. Ideally, student teachers would retain their current level of respect
for the tutor alongside developing autonomy in learning. The ‘transfer space’
is useful in this case so that the tutor can prompt this autonomy for her
students. In order to create this ‘transfer space’, the tutor needs both
technical and emotional approaches. She might need to design class activities
to build this autonomy and keeping a safe learning environment. Hattie's
(2009) visible learning and teaching is most applicable in this situation. Not
only do the student teachers need to actively build up the autonomy in their
learning, but also the tutor has to be deliberately involved in the process to
make sure that her autonomy prompting gets into the right tune. Although
this is a guiding, not dictating, process the tutor has an important role in
making sure that the actions of the tutor come together with the actions of
the student teachers in a harmonious way. If the tutor is too strict, moving
towards dictating acts, it will rule out the learner autonomy. However, if the
tutor keeps a low control over the autonomy building process, the student
teacher might also go off the track. A case study conducted by Ta (2012)
found that a teacher trainer intentionally reduced her control, based on her
belief in the need to develop learner autonomy. However, while her low
control was appropriate with one student teacher, it was inappropriate with
another. The researcher concluded that ‘If the degree of control is balanced
with the degree of participation encouragement, trainees’ (Ta, 2012, p.7)
exposure to productive interactions could be enhanced’. Therefore, | would
say, the role of the teacher trainer is of great importance in prompting

autonomy in a harmonious ‘transfer space’.

The second prompt is towards building resilience. My discussion of the
oppression of student teachers by their peers, the suppression of
disagreement and dissent by the tutor and the vulnerability of student
teachers in the face of criticism and embarrassment, combined with a
tendency towards self-effacement, makes clear the need to build resilience
amongst Vietnamese student teachers. This is very important not just during

their learning process at university, but also for their later career. Howard and
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Johnson(2004), who were concerned about the incidence of teacher stress
and burnout and conducted a study to work out the protective factors to cope
with it, found that the main stressors were threats to teachers’ self- esteem
and well-being. They concluded, therefore, that there is a need to build
resilience in teachers. This claim is also supported by Le Cornu (2009), who

placed the focus on building resilience for pre-service teachers.

The negative factors discussed in this study threaten Vietnamese teachers’
sense of self- esteem and their general well-being. Building resilience for
student teachers is necessary in general, but particularly important for
Vietnamese teachers, who are affected by a culture that could lead them to
become vulnerable, with low self-esteem and lacking confidence, especially
now these student teachers are faced with a new globalised period of time
and carry a mission to train generations of Vietnamese young people to cope

with this new context.

The issue of building resilience for teachers in general and beginning teachers
in particular have attracted a lot of attention from scholars (Howard and
Johnson, 2004; Gu and Day, 2007; Le Cornu, 2009; Castro et al., 2010).
Resilience is basically defined as ‘ability to adjust to varied situations and
increase one’s competence in the face of adverse conditions’ (Bobek, 2002, p.
202 cited in Castro et al., 2010). Gu and Day (2007) investigated the necessary
condition for the effectiveness of teacher resilience in order to develop
professional assets for teachers. Castro et al.(2010) studied resilience
strategies to support beginning teachers. | find the strategies for building
resilience for pre-service teachers proposed by Le Cornu(2009) the most
useful and relevant for the Vietnamese teacher education context. This
scholar applies Jordan’s (2006) model of relational resilience to set out a
model of professional experience - learning communities — that can
contribute to resilience building in pre-service teachers. This model of
learning communities supports the development of resilience in student

teachers ‘through a focus on relationships and in particular by attending to
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the complex and dynamic interactions between individuals and their student
teaching contexts’ (Le Cornu, 2009, p.721). This model has the following
features: providing opportunities for peer support; explicit teaching of
particular skills and attitudes; and adoption of particular roles by pre-service
teacher, mentor teacher and university mentor. These three features can be
fitted nicely in the context of micro-teaching practice when the student
teachers practise explicit teaching of a particular skill not just during the time
at the university but also in the school practicum. This is where the teacher
educators can maximise the possibility to create the ‘transfer space’, in which
learning communities can be strengthened. The role of the teacher educator
is to facilitate peer support amongst students, encourage student teachers’
interactions in micro-teaching, and help them to inhabit the role of a teacher
to the best of their abilities. As Le Cornu puts it, teacher educators can help
their student teachers build resilience at the very first phase of their teaching
career at the university ‘by providing opportunities for them to participate in
a wide variety of collegial relationships, including reciprocal learning

relationships with peers’ (ibid., p.722).

With a focus on these prompts to build autonomy and resilience, | believe
that other important qualities needed to promote a modern Viethamese
identity can also be developed: qualities such as creativity; a sense of self,
voice and pride; being alert to a globalised world. Vietnamese teacher
educators have to think critically about what the Vietnamese identity is and
choose the elements that Vietham needs for the future. With a hybrid,
modern, but distinctively Vietnamese identity, Vietnam will be able to adapt
to the rapidly changing world and live happily together with other nations of
the world. Teachers, as Hargreaves points out, are essential to the
development and the maintenance of this national identity:

Teaching is the core profession, the key agent of change in today’s

knowledge society. Teachers are midwives of the knowledge society. Without

teachers, their confidence and competence, the future will be malformed

and stillborn (Hargreaves, 2003, p.215).
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Teacher educators, who prepare the nation’s teachers, have an essential role

to play in developing this workforce for Vietnam’s future.

7.2. Contributions and limitations of the thesis

My research is an original empirical project that uses Hofstede’s cultural
framework to look into constructivist learning theories, which were initiated
in the west, being applied into an eastern context. This study specifically
focuses on teacher learning in the Vietnamese context in order to give
suggestions to Vietnamese policy makers. Thus, it contributes to the body of
empirical research in constructivist learning and in teaching in general and
learning in Vietnam in particular. It also makes a significant contribution to the
field of Vietnamese teacher education and to the implementation process of

the educational reforms in Vietham.

This study makes the contributions in a number of ways. First, it has
conceptualised what other studies in the area have mentioned elsewhere, but
has not yet been articulated. For example, the factors that enhance and
factors that hinder learning might have been mentioned in other studies (T. T.
Nguyen, 2005; Phuong-Mai et al., 2005; Thanh, 2010; Le, 2013), but in an
individual, sporadic and unsystematic way. My study offers a comprehensive
analysis of the whole picture using a cultural framework. Therefore, it
hopefully can provide a clearer insight into a prolonged debate about whether
constructivist learning theories can be applied successfully in Vietnam (Le,
2002; Phan, 2004; Hiep, 2005; Barnard and Viet, 2010), and can help to justify
some confusion in defining Vietnamese teachers’ identity, which also has
attracted a lot of attention (Phan, 2004; Phan and Le, 2013). This confusion
seems to be, in my view, inevitable when Vietnam is entering a critical period
of integration into the globalised world. My study, therefore, offers some
food for thoughts in redefining the Vietnamese students’ and teachers’

identities in this critical period of time. In addition to that, it contributes to
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policy planning by providing a clearer insight into the process of educational

reforms implementation.

This study also contributes to the growing number of research studies on
teaching and learning in CHC countries. Coming from an eastern perspective,
but conducted in a western context, the study aims to throw some light on
debates and confusion over CHC learners, and to contribute to the worldwide
discussion on cultural differences. The study makes a contribution to the field
by problematising the simplistic issue of transferring ideas across cultures, as
well as suggesting an approach which avoids dichotomies of ‘Eastern’ and
‘Western’ ideologies in line with my suggestion to take the status quo as the

basis for development of a uniquely Vietnamese approach (See pp.239-242).

In order to put these contributions into practice, | have planned to
disseminate my research at my best by publishing articles in the future and
participating in conferences, which | have already done. | also hope to deliver
workshops or seminars for Vietnamese teachers, teacher educators, and even
education administrators in order not only to disseminate my research, but
also to discuss and debate with them about the factors that enhance or
hinder learning, the best strategies they want to apply to make the reforms
happen effectively, and their roles in this mission. This will help the
government consider taking the normative re-educative approach, which |
have discussed previously, in order to implement the reforms successfully. |
have also planned to conduct the next cycles of this action research when |
am back in Vietnam and will try to generate its impact for Vietnamese teacher

education.

Although | have made my best efforts for the study to be an ultimate
outcome, it cannot avoid some limitations. Having scrupulous considerations,

| think, the research has some limitations as follows.
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First of all, although the research was conducted at the principal teacher
training institution, which is deemed to be the cradle for producing teachers
for the whole country in a centralised training system of Vietnam, a small
population of 29 participants could hardly represent all the teachers in
Vietnam. Nonetheless, as this teacher training institution is the biggest
pedagogical university in Vietnham, which has quite a big impact on teacher
training throughout the country with many training branches based in many
different provinces in both the North and the South, the sample for the study
can be argued to have the potential to reflect the overall characteristics of the
Vietnamese teachers’ values, attitudes, perceptions, opinions etc. | believe
that the research may have uncovered general features of Vietnamese
teacher training situation. However, the research, unfortunately, could not
reveal specific local teacher training cultures or regional student teachers’
beliefs and perceptions in particular areas of the country. Bearing this
awareness in mind | do hope in the future | will be able to disseminate this
research in a wider scale with other teacher trainers from other pedagogical
universities and colleges involved. It fits well with one of the key principles of
action research as summarised in Cohen et al., (2011):

Action research starts with small groups of collaborators, but widens the

community of participating action researchers so that it gradually includes

more and more of those involved and affected by the practices in questions

(Cohen et al., 2011, p.347).

The second limitation is related to the traceability issue that | discussed in the
section of Access and Ethical Considerations in the Methodology chapter.
There might be a possibility for the tutors’ identities of being traced.
However, they were aware of this particular issue and supportively

consented.

Another limitation comes from being an insider in action research that | have
discussed in the Reflexivity section of the Methodology chapter. As action

research involves a qualitative approach and as | positioned myself as an
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interpretative researcher, this status might more or less influence the
research conduct and research finding interpretation. However, | was fully
aware of this issue and tried my best to minimise and acknowledge this

limitation.

Time constraint within this PhD project is another limitation. Action research
is a cyclical process, thus, the actions are often incremental sequences and
not wholesale changes (Wellington, 2000; Newby, 2010; Cohen et al., 2011).
Therefore, a visible change needs time to take place through many cycles.
Within PhD research, the time limit did not allow the researcher to observe
evident change through the whole series of cycles. For this reason, this
research could only complete the first cycle and built the records of the first
signs of improvements or changes. However, this can serve as the foundation
for the next cycles of the spiral to take place. What | have taken as important
is to note that the action researcher should ‘concentrate on learning, not on

the outcomes of the action’ (Cohen et al., 2011, p.356).

The third limitation is related to cultural validity. According to Joy (2003),
cultural validity is ‘the degree to which a study is appropriate to the cultural
setting where research is to be carried out’(p.1 cited in Cohen et al., 2011,
p.194). It ‘could include: understanding possibly different target culture
attitudes to research (Morgan, 2005, p.1 cited in Cohen et al., 2011, p.194).
Thus, cultural validity requires the consideration of the participants’ attitudes
in terms of culture. In my study, students’ respect for teachers as one of the
principal cultural traits might affect the impartiality and subjectivity of the
participants’ responses. However, | have always been aware of this potential
influence on the findings and tried to minimise it. | have discussed this in

section 4.4.1 about reflexivity.

The last limitation | have identified relates to the analytical framework-
Hofstede’s cultural dimensions. Clearly, by its very nature, the framework of

cultural dimensions is simplistic. However, my aim always has been to use this
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framework as a starting point for discussion, pulling out key ideas about
Vietnamese culture, to provide a springboard for a useful insight into the

Vietnamese teaching and learning culture.

7.3. Suggestions for further study

Due to the time constraint for a PhD project, this research can only fulfil the
first cycle of action research. Therefore, carrying on the next cycles of this
action research should be the next target. In addition, this research is limited
to a class of student teachers of English, at a central teacher training
university in Hanoi. It would be useful if this study could be expanded in a
larger scale in terms of the number of participants of a larger range of
subjects and geographical areas so that it could obtain a more far-reaching

generalisability.

Another direction of research emerging from this study worthy of exploring is
the cultural adaptation or cultural hybridity for teaching and learning from
both Western and Eastern perspectives. The area of Eastern learning
philosophies and their impact on learning and on teachers’ identities could be
interesting to investigate in a more careful and comprehensive scale,

especially when they are integrating into a globalised world.

The issue of identities of different nations is also worthy of further study as
there seems to be a big confusion in the world about whether a nation should
stand alone or should integrate into the common globalised world.
Consequently, the question of how much of their own identity should be kept
and how much of it should be changed to adapt to the common world could

be posed and would need scholars to explore in-depth.
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7.4. Personal reflections at the end of the action

research cycle

The first cycle of this action research has been completed. This is the
beginning, not an ending as it has generated a new cycle of the research. To
start a new cycle, it is useful to reflect on the experience. This reflection
accords with the fundamental tenets of Kolb’s experiential learning cycle and
Schon’s reflection theory, which underpin my research. My reflection centres
on what | have learnt during my PhD under three main areas - knowledge,

skills, and attitudes.

It would be limiting if | try to summarise all the knowledge | have gained
throughout my three year PhD because | have now learnt that knowledge is
continuously constructed and constantly generated. My view of teachers has
evolved during my learning process. When | started my PhD, | looked at
teacher learning in a narrow area of feedback on micro-teaching practice.
However, the more | read, the more | found myself interested in a broader
area of approaches to teacher learning. | expanded my area of interest to
different aspects of teacher learning. For example, one of the research
guestions | posed at the beginning - What are the most appropriate strategies
to promote the effectiveness of feedback on micro-teaching?- was intended
to focus on specific teaching techniques. The question was then shifted to the
strategies to promote teacher learning. At the end, when | was writing the
discussion chapter, it was such a delight to find the answer to this question at
a higher level of thinking with the notion of a ‘transfer space’. It is not about
specific techniques, it is a more generalised idea as a guiding principle for a

uniquely Vietnamese approach towards teacher learning.
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The skills | have acquired during this three year process cannot be precisely
assessed. Obviously, all the skills that | have developed in doing my research,
such as, looking for resources, intensive and extensive reading, and reviewing,
academic writing etc. skills are definitely valuable for my career. While
conducting the research, attending and presenting at conferences, and writing
journal articles have also been useful additions to my academic experience.
Last but not least, | valued the supervisory skills that | learnt from my
supervisors. | will surely need these to supervise generations of student

teachers to help them form their own identities as Viethamese teachers.

With the vast amount of knowledge that | have been fortunate to gain and the
many useful skills that | have acquired, | have altered attitudes towards both
academic and personal life. The most prominent attitude is that | tend to be
more tolerant towards circumstances and people. | used to have a very strong
judgmental attitude with a tendency to identify mistakes in everything |
viewed. This approach has been changed considerably. | now see all
experiences not as something to evaluate as good or bad, but something to
learn from as | acknowledge that reality can be viewed and explained from
different perspectives. Above all, | find joy in learning from all these
experiences. | am writing this section as the final addition to the thesis
following my viva voce examination. | really enjoyed the experience of the
viva. It was a space for reflection at the end of the first cycle. | feel grateful to
my supervisors, Professor Christine Hall and Associate Professor Joanna
Mclntyre, who have accompanied me the whole way providing me
opportunities to learn and share. | also feel grateful to the examiners,
Professor Terry Lamb and Professor Bernadette Nancy Youens. They were
great facilitators, who successfully provided me with a ‘learning space’ for

reflection on the whole process of my research.

After completion of my PhD, | am planning to go back to my country and visit

my parents and the bookcase that my parents developed for me and my
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brother from the time we were born, which was described in the first chapter.
That book case, which nurtured in my brother and me alike a dream to see
the world, was the starting point for my academic progress. By the time | visit
this bookcase, | think it will have already had an impact on many other
academic lives because | have written an article for a ten year anniversary
journal within the Faculty of English, where | work, about this special
bookcase. | received a lot of comments from my colleagues and students
expressing their plans to build their own bookcases for their children and also
their dreams to see the world and learn. My wish is that their plans would not
stop at just going to see the world, but that they will learn from the world and
come back to Vietnam to build together a country of Vietnam, which is
outward facing, but at the same time, rich in its own culture. To achieve this, |

believe, the impact of teacher educators is vital.



265

References

Ananthakrishnan, N. (1993) Microteaching as a Vehicle of Teacher Training-Its
Advantages and Disadvantages. Journal of Postgraduate Medicine, 39 (3),
p.142.

Anderson, J.R., Reder, L.M. & Simon, H.A. (1996) Situated Learning and Education.
Educational Researcher, 25 (4), p.5.

Anon Bai Tho Vé Nganh Gido [Internet]. Available from:
<http://www.dayhoctructuyen.org/showthread.php?1865-
Nh%E1%BB%AFng-v%E1%BA%A7n-th%C6%A1-v%E1%BB%81-
ngh%E1%BB%81-gi%C3%A10>.

Anon Thay [Internet]. Available from:
<http://www.dayhoctructuyen.org/showthread.php?1865-
Nh%E1%BB%AFNg-v%E1%BA%A7Nn-th%C6%A1-v%E1%BB%81-
ngh%E1%BB%81-gi%C3%Al0>.

Anon Truong Cii [Internet]. Available from:
<http://www.dayhoctructuyen.org/showthread.php?1865-Nhirng-van-tho-
vé-nghé-gido> [Accessed 6 August 2013c].

Anthony, C. (1995) Professional Development in Practicum Settings: Reflective
Practice Under Scrutiny. Teaching and Teacher Education, 11 (3), pp.243—
261.

Barnard, R. & Viet, N.G. (2010) Task-Based Language Teaching (TBLT): A Vietnamese
Case Study Using Narrative Frames to Elicit Teachers’ Beliefs. Language
Education in Asia, 1, pp.77-86.

Bartlett, L. (1990) Teacher Development Through Reflective Teaching. In: Second
Language Teacher Education. Cambridge University Press, pp.202-214.

Bedford, O. & Hwang, K.-K. (2003) Guilt and Shame in Chinese Culture: A Cross-
Cultural Framework from the Perspective of Morality and Identity. Journal for
the Theory of Social Behaviour, 33 (2), pp.127-144.

Bell, A., Mladenovic, R. & Segara, R. (2010) Supporting the Reflective Practice of
Tutors: What Do Tutors Reflect On? Teaching in Higher Education, 15 (1),
pp.57-70.

Bhabha, H. (1990) The Third Space. Available from: <http://www.wsp-kultur.uni-
bremen.de/summerschool/download%20ss%202006/The%20Third%20Space
.%20Interview%20with%20Homi%20Bhabha.pdf> [Accessed 9 June 2014].

Biggs, J. (1998) Learning from the Confucian heritage: so size doesn’t matter?
International Journal of Educational Research, 29 (8), pp.723-738.



266

Biggs, J. (2001) Western Misconceptions of the Confucian Heritage Learning Culture.
In: Teaching the Chinese Learner: Psychological and Pedagogical
Perspectives. Comparative Education Research Centre.

Bing, J.W. (2004) Hofstede’s Consequences: The Impact of His Work on Consulting
and Business Practices. The Academy of Management Executive (1993-2005),
pp.80-87.

Black, J.S. & Mendenhall, M. (1990) Cross-Cultural Training Effectiveness: A Review
and a Theoretical Framework for Future Research. Academy of Management
Review, 15 (1), pp.113-136.

Blodgett, J.G., Bakir, A. & Rose, G.M. (2008) A Test of the Validity of Hofstede’s
Cultural Framework. Journal of Consumer Marketing, 25 (6), pp.339—349.

Bode, B.H. (1940) How We Learn. DC Heath and Company.

Bodner, G.M. (1986) Constructivism: A Theory of Knowledge. Journal of chemical
education, 63 (10), p.873.

Borg, S. (2001) The Research Journal: A Tool for Promoting and Understanding
Researcher Development. Language Teaching Research, 5 (2), pp.156-177.

Borman, W.C. (1987) Personal Constructs, Performance Schemata, and ‘Folk
Theories’ of Subordinate Effectiveness: Explorarions in an Army Officer
Sample. Organizational Behavior and Human Decision Processes, 40 (3),
pp.307-322.

Borrowman, M.L. (1956) The Liberal and Technical in Teacher Education. Bureau of
Publications, Teacher College, Columbia University.

Boud, D., Cohen, R. & Sampson, J. (2001) Peer Learning in Higher Education: Learning
from & with Each Other. Psychology Press.

Boud, D. & Molloy, E. (2013) Rethinking Models of Feedback for Learning: The
Challenge of Design. Assessment & Evaluation in Higher Education, 38 (6),
pp.698-712.

Brydon-Miller, M., Greenwood, D. & Maguire, P. (2003) Why Action Research? Action
Research, 1 (1), pp.9-28.

Burnett, N. (1996) Priorities and strategies for education — A world bank review: The
process and the key messages. International Journal of Educational
Development, 16 (3), pp.215-220.

Butler, D.L. & Winne, P.H. (1995) Feedback and Self-Regulated Learning: A
Theoretical Synthesis. Review of Educational Research, 65 (3), pp.245-281.

Calderhead, J. (1989) Reflective Teaching and Teacher Education. Teaching and
Teacher Education, 5 (1), pp.43-51.

Calderhead, J. & Gates, P. (1993) Conceptualizing Reflection in Teacher Development.
Routledge.



267

Calderhead, J. & Robson, M. (1991) Images of teaching: Student teachers’ early
conceptions of classroom practice. Teaching and Teacher Education, 7 (1),
pp.1-8.

Capizzi, A.M., Wehby, J.H. & Sandmel, K.N. (2010) Enhancing Mentoring of Teacher
Candidates Through Consultative Feedback and Self-Evaluation of
Instructional Delivery. Teacher Education and Special Education: The Journal
of the Teacher Education Division of the Council for Exceptional Children, 33
(3), pp.191-212.

Carless, D. (2011) From Testing to Productive Student Learning: Implementing
Formative Assessment in Confucian-Heritage Settings. Journal of Second
Language Teaching and Research. Volume, 1 (2), pp.155-158.

Cartaut, S. & Bertone, S. (2009) Co-Analysis of Work in the Triadic Supervision of
Preservice Teachers Based on Neo-Vygotskian Activity Theory: Case Study
from a French University Institute of Teacher Training. Teaching and Teacher
Education, 25 (8), pp.1086—1094.

Castro, A.J., Kelly, J. & Shih, M. (2010) Resilience Strategies for New Teachers in High-
Needs Areas. Teaching and Teacher Education, 26 (3), pp.622—-629.

Chiang, F. (2005) A Critical Examination of Hofstede’s Thesis and Its Application to
International Reward Management. The International Journal of Human
Resource Management, 16 (9), pp.1545-1563.

Clark, R.W., Threeton, M.D. & Ewing, J.C. (2010) The Potential of Experiential
Learning Models and Practices In Career and Technical Education & Career
and Technical Teacher Education. , 25, number 2. Available from:
<http://scholar.lib.vt.edu/ejournals/JCTE/v25n2/clark.html> [Accessed 25
February 2012].

Cleminson, A. & Bradford, S. (1996) Professional Education: The Relationship
Between ‘academic’ and Experiential Learning. Journal of Vocational
Education & Training, 48 (3), pp.249-259.

Cohen, L., Manion, L. & Morrison, K. (2011) Research Methods in Education. 7th ed.
London and New York, Routledge.

Copeland, W.D., Birmingham, C., de la Cruz, E. & Lewin, B. (1993) The Reflective
Practitioner in Teaching: Toward a Research Agenda. Teaching and Teacher
Education, 9 (4), pp.347-359.

Cornford, I.R. (2002) Reflective Teaching: Empirical Research Findings and Some
Implications for Teacher Education. Journal of Vocational Education &
Training, 54 (2), pp.219-236.

Le Cornu, R. (2009) Building Resilience in Pre-Service Teachers. Teaching and Teacher
Education, 25 (5), pp.717-723.

Cortazzi, M. & Lixian, J. (2001) Large classes in China: Good Teacher and Interaction.
In: Teaching the Chinese Learner: Psychological and Pedagogical
Perspectives. Comparative Education Research Centre.



268

Cruickshank, D.R. (1985) Uses and Benefits of Reflective Teaching. The Phi Delta
Kappan, 66 (10), pp.704—-706.

Cummings, R., Phillips, R., Tilbrook, R. & Lowe, K. (2005) Middle-Out Approaches to
Reform of University Teaching and Learning: Champions Striding Between
the Top-down and Bottom-up Approaches. The International Review of
Research in Open and Distance Learning, 6 (1). Available from:
<http://www.irrodl.org/index.php/irrodl/article/view/224> [Accessed 31
August 2014].

Cunningham, D. & Duffy, T. (1996) Constructivism: Implications for the Design and
Delivery of Instruction. Handbook of research for educational
communications and technology, pp.170-198.

Dang, Q.A. (2009) Recent Higher Education Reforms in Vietnam: The Role of the
World Bank. Available from:
<http://edu.au.dk/fileadmin/www.dpu.dk/forskning/forskningsprogrammer/
epoke/workingpapers/om-dpu_institutter_institut-for-
paedagogik_20101206081911_wp-13-ny-nov.pdf> [Accessed 14 November
2013].

Deanne, B. (1986) Issues in Teaching Practice Supervision Research: A Review of the
Literature. Teaching and Teacher Education, 2 (2), pp.115-125.

Dixon-Krauss, L. (1996) Vygotsky in the Classroom: Mediated Literacy Instruction and
Assessment. Addison Wesley Longman.

Poan, V.T. Loi Ru Cla Thay [Internet]. Available from: <http://giaoduc.net.vn/Giao-
duc-24h/Nhung-bai-tho-hay-nhat-ve-thay-co-giao/251768.gd>.

D&, T.H. (2010) Hinh Anh Ngudi Thay Trong Tuc Ngit Ca Dao Viét Nam [Internet].
Available from: <http://lethuy.edu.vn/?u=nws&su=d&cid=3508&id=71239>.

Duggan, S. (2001) Educational Reform in Viet Nam: A Process of Change or
Continuity? Comparative Education, 37 (2), pp.193-212.

Dwyer, S.C. & Buckle, J.L. (2009) The Space Between: On Being an Insider-Outsider in
Qualitative Research. International Journal of Qualitative Methods, 8 (1),
pp.54-63.

Epp, S. (2008) The value of reflective journaling in undergraduate nursing education:
A literature review. International journal of nursing studies, 45 (9), pp.1379—
1388.

Everdingen, Y.M. van & Waarts, E. (2003) The Effect of National Culture on the
Adoption of Innovations. Marketing Letters, 14 (3), pp.217-232.

Fandifio Parra, Y.J. (2011) Reflective Teaching in EFL Teacher Education Programs.
ASOCOPI NEWSLETTER, pp.13-21.

Fang, T. (2003) A Critique of Hofstede’s Fifth National Culture Dimension.
International journal of cross cultural management, 3 (3), pp.347—368.



269

Feiman, S. (1979) Technique and Inquiry in Teacher Education: A Curricular Case
Study. Curriculum inquiry, 9 (1), pp.63-79.

Feng, H.-Y. & Fan, J.-J. (2012) A Study on Students’ Learning Motivation of EFL in
Taiwanese Vocational College. International Journal of Learning and
Development, 2 (3), p.Pages—260.

Feng, L. & Newton, D. (2012) Some Implications for Moral Education of the Confucian
Principle of Harmony: Learning from Sustainability Education Practice in
China. Journal of Moral Education, 41 (3), pp.341-351.

Ferguson, P. (2011) Student Perceptions of Quality Feedback in Teacher Education.
Assessment & Evaluation in Higher Education, 36 (1), pp.51-62.

Ferman, T. (2002) Academic Professional Development Practice: What Lecturers Find
Valuable. The International Journal for Academic Development, 7 (2), pp.146—
158.

Fuhrman, O. & Boroditsky, L. (2010) Cross-Cultural Differences in Mental
Representations of Time: Evidence From an Implicit Nonlinguistic Task.
Cognitive Science, 34 (8), pp.1430-1451.

Fullan, M. (1994) Coordinating Top-down and Bottom-up Strategies for Educational
Reform. Systemic reform: Perspectives on personalizing education, pp.7—-24.

Gore, J.M. & Zeichner, K.M. (1991) Action Research and Reflective Teaching in
Preservice Teacher Education: A Case Study from the United States. Teaching
and Teacher Education, 7 (2), pp.119-136.

Grabinger, R.S. & Dunlap, J.C. (1995) Rich Environments for Active Learning: A
Definition. Research in learning Technology, 3 (2). Available from:
<http://www.researchinlearningtechnology.net/index.php/rlt/article/view/9
606> [Accessed 21 May 2014].

Guest, M. (2002) A Critical ‘checkbook’for Culture Teaching and Learning. ELT journal,
56 (2), pp.154-161.

Gu, Q. (2007) Teacher development: knowledge and context. Continuum Intl Pub
Group.

Gu, Q. & Day, C. (2007) Teachers Resilience: A Necessary Condition for Effectiveness.
Teaching and Teacher Education, 23 (8), pp.1302-1316.

Ha, D. (2012) Bi Tim Vé Dep Ngudi Thay Trong Tuc Ngit Ca Dao [Internet]. Available
from: <http://bichkhe.org/home.php?cat_id=147&id=2660>.

Hamano, T. (2008) Educational Reform and Teacher Education in Vietnam. Journal of
Education for Teaching, 34 (4), pp.397—-410.

Harford, J. & MacRuairc, G. (2008) Engaging Student Teachers in Meaningful
Reflective Practice. Teaching and Teacher Education, 24 (7), pp.1884—1892.



270

Hargreaves, A. (2003) Teaching in the Knowledge Society: Education in the Age of
Insecurity. Teachers College Press.

Hargreaves, J. (2004) So How Do You Feel About That? Assessing Reflective Practice.
Nurse Education Today, 24 (3), pp.196—-201.

Harman, G. (2004) New Directions in Internationalizing Higher Education: Australia’s
Development as an Exporter of Higher Education Services. Higher Education
Policy, 17 (1), pp.101-120.

Harris, P.R., Moran, R.T. & Soccorsy, J. (1991) Managing Cultural Differences. Gulf
Publishing Company Houston, TX. Available from:
<http://www.angelfire.com/stars2/SoberSHU/SHU-PH-SKO.doc> [Accessed
13 January 2014].

Hattie, J. (2012) Feedback in Schools. In: S. Robbie M., H. Matthew J., & D. Karen M.
eds. Feedback: The Communication of Praise, Criticism and Advice. New York,
Peter Lang.

Hattie, J. (2009) Visible Learning: A Synthesis of Over 800 Meta-Analyses Relating to
Achievement. Routledge.

Hatton, N. & Smith, D. (1995) Reflection in Teacher Education: Towards Definition
and Implementation. Teaching and Teacher Education, 11 (1), pp.33—49.

Hiep, P.H. (2005) Imported” communicative language teaching: Implications for local
teachers. In: English Teaching Forum. pp.2-9.

Hoang, V.V. (2009) The Current Situation and Issues of the Teaching of English in
Vietnam. LA fiE 555U KATSE, 22 (1).

Hoa, N.T.M. (2008) Mentoring Beginning EFL Teachers at Tertiary Level in Vietnam.
Asian EFL Journal, 10 (1). Available from:
<http://search.ebscohost.com/login.aspx?direct=true&profile=ehost&scope=
site&authtype=crawler&jrnl=17381460&AN=37325142&h=TUcjOrSjsICNpxM
30PzH6D012RniLYc%2FzN%2B80tcs3YIZFqbK8tEZD%2BfpNZPBDDNjbLfMnLH
N4rWui5HglcpcSQ%3D%3D&crl=c> [Accessed 9 March 2014].

Hofstede, G. (1986) Cultural Differences in Teaching and Learning. International
Journal of intercultural relations, 10 (3), pp.301-320.

Hofstede, G. (2011) Dimensionalizing Cultures: The Hofstede Model in Context.
Online Readings in Psychology and Culture, 2 (1). Available from:
<http://scholarworks.gvsu.edu/orpc/vol2/iss1/8>.

Hofstede, G. (2002) Dimensions Do Not Exist: A Reply to Brendan Mcsweeney.
Human relations, 55 (11), pp.1355-1361.

Hofstede, G. (2010) The Globe Debate: Back to Relevance. Journal of International
Business Studies, 41 (8), pp.1339-1346.

Hofstede, G. (2003) What Is Culture? a Reply to Baskerville. Accounting,
Organizations and Society, 28 (7), pp.811-813.



271

Hofstede, G.H. (2010) Cultures and Organizations Software of the Mind: Intercultural
Cooperation and Its Importance for Survival. 3rd ed. New York ; London,
McGraw-Hill. Available from: <http://www.myilibrary.com?id=296125>
[Accessed 14 January 2014].

Hofstede, G.H. & Hofstede, G.J. (2005) Cultures and Organizations: Software of the
Mind. Rev. and expanded 2nd ed. New York ; London, McGraw-Hill.

Hofstede, G., Hofstede, G.J. & Minkov, M. (1991) Cultures and Organizations:
Software of the Mind. McGraw-Hill London. Available from:
<http://keithdwalker.ca/wp-content/summaries/1-
¢/Cultures%20and%200rganizations.Hofstede.EBS.pdf> [Accessed 11 August
2013].

Hofstede, G., Hofstede, G.J. & Minkov, M. (2010) Cultures and Organizations:
Software of the Mind, Third Edition. McGraw Hill Professional.

Hogan, D., Kwek, D., Towndrow, P., Rahim, R.A., Tan, T.K., Yang, H.J. & Chan, M.
(2013) Visible Learning and the Enacted Curriculum in Singapore. In: Z. Deng,
S. Gopinathan, & C. K.-E. Lee eds. Globalization and the Singapore
Curriculum. Education Innovation Series. Springer Singapore, pp.121-149.
Available from: <http://link.springer.com/chapter/10.1007/978-981-4451-
57-4_8> [Accessed 29 December 2013].

Ho, I.T. (2001) In: Teaching the Chinese Learner: Psychological and Pedagogical
Perspectives. Comparative Education Research Centre.

Hoover, L.A. (1994) Reflective Writing as a Window on Preservice Teachers’ Thought
Processes. Teaching and Teacher Education, 10 (1), pp.83—93.

House, R.J., Hanges, P.J., Javidan, M., Dorfman, P.W. & Gupta, V. (2004) Culture,
Leadership, and Organizations. Sage. Available from: <http://www.ulb.tu-
darmstadt.de/tocs/188761179.pdf> [Accessed 16 January 2014].

Howard, S. & Johnson, B. (2004) Resilient Teachers: Resisting Stress and Burnout.
Social Psychology of Education, 7 (4), pp.399-420.

Howell-Richardson, C. & Parkinson, B. (1988) Learner Diaries: Possibilities and Pitfalls.
Available from:
<http://www.eric.ed.gov/ERICWebPortal/contentdelivery/servlet/ERICServle
t?accno=ED350828> [Accessed 14 May 2012].

Hu, G. (2002) Potential Cultural Resistance to Pedagogical Imports: The Case of
Communicative Language Teaching in China. Language Culture and
Curriculum, 15 (2), pp.93-105.

Huizen, P.V., Oers, B.V. & Wubbels, T. (2005) A Vygotskian Perspective on Teacher
Education. Journal of Curriculum Studies, 37 (3), pp.267-290.

Hullfish, H.G. & Smith, P.G. (1961) Reflective Thinking: The Method of Education.
Greenwood Press.



272

Hung, L.N.Q. (2006) An Overview of Vietnamese Higher Education in the Era of
Globalization: Opportunities and Challenges. Available from:
<http://heglobal.international.gbtesting.net/media/5298/an%200overview%2
00f%20vietnam%20he.pdf> [Accessed 3 March 2014].

Van den Hurk, H.T.G., Houtveen, A.A.M., Van de Grift, W.J.C.M. & Cras, D.W.P. (2013)
Data-Feedback in Teacher Training. Using Observational Data to Improve
Student Teachers’ Reading Instruction. Studies in Educational Evaluation.
Available from:
<http://www.sciencedirect.com/science/article/pii/50191491X13000539>
[Accessed 4 January 2014].

Huynh, V.H. (2011) Nhitng Van Tho ‘Ngudi Chéo Do Tham Lang’ [Internet]. Available
from:
<http://thainguyen.edu.vn/Thanhvien/c2tanthaidt/1335/23475/Nhung-van-
tho-Nguoi-cheo-do-tham-lang.aspx>.

Jarvis, J. (1992) Using Diaries for Teacher Reflection on in-Service Courses. ELT
Journal, 46 (2), pp.133-143.

Javidan, M., House, R.J., Dorfman, P.W., Hanges, P.J. & Sully de Luque, M. (2006)
Conceptualizing and Measuring Cultures and Their Consequences: A
Comparative Review of Globe’s and Hofstede’s Approaches. Journal of
International Business Studies, 37 (6), pp.897-914.

Kahn, P., Young, R., Grace, S., Pilkington, R., Rush, L., Tomkinson, B. & Willis, I. (2008)
Theory and Legitimacy in Professional Education: A Practitioner Review of
Reflective Processes Within Programmes for New Academic Staff.
International Journal for Academic Development, 13 (3), pp.161-173.

Kane, R., Sandretto, S. & Heath, C. (2004) An Investigation into Excellent Tertiary
Teaching: Emphasising Reflective Practice. Higher Education, 47 (3), pp.283—
310.

Karin, W. (2009) Instructional Design: Is it Time to Exchange Skinner’s Teaching
machine For Dewey’s Toolbox? In: J. Willis ed. Constructivist Instructional
Design (C-ID): Foundations, Models, and Examples. United State of America,
IAP.

Kennedy, C. (1987) Innovating for a Change: Teacher Development and Innovation.
ELT journal, 41 (3), pp.163-170.

Keppell, M., Au, E., Ma, A. & Chan, C. (2006) Peer Learning and Learning-Oriented
Assessment in Technology-Enhanced Environments. Assessment & Evaluation
in Higher Education, 31 (4), pp.453—-464.

Khoa Su Pham Tiéng Anh (2012) Khung Chuong Trinh C&r Nhan Su Pham Tiéng Anh.
Available from:
<http://www.hnue.edu.vn/Daotao/Khungchuongtrinh/CunhanSupham/tabid
/428 /frame/40/Default.aspx> [Accessed 19 August 2014].

Kieu, T. & Chau, N.H. (2012) Education In Vietnam. Southeast Asian Journal of
Education, 1 (1). Available from: <http://www.seameo-



273

journal.com/journal/index.php/education/article/view/10> [Accessed 1
August 2013].

Kirkman, B.L., Lowe, K.B. & Gibson, C.B. (2006) A Quarter Century of Culture’s
Consequences: A Review of Empirical Research Incorporating Hofstede's
Cultural Values Framework. Journal of International Business Studies, 37 (3),
pp.285-320.

Koester, J. & Lustig, M. (2012) Intercultural competence: Interpersonal
communication across cultures. Pearson Prentice Hall. Available from:
<http://www.lavoisier.fr/livre/notice.asp?id=030WAKAA2A30WA>
[Accessed 13 January 2014].

Kolb, A.Y. & Kolb, D.A. (2005) Learning Styles and Learning Spaces: Enhancing
Experiential Learning in Higher Education. Academy of Management Learning
& Education, pp.193-212.

Kolb, D.A. (1984a) Experiential learning: Experience as the source of learning and
development. Prentice-Hall.

Kolb, D.A. (1984b) Experiential Learning: Experience as the Source of Learning and
Development. Prentice-Hall.

Kolstad, A. & Horpestad, S. (2009) Self-Construal in Chile and Norway Implications for
Cultural Differences in Individualism and Collectivism. Journal of Cross-
Cultural Psychology, 40 (2), pp.275-281.

Kozulin, A. (2002) Sociocultural Theory and the Mediated Learning Experience. School
Psychology International, 23 (1), pp.7-35.

Kozulin, A. (2004) Vygotsky’s Theory in the Classroom: Introduction. European
Journal of Psychology of Education, 19 (1), pp.3-7.

Krashen, S.D. & Terrell, T.D. (1983) The Natural Approach: Language Acquisition in
the Classroom. Pergamon Press.

Kuit, J.A., Reay, G. & Freeman, R. (2001) Experiences of Reflective Teaching. Active
Learning in Higher Education, 2 (2), pp.128-142.

Kurman, J. & Sriram, N. (2002) Interrelationships Among Vertical and Horizontal
Collectivism, Modesty, and Self-Enhancement. Journal of Cross-Cultural
Psychology, 33 (1), pp.71-86.

Kyriakides, L., Christoforou, C. & Charalambous, C.Y. (2013) What Matters for Student
Learning Outcomes: A Meta-Analysis of Studies Exploring Factors of Effective
Teaching. Teaching and Teacher Education, 36, pp.143-152.

Lantolf, J.P. & Pavlenko, A. (1995) Sociocultural Theory and Second Language
Acquisition. Annual Review of Applied Linguistics, 15, pp.108-124.

Lave, J. & Wenger, E. (1991) Situated learning: Legitimate peripheral participation.
Cambridge Univ Pr.



274

Lee, C.D. & Smagorinsky, P. (2000) Vygotskian Perspectives on Literacy Research:
Constructing Meaning Through Collaborative Inquiry. Cambridge University
Press.

Le, H.T. (2010) Elt in Vietnam General and Tertiary Education from Second Language
Education Perspectives.

Lé, Q.D. Nh& Truwong [Internet]. Available from:
<http://www.hoinguoicaotuoi.vn/van-nghe-nguoi-cao-tuoi/619-chum-tho-
nct-ve-ngay-nha-giao-viet-nam-20-11.html>.

Le, Q.X. (2013) Fostering Learner Autonomy in Language Learning in Tertiary
Eucation: An Intervention Study of University Students in Hochiminh City,
Vietnam. University of Nottingham.

Le, V.C. (2002) Sustainable Professional Development of EFL Teachers in Vietnam.
Teacher’s Edition.

Le, V.C. & Barnard, R. (2009) Curricular Innovation Behind Closed Classroom Doors: A
Vietnamese Case Study. Teacher’s Edition (Vietnam), 24 (2), pp.20-33.

L&, X. (2010) Day hoc - Nghé cao qui. S& Gido Duc va Bao Tao Bén Tre. Available from:
<http://www.bentre.edu.vn/index.php?option=com_content&view=article&i
d=1088:dy-hc-ngh-cao-quy&catid=69:i-mi-phng-phap-dy-hc&Iltemid=96>.

Li, C. (2006) The Confucian Ideal of Harmony. Philosophy East and West, pp.583—603.
Li, J. (2001) Chinese Conceptualization of Learning. Ethos, 29 (2), pp.111-137.

Lingbiao, G. & Watkins, D.A. (2001) Towards a model of teaching conceptions of
Chinese Secondary School teachers of Physics. In: Teaching the Chinese
Learner: Psychological and Pedagogical Perspectives. Comparative Education
Research Centre.

Little, A.W. & Green, A. (2009) Successful Globalisation, Education and Sustainable
Development. International Journal of Educational Development, 29 (2),
pp.166-174.

Littlewood, W. (2000) Do Asian Students Really Want to Listen and Obey? ELT
Journal, 54 (1), pp.31-36.

Littlewood, W. (2001) Students’ Attitudes to Classroom English Learning: A Cross-
Cultural Study. Language Teaching Research, 5 (1), pp.3-28.

Lloyd, C. & Trangmar, R. (2012) Investigating the Implications of Hattie’s (2012)
Synthesis of Meta-Analyses for Teaching Higher Education in Further
Education. Teacher Education Advancement Network Journal, 4 (3). Available
from: <http://194.81.189.19/0js/index.php/TEAN/article/view/131>
[Accessed 9 December 2013].

Loughran, J. (1995) Practising What | Preach: Modelling Reflective Practice to Student
Teachers. Research in Science Education, 25 (4), pp.431-51.



275

Luke, A. (2013) On Explicit and Direct Instruction. The Australian Educator, Summer.
Available from:
<http://www.aeufederal.org.au/Publications/AE/AEissues.html> [Accessed
28 December 2013].

Luker, K. (2008) Salsa Dancing into the Social Sciences: Research in an Age of Info-
Glut. Harvard University Press.

Lundquist, R. (1999) Critical Thinking and the Art of Making Good Mistakes. Teaching
in Higher Education, 4 (4), pp.523-530.

Lun, V.M.-C., Fischer, R. & Ward, C. (2010) Exploring Cultural Differences in Critical
Thinking: Is It About My Thinking Style or the Language | Speak? Learning and
Individual Differences, 20 (6), pp.604-616.

Van Manen, M. (1977) Linking Ways of Knowing with Ways of Being Practical.
Curriculum inquiry, 6 (3), pp.205—228.

Manh, H. & Ha, D. (2010) Hinh Twong Nguwdi Thay Trong Ca Dao, Tuc Ngir.
Baomoi.com. Available from: <http://www.baomoi.com/Hinh-tuong-nguoi-
thay-trong-ca-dao-tuc-ngu/59/5232128.epi> [Accessed 6 July 2013].

Marlow, M.P. & Mclain, B. (2009) Assessing the Impacts of Experiential Learning on
Teacher Classroom Practice.

Matsumoto, D.R. & Juang, L.P. (2013) Culture and psychology. Wadsworth Cengage
Learning. Available from: <http://www.semesteratsea.org/wp-
content/uploads/2012/09/Barratt_SEMS3500_Cross-CulturalPsych.pdf>
[Accessed 13 January 2014].

MCcNiff, J. (2013) Action Research: Principles and Practice: Principles and Practice.
Routledge.

McSweeney, B. (2002) Hofstede’s Model of National Cultural Differences and Their
Consequences: A Triumph of Faith-a Failure of Analysis. Human relations, 55
(1), pp.89-118.

Michael, J. (2006) Where’s the Evidence That Active Learning Works? Advances in
physiology education, 30 (4), pp.159-167.

Mok, I., Chik, P.M., Ko, P.Y., Kwan, T., Lo, M.L., Marton, F., F.P.Ng., D., Pang, M.F.,
Runesson, U. & Szeto, L.H. (2001) Solving the Paradox of the Chinese
Teacher? In: Teaching the Chinese Learner: Psychological and Pedagogical
Perspectives. Comparative Education Research Centre.

Moll, L.C. (2004) Vygotsky and Education. Cambridge University Press.

Montgomery, D. (2002) Helping Teachers Develop Through Classroom Observation.
Second. David Fulton.

Moon, W.J. (2009) African Proverbs Reveal Christianity in Culture: A Narrative
Portrayal of Builsa Proverbs Contextualizing Christianity in Ghana. Pickwick
Publications.



276

Mutton, T., Burn, K. & Hagger, H. (2008) Making Sense of Learning to Teach: Learners
in Context. Research Papers in Education, 25 (1), pp.73-91.

Naumov, A. & Puffer, S. (2000) Measuring Russian Culture Using Hofstede’s
Dimensions. Applied Psychology, 49 (4), pp.709-718.

Newby, P. (2010) Research Methods for Education. Pearson Education.

Nguyén, H.D. Thay La Guwong Doi Hy Vong [Internet]. Available from:
<http://www.dayhoctructuyen.org/showthread.php?1865-
Nh%E1%BB%AFng-v%E1%BA%A7n-th%C6%A1-v%E1%BB%81-
ngh%E1%BB%81-gi%C3%Al0>.

Nguyén, L.C. Ndng Am San Truéng [Internet]. Available from:
<http://giaoduc.net.vn/Giao-duc-24h/Nhung-bai-tho-hay-nhat-ve-thay-co-
giao/251768.gd>.

Nguyén, L.C. Thay [Internet]. Available from: <http://giaoduc.net.vn/Giao-duc-
24h/Nhung-bai-tho-hay-nhat-ve-thay-co-giao/251768.gd>.

Nguyen, P.-M., Terlouw, C. & Pilot, A. (2006) Culturally Appropriate Pedagogy: The
Case of Group Learning in a Confucian Heritage Culture Context. Intercultural
Education, 17 (1), pp.1-19.

Nguyén, Q.D. Thay Va Chuyén Do Xua [Internet]. Available from:
<http://giaoduc.net.vn/Giao-duc-24h/Nhung-bai-tho-hay-nhat-ve-thay-co-
giao/251768.gd>.

Nguyen, T.H.T. (2013) Assessing Student Learning in Selected Social Sciences and
Humanities Undergraduate Programmes at Universities in the Uk and
Vietnam: A Comparative Case Study. PhD. University of Nottingham.
Available from: <http://etheses.nottingham.ac.uk/3352/> [Accessed 4 March
2014].

Nguyen, T.L.H. (2005) Current Update of Higher Education in Southeast Asian
Countries: The Case of Vietnam. In: Queen Sirikit Convention Center,
Bangkok, Thailand, SEAMEO Regional Centre for Higher Educ ation and
Development (SEAMEO RIHED). Available from:
<http://www.rihed.seameo.org/wp-
content/uploads/other_reports/Proceedings_SEA-HE_update_Sep2005.pdf>.

Nguyen, T.T. (2005) Learning to Teach Realistic Mathematics in Vietnam. PhD.
University of Amsterdam.

Nguyen, T.T.D. (2012) The Vietnamese Students’ Learning Autonomy in Vietnam and
in England. International and Comparative Education Magazine. Available
from: <http://www.icemag.org/2/post/2012/02/the-viethamese-students-
learning-autonomy-in-vietnam-and-in-england.htmI> [Accessed 30 May
2012].

Nguyén, V.T. Nh& Cb Gido Truwdng Lang Cii [Internet]. Available from:
<http://giaoduc.net.vn/Giao-duc-24h/Nhung-bai-tho-hay-nhat-ve-thay-co-
giao/251768.gd>.



277

Nguyen, X.T. (2013) Education Reform in Vietnam. JACE, p.69.

Nhan Dan (2014) Symposium Reviews Vietnam’s Progress in Industrialisation and
Modernisation. the central organ of the Communist Party of Vietnam and the
voice of the Party, State and People of Vietnam. Available from:
<http://en.nhandan.org.vn/society/item/2388702-symposium-reviews-
vietnam%E2%80%99s-progress-in-industrialisation-and-
modernisation.html>.

Nicol, D.J. & Macfarlane-Dick, D. (2006) Formative Assessment and Self-Regulated
Learning: A Model and Seven Principles of Good Feedback Practice. Studies in
Higher Education, 31 (2), pp.199-218.

Nisbett, R.E. & Miyamoto, Y. (2005) The Influence of Culture: Holistic Versus Analytic
Perception. Trends in Cognitive Sciences, 9 (10), pp.467—-473.

Norton, L.S. (2009) Action Research in Teaching and Learning: A Practical Guide to
Conducting Pedagogical Research in Universities. Routledge.

Nunan, D. (1992) Collaborative Language Learning and Teaching. Cambridge
University Press.

On, L.W. (1996) The Cultural Context for Chinese Learners: Conceptions of Learning in
the Confucian Tradition. In: The Chinese Learner: Cultural, Psychological, and
Contextual Influences. University of Hong Kong, Comparative Education
Research Centre.

Pagell, M., Katz, J.P. & Sheu, C. (2005) The Importance of National Culture in
Operations Management Research. International Journal of Operations &
Production Management, 25 (4), pp.371-394.

Perrott, E. (1977) Microteaching in Higher Education: Research, Development, and
Practice. Society for Research into Higher Education at the University of
Surrey.

Pham, H.H. (2005) Imported” communicative language teaching: Implications for
local teachers. In: English Teaching Forum. pp.2-9.

Pham, H.H. (2001) Teacher Development: A Real Need for English Departments in
Vietnam. In: Forum. p.n4.

Pham, M.D. Con V@i Thay [Internet]. Available from: <http://giaoduc.net.vn/Giao-
duc-24h/Nhung-bai-tho-hay-nhat-ve-thay-co-giao/251768.gd>.

Phan, L.H. (2001) How Do Culturally Situated Notions of ‘polite’ Forms Influence the
Way Vietnamese Postgraduate Students Write Academic English in Australia?
Australian Journal of Education, 45 (3), pp.296—308.

Phan, L.H. (2004) University Classrooms in Vietnam: Contesting the Stereotypes. ELT
Journal, 58 (1), pp.50-57.



278

Phan, L.H. & Le, T.L. (2013) Living the Tensions: Moral Dilemmas in English Language
Teaching. In: T. Sedden & J. S. Levin eds. World Yearbook of Education 2013.
London and New York, Routledge.

Phuong-Mai, N., Terlouw, C. & Pilot, A. (2005) Cooperative Learning Vs Confucian
Heritage Culture’s Collectivism: Confrontation to Reveal Some Cultural
Conflicts and Mismatch. Asia Europe Journal, 3 (3), pp.403—419.

Price, A. (2004) Encouraging Reflection and Critical Thinking in Practice. Nursing
Standard, 18 (47), pp.46-52.

Randall, M. & Thornton, B. (2001) Advising and Supporting Teachers. Cambrige: CUP.

Remesh, A. (2013) Microteaching, an Efficient Technique for Learning Effective
Teaching. Journal of Research in Medical Sciences : The Official Journal of
Isfahan University of Medical Sciences, 18 (2), pp.158-163.

Richardson, V. (1990) Significant and Worthwhile Change in Teaching Practice.
Educational Researcher, 19 (7), pp.10-18.

Rikowski, G. (2002) Globalisation and Education. A paper prepared for the House of
Lords Select Committee on Economic Affairs: Inquiry into the global
economy.[Online] http://www. ieps. org. uk. Available from:
<http://jceps.com/IEPS/PDFs/rikowski2002d.pdf> [Accessed 2 March 2014].

Rosenstein, B. (2008) Video Use in Social Science Research and Program Evaluation.
International Journal of Qualitative Methods, 1 (3), pp.22—-43.

Rugg, H.0O. (1947) Foundations for American Education. World Book Co.

Ryan, J. (2010) ‘The Chinese learners’: Misconceptions and Realities. In: International
Education and the Chinese Learner. Hong Kong University Press.

Ryan, J. & Louie, K. (2007) False Dichotomy?‘western’and ‘confucian’concepts of
Scholarship and Learning. Educational Philosophy and Theory, 39 (4), pp.404—
417.

Ryan, J. & Slethaug, G. (2010) International Education and the Chinese Learner. Hong
Kong University Press.

Saito, E., Khong, T.D.H. & Tsukui, A. (2012) Why Is School Reform Sustained Even
After a Project? a Case Study of Bac Giang Province, Vietnam. Journal of
Educational Change, 13 (2), pp.259-287.

Saito, E. & Tsukui, A. (2008) Challenging Common Sense: Cases of School Reform for
Learning Community Under an International Cooperation Project in Bac
Giang Province, Vietnam. International Journal of Educational Development,
28 (5), pp.571-584.

Saito, E., Tsukui, A. & Tanaka, Y. (2008) Problems on Primary School-Based in-Service
Training in Vietnam: A Case Study of Bac Giang Province. International
Journal of Educational Development, 28 (1), pp.89—103.



279

Samaras, A.P. (2002) Self-Study for Teacher Educators. Peter Lang New York.

Samaras, A.P. & Gismondi, S. (1998) Scaffolds in the Field: Vygotskian Interpretation
in a Teacher Education Program. Teaching and Teacher Education, 14 (7),
pp.715-733.

Sarah, F. (1997) Modelling Reflective Practice for Pre-Service Teachers: The Role of
Teacher Educators. Teaching and Teacher Education, 13 (2), pp.237-243.

Schoén, D.A. (1983) The Reflective Practitioner: How Professionals Think in Action.
Basic Books (AZ).

Scott, D. & Morrison, M. (2006) Key Ideas in Educational Research. Continuum
International Publishing Group.

Sharma, U., Forlin, C., Deppeler, J. & Yang, G. (2013) Reforming teacher education for
inclusion in developing countries in the Asia Pacific region. Asian Journal of
Inclusive Education, 1 (1), pp.3-16.

Shenkar, 0. (2001) Cultural Distance Revisited: Towards a More Rigorous
Conceptualization and Measurement of Cultural Differences. Journal of
international business studies, pp.519-535.

Sherin, M.G. (2003) New Perspectives on the Role of Video in Teacher Education.
Advances in Research on Teaching, 10, pp.1-27.

Shin, S.J. (2003) The Reflective L2 Writing Teacher. ELT Journal, 57 (1), pp.3—-10.

Shi, X. & Wang, J. (2011) Interpreting Hofstede Model and Globe Model: Which Way
to Go for Cross-Cultural Research? International journal of business and
management, 6 (5), p.p93.

Signorini, P., Wiesemes, R. & Murphy, R. (2009) Developing Alternative Frameworks
for Exploring Intercultural Learning: A Critique of Hofstede’s Cultural
Difference Model. Teaching in Higher Education, 14 (3), pp.253—-264.

Smith, I.D. & Chang, A.S.C. (1998) Self-Regulated Learning in Singaporean and
Australian Tertiary Students. Available from:
<http://repository.nie.edu.sg/jspui/handle/10497/14895> [Accessed 25
November 2014].

Smith, P.B. (2006) When Elephants Fight, the Grass Gets Trampled: The Globe and
Hofstede Projects. Journal of International Business Studies, 37 (6), pp.915—
921.

Smith, P.B., Dugan, S. & Trompenaars, F. (1996) National Culture and the Values of
Organizational Employees a Dimensional Analysis Across 43 Nations. Journal
of cross-cultural psychology, 27 (2), pp.231-264.

Snook, I., O’Neill, J., Clark, J., O’Neill, A.-M. & Openshaw, R. (2009) Invisible
Learnings?: A Commentary on John Hattie’s Book - ‘visible Learning: A
Synthesis of Over 800 Meta-Analyses Relating to Achievement’. New Zealand
Journal of Educational Studies, 44 (1), p.93.



280

Soares, A.M., Farhangmehr, M. & Shoham, A. (2007) Hofstede’s Dimensions of
Culture in International Marketing Studies. Journal of business research, 60
(3), pp.277-284.

Som, B. (2011) Toward a Cognitive Linguistics Understanding of Folk Narratives.
Lokaratna, 4. Available from:
<http://indianfolklore.org/journals/index.php/Lok/article/viewFile/1109/133
1> [Accessed 1 August 2013].

Sendergaard, M. (1994) Research Note: Hofstede’s Consequences: A Study of
Reviews, Citations and Replications. Organization Studies, 15 (3), pp.447—
456.

Spencer-Oatey, H. (1997) Unequal Relationships in High and Low Power Distance
Societies a Comparative Study of Ibtor-Student Role Relations in Britain and
China. Journal of Cross-Cultural Psychology, 28 (3), pp.284—302.

Stapleton, P. (2002) Critical Thinking in Japanese L2 Writing: Rethinking Tired
Constructs. ELT Journal, 56 (3), pp.250-257.

Steenkamp, J.-B.E.M. (2001) The Role of National Culture in International Marketing
Research. International Marketing Review, 18 (1), pp.30-44.

Stein, D. (1998) Situated Learning in Adult Education. ERIC Digest No. 195.

Stewart, F. (1996) Globalisation and Education. International Journal of Educational
Development, 16 (4), pp.327-333.

Tang, S.Y.F. & Chow, A.W.K. (2007) Communicating Feedback in Teaching Practice
Supervision in a Learning-Oriented Field Experience Assessment Framework.
Teaching and Teacher Education, 23 (7), pp.1066—1085.

Taras, V., Kirkman, B.L. & Steel, P. (2010) Examining the Impact of Culture’s
Consequences: A Three-Decade, Multilevel, Meta-Analytic Review of
Hofstede’s Cultural Value Dimensions. Journal of Applied Psychology, 95 (3),
p.405.

Ta, T.B. (2012) A Study of the Trainer-Collaborator Role in Collaborative Interaction
Between Teacher Trainers and Trainee Teachers: The Case of English
Language Teacher Education in Vietnam. ELTED Journal, 15.

Tavakoli, A.A., Keenan, J.P. & Cranjak-Karanovic, B. (2003) Culture and
Whistleblowing an Empirical Study of Croatian and United States Managers
Utilizing Hofstede’s Cultural Dimensions. Journal of Business Ethics, 43 (1-2),
pp.49-64.

Terhart, E. (2011) Has John Hattie Really Found the Holy Grail of Research on
Teaching? an Extended Review of Visible Learning. Journal of Curriculum
Studies, 43 (3), pp.425-438.

Thanh, P.T.H. (2010) Implementing a Student-Centered Learning Approach at
Vietnamese Higher Education Institutions: Barriers Under Layers of Casual
Layered Analysis (cla). Journal of Futures Studies, 15 (1), pp.21-38.



281

Thanh, P.T.H. (2008) The Roles of Teachers in Implementing Educational Innovation:
The Case of Implementing Cooperative Learning in Vietnam. Asian Social
Science, 4 (1), p.P3.

Thao, N. Nguoi Lai Do Trén Dong Doi [Internet]. Available from:
<http://www.dayhoctructuyen.org/showthread.php?1865-
Nh%E1%BB%AFng-v%E1%BA%A7n-th%C6%A1-v%E1%BB%81-
ngh%E1%BB%81-gi%C3%Al0>.

The World Bank (2013) Taking Stock: An Update on Vietnam’s Recent Economic
Developments. The World Bank. Available from:
<http://documents.worldbank.org/curated/en/2013/07/18042915/taking-
stock-update-vietnams-recent-economic-developments> [Accessed 5 April
2014].

Thoonen, E.E.J,, Sleegers, P.J.C., Oort, F.J., Peetsma, T.T.D. & Geijsel, F.P. (2011) How
to Improve Teaching Practices the Role of Teacher Motivation, Organizational
Factors, and Leadership Practices. Educational Administration Quarterly, 47
(3), pp.496-536.

Tom, A.R. (1984) Teaching as a Moral Craft. Longman New York.

Tomlinson, B. & Dat, B. (2004) The Contributions of Vietnamese Learners of English
to ELT Methodology. Language Teaching Research, 8 (2), pp.199-222.

Tran, N.L. Khuyé&n Hoc Nén Ngudi [Internet]. Available from:
<http://www.hoinguoicaotuoi.vn/van-nghe-nguoi-cao-tuoi/619-chum-tho-
nct-ve-ngay-nha-giao-viet-nam-20-11.html>.

Tran, N.L. Thadm Lai Trudng Xua [Internet]. Available from:
<http://www.hoinguoicaotuoi.vn/van-nghe-nguoi-cao-tuoi/619-chum-tho-
nct-ve-ngay-nha-giao-viet-nam-20-11.html>.

T4, Y. Tram Nam Trong Ngudi [Internet]. Available from:
<http://www.dayhoctructuyen.org/showthread.php?1865-Nhitng-van-tho-
vé-nghé-gido>.

Tweed, R.G. & Lehman, D.R. (2002) Learning Considered Within a Cultural Context:
Confucian and Socratic Approaches. American Psychologist, 57 (2), p.89.

Tynjala, P. (1999) Towards Expert Knowledge? A Comparison Between a
Constructivist and a Traditional Learning Environment in the University.
International journal of educational research, 31 (5), pp.357—-442.

Underhill, A. (1989) Process in Humanistic Education. Elt Journal, 43 (4), pp.250-260.

Unified Solutions (2008) Education strategy ‘unrealistic’ say experts [Vietnam].
Available from:
<http://www.skillsdevelopment.org/newsevents/archive_news-
_research/education_strategy.aspx>.

Varghese, N.. (2005) Institutional Reconstructuring in Higher Education in Asia:
Trends and Patterns. International Institute for Educational Planning -



282

UNESCO. Available from:
<http://www.unesco.org/iiep/PDF/pubs/PolForum_Asia04.pdf>.

Varnum, M.E., Grossmann, |., Kitayama, S. & Nisbett, R.E. (2010) The Origin of
Cultural Differences in Cognition The Social Orientation Hypothesis. Current
directions in psychological science, 19 (1), pp.9—-13.

Vasalou, A., Joinson, A.N. & Courvoisier, D. (2010) Cultural Differences, Experience
with Social Networks and the Nature of ‘true Commitment’ in Facebook.
International Journal of Human-Computer Studies, 68 (10), pp.719-728.

Venne, V.L. & Coleman, D. (2010) Training the Millennial Learner Through
Experiential Evolutionary Scaffolding: Implications for Clinical Supervision in
Graduate Education Programs. Journal of Genetic Counseling, 19 (6), pp.554—
569.

Vietnamese Government (2012) Education and Training Development Strategy 2011-
2020. Available from:
<http://vanban.chinhphu.vn/portal/page/portal/chinhphu/hethongvanban?c
lass_id=2&mode=detail&document_id=160806>.

Vietnamese Government (2006) Vietnamese Education and Training Development
Strategy to year 2010. Available from:
<http://www.chinhphu.vn/portal/page/portal/English/strategies/strategiesd
etails?categoryld=29&articleld=3064>.

Vietnam News (2009a) 2009 — 2020 educational development strategy discussed |
Look At Vietnam. Look at Vietnam. Available from:
<http://www.lookatvietnam.com/2009/02/2009-2020-educational-
development-strategy-discussed.html> [Accessed 9 March 2014].

Vietnam News (2009b) 2009-2020 education strategy needs redo: expert | Look At
Vietnam. Look at Vietnam. Available from:
<http://www.lookatvietnam.com/2009/04/2009-2020-education-strategy-
needs-redo-expert.html> [Accessed 9 March 2014].

Vitell, S.J., Nwachukwu, S.L. & Barnes, J.H. (1993) The Effects of Culture on Ethical
Decision-Making: An Application of Hofstede’s Typology. Journal of Business
Ethics, 12 (10), pp.753-760.

Vo, L.T. & Nguyen, H.T.M. (2010) Critical Friends Group for Efl Teacher Professional
Development. ELT Journal, 64 (2), pp.205-213.

Vygotsky, L.S. (1978) Mind in Society: The Development of Higher Psychological
Processes. Harvard University Press.

Walkington, J. (2005) Becoming a Teacher: Encouraging Development of Teacher
Identity Through Reflective Practice. AsiaPacific Journal of Teacher Education,
33 (1), pp.53-64.

Wallace, M.J. (1991) Training Foreign Language Teachers: A Reflective Approach.
Cambridge University Press.



283

Watkins, D.A. & Biggs, J.B. (2001a) Teaching the Chinese Learner: Psychological and
Pedagogical Perspectives. Comparative Education Research Centre.

Watkins, D.A. & Biggs, J.B. (2001b) The paradox of the Chinese Learner and Beyond.
In: Teaching the Chinese Learner: Psychological and Pedagogical
Perspectives. Comparative Education Research Centre.

Wellington, J. (2000) Educational Research: Contemporary Issues and Practical
Approaches. Bloomsbury Publishing.

Wigfield, A. & Eccles, J.S. (2000) Expectancy—Value Theory of Achievement
Motivation. Contemporary educational psychology, 25 (1), pp.68-81.

Williamson, D. (2002) Forward from a Critique of Hofstede’s Model of National
Culture. Human Relations, 55 (11), pp.1373-1395.

Wood, D., Bruner, J.S. & Ross, G. (1976) The Role of Tutoring in Problem Solving.
Journal of Child Psychology and Psychiatry, 17 (2), pp.89-100.

World Bank (2006) Education in Vietnam- Development History, Challanges and
Solutions. World Bank. Available from:
<http://siteresources.worldbank.org/EDUCATION/Resources/278200-
1121703274255/1439264-
1153425508901/Education_Vietnam_Development.pdf> [Accessed 14
November 2013].

World Bank (2008) Vietnam: Higher Education and Skills for Growth. Human
Development Department, East Asia and Pacific Region, World Bank.
Available from:
<http://siteresources.worldbank.org/INTEASTASIAPACIFIC/Resources/Vietna
m-HEandSkillsforGrowth.pdf>.

Yeh, R. (1988) On Hofstede’s Treatment of Chinese and Japanese Values. Asia Pacific
Journal of Management, 6 (1), pp.149-160.

Youens, B., Smethem, L. & Sullivan, S. (2014) Promoting Collaborative Practice and
Reciprocity in Initial Teacher Education: Realising a ‘Dialogic Space’ Through
Video Capture Analysis. Journal of Education for Teaching, 40 (2), pp.101—
113.

Al-Zadjali, F.H. (2004) Fostering Professional Development in Post-Lesson
Discussions: Perceptions of Teachers and Supervisors. Unpublished MA
dissertation: School of Education: University of Leeds, UK.

Zeichner, K.M. (1987) Preparing Reflective Teachers: An Overview of Instructional
Strategies Which Have Been Employed in Preservice Teacher Education.
International Journal of Educational Research, 11 (5), pp.565-575.



284

Appendices



Appendix 1: Pre-intervention questionnaire for student
teachers

QUESTIONNAIRE

This questionnaire is an attempt fo find out your views about the micro teaching sessions of
the ELT Methodology course conducted at the Faculty of English, Hanoi National University of
Education as well as your views about the giving and receiving feedback on this microteaching. T would
very much appreciate your cooperation in filling in the following questionnaire. Your responses will help
us design a more detailed research study, which will hopefully contribute to the improvement of this
aspect of teacher training within the Faculty. Please answer the questions as truthfully as possible. All
questionnaires are anonymous and strictly confidential.

Part 1: Closed questions (Please put a tick where appropriate)

Statements Strongly | Agree | Don’t | Disagree | Strongly
agree know disagree
1. Feedback on micro teaching is important in the
process of learning to teach. 4
2. Before the microteaching session your supervisor Vv

discusses the lesson plan with you.

3. You are provided with criteria before doing
microteaching so that you know how to assess your V4
teaching.

4. In the feedback session your supervisor often tells
you what to do to improve your teaching.

5. During the feedback session you spend most of the
time listening to your supervisor and/or peers.

| 6. You often have a chance to explain why you do
certain activities during your micro teaching in the V/
feedback session.
7. During the feedback session you are given a chance o
to explore possible ways of working on the areas for
improvement.

8. You are given not only oral feedback, but also
written feedback from your supervisor.

9. You want your supervisor to tell you explicitly
whether what you have done is right or wrong so that 4
you will improve your teaching.

10. You feel more confident when you perform your

<

teaching without the supervisor. v

11. You want to see yourself teaching because you

can judge your own teaching and improve your own V4
performance.

12. After the micro teaching session, you often look /

back at what you have done in your teaching. v v
13. You keep journal/diary during microteaching 4
process.

14. You want to see the supervisor modelling herself \/

as an example for you to see.

Part 2: Open ended questions

1. In your opinion, what is the role of feedback on microteaching in preparing the student teacher to
teaching practice? Can you explain your reasons for this?



Fo my aprnon, e rof o éee(”ncﬁ,on mz‘w{‘mCﬁmg w ey (mPorfan}_

<
for shudent. Agfer d“dj’c‘dz‘“ﬂl stuclents e egperimut jn itza,diwzg process.
and mproug Afewr  pustobe .

2. Please describe how a feedback session often goes.
- A,#N mucm?lmcﬁmg, Sador  comment : -}m&nﬁ SJ‘g@) content, vore . and Han .
QF‘LOQ& )l)qun‘m,mﬁ WRU[ %% amr wmyﬂ

3. What do you wish your supervisor to do in the feedback session? What do you think could be
done to improve the quality of feedback session?

- T wisk /an ‘dw‘ ;,ufmul'sor feecwacg raaﬁwﬂ a‘)wl' tw;uoﬁacfmq' TWREF
sfeuld  conduct |, gpafize problems oy sheleuds

— T tpreve e quafity o 4QBL’(LCL‘3€) leachr  Fave /e;c[)enmmi and (,jqfn@
wa,Qng_

4. Any other comments or more explanation on any of the issues above would be very much
appreciated:

Thank you very much for your cooperation!



Appendix 2: Pre-intervention questionnaire for university

tutors
QUESTIONNAIRE (for university tutors)

This questionnaire is an attempt to find out your views about the micro teaching sessions of
the ELT Methodology course conducted at the Faculty of English, Hanoi National University of
Education as well as your views about the giving and receiving feedback on this microteaching. I would
very much appreciate your cooperation in filling in the following questionnaire. Your responses will help
us design a more detailed research study, which will hopefully contribute to the improvement of this
aspect of teacher training within the Faculty. Please answer the questions as truthfully as possible.
All questionnaires are anonymous and strictly confidential.

Statements Strongly | Agree Don’t Disagree Strongly
agree know disagree

1. Feedback on micro teaching is important | x
in the process of learning to teach.

2. Before the microteaching session you X
discuss the lesson plan with your students.
(What might be the content of the
discussion?/A)

3. You provide your students with criteria X
before doing microteaching.

4. In the feedback session you often tell X
your students what to do to improve their
teaching.

5. During the feedback session your X
students spend most of the time listening
to you and/or their peers.

6. You often let your students have a X
chance to explain why they do certain
activities during their micro teaching in the
feedback session.

7. During the feedback session you give the X
students a chance to explore possible ways
of working on the areas for improvement.

8. You give not only oral feedback, butalso | x
written feedback to your students.

9. You tend to tell your students explicitly X
whether what they have done is right or
wrong so that they will improve their




Statements Strongly | Agree Don’t Disagree Strongly
agree know disagree

teaching.

10. You think the student feel more X
confident when they perform their teaching
without you.

11. You think videotaping your students’ X
teaching is a good instrument for feedback
session.

12. After the micro teaching session, you X
think the students often look back at the
teaching that they have done.

13. You think your students keep X
journal/diary during microteaching process.

14. You think teachers’ modelling is good X
for student teachers to learn how to teach.

Open ended questions

1. In your opinion, what is the role of feedback on microteaching in preparing the student
teacher to teaching practice? Can you explain your reasons for this?

As for me, feedback is indispensable. Students may be able to do what they plan to,
but they cannot be sure if everything in practice is the same as planned. After each
feedback session, students have a chance to look back at what they have done and
will make changes for better performance.

2. Can you please describe how you often deliver feedback on microteaching
sessions?

| deliver feedback after each microteaching session. First, | give groups of student
time to think about their friends’ performance and give written comments (either
good or bad). | always remember to take my own notes. After that, each group hand
in the comments so that | can sort out and read aloud to the whole class. | myself
share my own comments if they are different from groups’. Suggestions for
improvement are encouraged.




3. What do you think a supervisor should do to make feedback effective?
- Feedback should be given right after each micro-teaching.

- The supervisor should step back and give way to peer-feedback first.

- Peers should be grouped and supposed to give written comments.

- Comments should be written and anonymous.

- Feedback should be followed by suggestions for improvement.

4. What do you think the student teacher should do during the feedback session?

He/ She should take notes on feedback and think of solution themselves to improve
their own performance. An on-going journal can be a good choice for both teachers
and students.

5. What do you think could be the factors that hinder feedback delivery?
- Peers are not interested in the feedback session.

- Student teacher is not willing to get feedback.

- Comments are not taken seriously and no improvement is followed.

- Feedback session can be too short or too long.

6. Do you have any suggestions to improve the effectiveness of giving and receiving
feedback on microteaching for the future? Please specify.

Sometimes the teacher herself and the students need further theoretical background
to the issue involved so that they can give thoughtful and meaningful comments.
Therefore, | recommend that there should be an experienced teacher or even an
educational expert beside the students and teacher.

Thank you very much for your cooperation!



Appendix 3: A follow-up email - an example

Mon, 21 Jan, 2013 at 2:08PM

1. Chi nghT thé nao vé su tu chd trong hoc tap cda gido sinh (student teacher/
teacher trainee) khi hoc mén PP2? Chj c6 nghi t6 phwong phap can cé déng

thai dé tang cudng viéc ty chi cha gido sinh trong hoc mén PP2 khéng?

Diéu nay cd khdp vai chi truong cla khoa déi véi cd cdc mén hoc khac

khong?

[What do you think about the learner autonomy of the student teachers when
participating in Teaching Language Components and Language Skills course?
Do you think the ELT Division needs to take actions to promote autonomy in

learning teaching? Is it in line with the Faculty’s policy for other courses?]

Theo t6i, sy ty chd cla gido sinh khi hoc mén PP2 chua duwgc nhu gido vién
mong doi.Cu thé, hé théng tin chi yéu cau sinh vién phai gianh thoi luvgng tu
hoc rat 1&n, thoi gian hoc trén I6p chi mang tinh chat gido vién giai dap thac
mac va hudng dan. Tuy nhién, trén thuc t€, da sé sinh vién khi chuyén tu
phuong thirc hoc tuwong déi bi déng & phé théng dén phuong thic hoc chu
dodng bac dai hoc déu cam thay bai réi, va ban than chua thich nghi dwgc ngay

ca khi d3 trai qua vai hoc phan.

Theo téi, viéc tdng cuwdng tinh tu chd cda sinh vién trong mén hoc nay la rat
can thiét.Diéu nay hoan toan khép vai chd trwong cha khoa véi tat ca cdc mon

hoc khac.

[In my view, learner autonomy of the student teachers in the course of
Teaching English Language Components and Language Skills is under the
tutor’s expectations. That is, the newly launched credit-based curriculum
requires that the student teachers spend a great amount time on
independent study. The class time should basically be spent on solving

problems and the tutor’s giving guidance. However, a majority of students



seem to be struggling in this new system since they have just transferred from
the passive learning habit acquired at high school. Even now they have gone
through several academic terms they do not seem to be able to adapt

themselves to the new learning style at university.

| think, it is absolutely necessary to promote learner autonomy in this course.

It absolutely goes in line with the Faculty’s policy for other courses as well]

2. Chi nghi thé nao vé viéc lam viéc nhédm va su hop tadc véi nhau trong nhém
clia gido sinh khi hoc mén PP2? Chj cé nghi rang sinh vién Viét Nam cé thé lam

viéc nhém va hop tac véi nhau mot cach hiéu qua khong?

[What do you think about group work and collaborative learning among the
student teachers in the process of learning to teach? Do you think Vietnamese

students can collaborate effectively?]

Viéc lam viéc nhédm va hop téc vdi nhau gilra cac sinh vién vé ban chat von rat
hitu ich cho viéc phat huy tinh tu chd cda sinh vién trong bd mén PP2 ciing
nhuw tat ca cdc bé moén. Véi sinh vién Viét Nam, viéc lam viéc nhém va hop tac
v3i nhau s& thuc sy hiéu qua néu cd sy gidm sat chat ch@ cta gido vién. Van
dé 1&n nhat khi lam viéc nhom 13 cac thanh vién thuwong cé thai d6 cdy nho
qud nhiéu vao trudng nhédm. Vi vay, diéu quan trong trudc tién 1a phai cé 1
trwdng nhom tét, va tredng nhdm phai cé khd ndng dan dat cac thanh vién
trong nhém dé tirng thanh vién phai cé y thirc tham gia, trwdc hét |3 bat budc,

sau d6 tang dan tinh ty cha, dé cung hoan thanh mét cdng viéc chung.

[Group work and cooperative learning by nature are actually useful for
developing learner autonomy for the student teachers in this course and
other courses alike. In the Viethamese context group work and collaborative
learning would be more effective if there was given strict supervision by the
tutor. The biggest issue when working in groups is that the members of the
group tend to have over-reliance on the group leader. Therefore, the first and

foremost is to have a good group leader, who is able to encourage each



member to willingly participate. At first, it could be mandatory, and then it

gets more autonomous for all the members to fulfil a common task]

3. Theo chi nght sinh vién Viét Nam co ty tin khi nhan xét cho ban minh
khéng? Nguoc lai gido sinh dwoc nhan xét ¢ tin rang ban minh nhan xét t6t

va ¢6 thé hoc tr ban minh?

[Do you think Vietnamese students are confident when giving feedback to
their peers? In return, do they appreciate their peers’ feedback and believe

that they can learn from peers?]

Nhin chung, sinh vién VN khéng tu tin khi phai cong khai y kién cla minh. Do
vay, viéc nhan xét nay hiéu qua hon néu nhitng nhan xét cda sinh vién tai

ngudi ban cia minh khéng duoc tiét 16 cho ca |6p biét.

Nguoec lai, gido sinh dugc nhan xét cé xu huwdng tiép thu va hoc hdi tir nhirng
nhan xét clia ban minh, nhung thudng thi van thich dugc nghe chinh gido vién

nhan xét hon!

[Generally speaking, Viethnamese students are not confident when they have
to speak up. Therefore, feedback would be more effective if the student

teachers’ comments to their peers are kept anonymous.

In return, feedback receivers tend to receive and welcome comments from

their peers and learn from them, but still want to hear from the tutor.]



Appendix 4: Teaching plan

Tutor to prepare for class discussion:

- Criteria of an effective lesson to send student teachers before class

- Lesson plan format

Student teachers’ core work

- Video inference
- Videotaping of lessons

Week | Teaching points Activities in Students’ homework Tutor’s
class homework
1 - Course - Poster - Group of 3: download a Coordinate the
induction presentation video clip of a grammar/ video inference
vocabulary/pronunciation task
- Shape of a - Video lesson
(22/8) | language lesson | watching and
discussion - Read hand-outs on
- Teaching from students | teaching vocabulary and
grammar with teacher’s | pronunciation
guidance
- Planning a - Infer the lesson plan for
lesson - Students’ the chosen video clip in a
group work on | written form and prepare
Tieng Anh 11 for an oral presentation
with teacher’s
tutorial to
write a
language
lesson plan
2 - Teaching - Video - Submit the video clip of a - Watch the clips
vocabulary and | watching and grammar/ and give
pronunciation discussion vocabulary/pronunciation feedback on the
from students | lesson + its lesson plan for video inferences
(29/8) | - Eliciting with teacher’s | the chosen video clip to
techniques guidance tutor by Sunday 2/8
3 Video inference | - Oral - Groups of 3: Prepare a - Give feedback
explanation grammar lesson plan + a on the lesson
(Grammar, on the vocabulary/pronunciation plans
vocabulary, inferred lesson plan
(5/9) pronunciation) | |esson plan for
video clip - Submit both lesson plans




Week | Teaching points Activities in Students’ homework Tutor’s

class homework
chosen to tutor by Sunday 9/9

- Class

discussion

4 Video inference | - Oral - Groups of 3: teaching a - Watch the
task explanation grammar lesson (all video recordings

on the members take turns to of lessons and
(Grammar, inferred teach) give feedback

(12/9) vocabulary, lesson plan for
pronunciation) | video clip - Submit the videotaping of

chosen the lesson to the tutor by
16/9

- Class

discussion - Write a report giving
comments on each of the
members’ teaching. The
comments should cover at
least 1 positive point and
one weak point to be
improved.

5 Practice of - 10 minutes - Groups of 3: teaching a - Watch the
teaching for each group | vocabulary/pronunciation video recordings
(Grammar) presentation + | lesson (all members take of the lessons

5 minutes for | turns to teach) and give

(19/9) class feedback

comments

- Tutor’s
comments

- Written
comments to
be sent to
each group:
teacher’s and
peers’

- Submit the videotaping of
the lesson to the tutor by
Sunday 23/9

- Write a report giving
comments on each of the
members’ teaching. The
comments should cover at
least 1 positive point and
one weak point to be
improved.




Week | Teaching points Activities in Students’ homework Tutor’s
class homework
6 Practice of - 15 minutes - Write reflective journal on | - Feedback on
teaching for each group | their teaching individually students’
(Vocabulary presentation + journals
and 5 minutes for | - Read hand-out on the
(26/9) | pronunciation) | class shape of a skill lesson
comments
- Tutor’s
comments
- Written
comments to
be sent to
each group:
teacher’s and
peers’
7 Shape of a skill - Poster - Group of 3: download a Coordinate the
lesson presentation video clip of a video inference
reading/writing lesson task
- Video
(3/10) watching and | - Read hand-outs on
discussion teaching reading and
from students | teaching writing
with teacher’s
guidance - Infer the lesson plan for
the chosen video clip in a
- Students’ written form and prepare
group work on | for an oral presentation
Tieng Anh 11
with teacher’s
tutorial to
write a skill
lesson plan
8 Teaching - Video - Submit the video clip of a - Watch the clips
reading and watching and reading/writing lesson +its | and give
teaching writing | discussion lesson plan for the chosen feedback on the
from students | video clip to tutor by video inferences
(10/10)

with teacher’s
guidance

Sunday 14/10




Activities in

Tutor’s

Week Teaching points Students’ homework
class homework
9 Teaching Video - Each group to download a | Coordinate the
speaking and watching and | video clip of a video inference
teaching discussion listening/speaking lesson task
listening from students
(17/10) with teacher’s
guidance
10 Video inference | - Oral - Groups of 3: Prepare a Feedback on the
activity (a explanation reading/writing lesson plan | lesson plans
reading/writing | on the + a speaking/listening
lesson) inferred lesson plan
(24/10) lesson plan for
the video clip | - Submit both lesson plans
chosen to tutor by Sunday 28/10
- Class
discussion
11 Video inference | - Oral - Groups of 3: teaching a - Watch the
activity (a explanation reading/writing lesson (all video recordings
reading/writing | on the members take turns to of lessons and
lesson) inferred teach) give feedback
(31/10) lesson plan for
the video clip | - Submit the video taping of
chosen the lesson to the tutor by
Sunday 4/11
- Class
discussion - Write a report giving
comments on each of the
members’ teaching. The
comments should cover at
least 1 positive point and
one weak point to be
improved.
12 Practice of - 10 minutes - Groups of 3: teaching a - Watch the
teaching for each group | listening/speaking lesson video recordings
(reading and comments (all members take turns to of lessons and
writing) and class teach) give feedback
(7/11) comments
- Submit the videotaping of
- Tutor’s the lesson to the tutor by
comments Sunday 11/11
- Written - Write a report giving
comments to comments on each of the
be sent to members’ teaching. The
each group: comments should cover at

teacher’s and

least 1 positive point and




Week | Teaching points Activities in Students’ homework Tutor’s
class homework
peers’ one weak point to be
improved.
13 Practice of - Demo video - Write reflective journal on | - Feedback on
teaching lesson from their teaching individually students’
(listening and groups journals
speaking) - Infer the video clip of a
(14/11) - Teacher listening/speaking lesson - Watch the clips
gives feedback and give
as the whole | - Submit the video clipofa | feedback on the
class listening/speaking lesson + | video inferences
its lesson plan for the
chosen video clip to tutor
by 18/11
14 Video inference | - Oral Communicate the tutors Prepare a wrap
activity explanation about journaling up:
(28/11) | (listening and on the video questionnaires
speaking) clip chosen and research
related issues
- Class
discussion
15 Video inference | - Oral
activity explanation
(5/12) | (listening and on the video
speaking) clip chosen
- Class
discussion

Note: 19/11 — 24/11 Tuan le ren luyen nghiep vu su pham (pedagogical

training week)




Appendix 5: A staff discussion transcript excerpt

Researcher: ... | would appreciate all your ideas about this research.
Do you have any ideas about my research?

... [silence]

Researcher: During the process of training initial teachers, especially the
micro teaching feedback session, what difficulties you often encounter that

you haven’t been able to sort out?

Mai: My opinion is as follows. First, it is time constraint. The whole course of
Teaching English Components and Language Skills covers 15 weeksincluding 2
components- theory and practice. The practice component is microteaching
periods. For one microteaching session, the whole class with around 30
students divided into 6-7 group presentations, the time for teacher’s feedback
is too limited for the tutor to give detailed feedback or to cover all the criteria

needed in a lesson done by teacher trainees. That is the biggest limitation.

Second, apart from the feedback from the teacher, | myself want to include in
the session the comments and feedback from other students in the class.
However, I’'m still thinking about how to sort it out. Those are the difficulties |

have now.

[Silence]

Hoa: This is my opinion. When doing micro teaching, a group of students is in
charge of teaching only one component or one skill. So how can the teacher
do so that the students can be aware of all general requirements the student
teacher needs to conform via just one or two sessions? That also relates to
the time problem that Trang has just mentioned. The time is too limited for
students’ practicing their teaching so that they cover all those requirements

they need to conform for a whole lesson.



Second, | don’t know about other countries, but this is cultural thing in
Vietnam. Sometimes, giving a negative feedback would make them feel hurt.
So what the feedback should be like so that it would be constructive and

would not make students feel hurt

[Silence]

Researcher: Thank you very much. | really appreciate these ideas as | am
trying to address all these issues in the research. | have another question for
you related to the textbook you are using. | would like to get to know more
about the textbook and syllabus used currently. Do all classes have the same
textbook and syllabuses? Do you have any change for textbook? Are teachers
allowed to use their own textbook or they have to follow the official

materials?

Mai: Can you make it clearer, what textbook are you talking about?

Researcher: The textbook used for the course Teaching language component
and language skills. Do you have to be centralised in line with the school’s

professional development trend?

Mai: Up to now we have always been using the materials compiled by the
division. The class teacher can use their own supplementary materials. But in
the near future, we are going to unify all the materials so that we have a new

textbook for official use.

Researcher: So that means the school impose that all the classes have to use

one same textbook?

Mai: Actually, there is no official document saying that. But we have been

following that discipline ever since



Researcher: So every class has to follow one same core book?

Mai: Yes, that’s right. And in the future we will have the same supplementary

materials for all classes

Researcher: Another issue | would like to get to know about is assessment.

Does the school or the division have any orientation towards assessment of

initial teachers, especially the micro teaching for student teachers?

Hoa: Student teachers ... meaning ...

Huong: meaning students ... trainees [laugh]

Mai: The school doesn’t impose any kind of assessment. The way we assess

students is via micro teaching throughout the course and final assessment

Researcher: so we teachers have autonomy in deciding the way teachers will

assess their students?

Mai: Yes, we do have that autonomy in deciding whether the students have to

sit for a test or do an assignment

Researcher: Any other ideas?

[Silence]



Appendix 6: An email from the group of research
participants

(Written at the first phase of the course)

We're having problem :( (2)

To
Me
12 Sep 2012

Dear teacher,

I'm writing to thank you for your interesting lessons. The lessons in these days
help us a lot with our teaching skills. You are such a devoted teacher and we
really appreciate your teaching method. However, there is a little problem
making us unable to keep pace with the syllabus. The thing is that our
knowledge is limited and we find it difficult to do the exercises in the course
book. I, myself, can do nothing without a good theoretical background. So,
would you mind spending a little time in the beginning of the lesson
introducing the new items of the lessons?

I am looking forward to your reply!

Have a nice day!
Best regards,

B (on behalf of class X)

Reply, Reply all or Forward | More
Me



https://us-mg5.mail.yahoo.com/neo/launch?.rand=9ocq21dfgl2ct
https://us-mg5.mail.yahoo.com/neo/launch?.rand=9ocq21dfgl2ct
https://us-mg5.mail.yahoo.com/neo/launch?.rand=9ocq21dfgl2ct
https://us-mg5.mail.yahoo.com/neo/launch?.rand=9ocq21dfgl2ct

Appendix 7: Post-intervention questionnaire

\

POST INTERVENTION QUESTIONNAIRE

This questionnaire aims to find out your views about the feedback methods that
the trainer has recently adopted during the teaching practice of the module "Teaching
Language Components and Language Skills" conducted at the Faculty of English, Hanoi
National University of Education. I would very much appreciate your cooperation in
filling in the following questionnaire. Your responses will help us investigate factors that
enhance teaching practice feedback, barriers that hinder it, as well as the most
appropriate strategies to be employed. The study will hopefully contribute to the
improvement of teaching practice feedback in particular and in teacher training in
general.

Please answer the questions as truthfully as possible. All your responses will
neither affect your module result nor cause any negative consequences. All
questionnaires are anonymous and strictly confidential.

Part 1: Closed questions (Please circle the letters a, b, ¢, or d where appropriate)

1. What is your attitude towards changes?
a. I often like to try out new things.

b. I often feel anxious about new things.
d. I do not want to change.

c. Other (please explain yous answer) - i 1 ’ ;
..fo;m..pn.w...J...m@t.:ﬁﬁz.“isg.my...mm.fﬁn}xﬁ..gf’f..&mﬂl{/im
e ﬁﬂl 5 any‘imu’) 2 a‘éu.f 2 .....................................................

2. Why did you take this module? (You can choose more than one option)
Because I would like to become a good teacher.

b. Because this module is compulsory.

c. Other (please explain your answer)

3. In what ways, if any, did you find the new feedback methods helpful? (You
can choose more than one option)

. It helps improve my teaching skills

It helps improve my self-reflection skills

c. It helps improve my team work skills
d. It helps improve my communication skills
® 1t has increased my self-study ability
f. Other (please explain your answer)

4. Do you feel comfortable with using technology in downloading video clips
from the internet and video taping your group’s teaching?



@ Yes b. No c. Other (please explain your answer) .

5. In general, do you feel comfortable with working with peers in general?
a. Yes (Please explain your ansWer) .........ocuuveeeriemunmnnaresrneieae

6. Do you think you can learn from your self-reflection on the teaching
experience even without the tutor’s feedback?
a. Yes b. No Other (please explain your answer)

Somichats.] Jmlwlymcloﬁoui% "'fééf"'lé”%@@iﬁﬁé}"iéﬁ&%s iorong
7. Do you think you can leam ﬁgﬁfyo’!}r pge;ss ﬂ{fau ugh thexr feedback even
without that from the tutor?

a. Yes ;. b.No /. @Other (please explain your answe?%
Some o ,..somzfums no.. fecause. Arore s hrme f

i ...... 1fuLy[dlt,UL#:/WPwrg .............................................

8. Do you think that when giving feedback it is necessary for the tutor to
a. Indicate explicitly what is right or wrong?

@ Facilitate feedback activities so that you can think about the experience
without the need to explicitly indicate what is right or wrong?
c. Other (please explain your answer)

9. Do you feel confident when giving feedback to your classmates in front of
the whole class?

a. Yes b. No @Other (please explain your answer)
B e er .......... I ....... {Km ............... ’ffa 1 /
Jm(a%u mlmlmzf ..... ... 8ocl....aben. ... %wfszs g
tn FO
§-\ JQQ 10. Do you feel mor conﬁdem when you work in small group?

Yes b. No c. Other (please explain your answer)



11. Did your classmates make you feel bad, criticizing you when giving you
feedback?
2. Xes . No c. Other (please explain your answer)

12. Did you give frank feedback to your peers without worrying of making
them lose face? %
a. Yes b. No @Other (please explain your answer)

& .................. Warr ........ fj%uﬂ1m m,osg‘]-acz

l g/'V‘Z Jfan[ J/W{bac /F&J"g

13. At the beginning of the module did you feel that you couldn’t learn and
couldn’t do the teaching practice without the tutor’s lecturing about the theory
of teaching?

Yes b. No c. Other (please explain your answer)

14. Have you changed that feeling through out the module?
@Yes (Please explain your answer)

Mewie T 70k e _'ﬁﬁéffﬁéb}i"(}fé}’..f """" Z()nfa ssofl,pgzm ,
E?XI’\IC(E (lg%aase expi{aln yourafr e(;) i(f_ bj mﬁ Y

15. You have been asked to work in groups and cross-groups all the time to do
the assignments. Have you ever done the tasks individually because of some
reason?
a. No. I have been working in groups all the time

Yes. Please give the reason(s) for not working in groups .......................

6. Do you like video inference activity?
es (Please go to question 17)
b. No (Please go to question 18)
ther (please explain your answer)



17. What you like about the video inference activity is that it can (you can
choose more than one option).

Give you opportunities to work with other student teachers and discuss
teaching ideas.
b. serve as a spring board for teaching practice
c. help understand theory of teaching before doing the teaching practice.
d. help you get started with writing a lesson plan.

learn teaching from other teachers from Vietnam and many different parts of
the world.
f. make it easier to give feedback on a stranger’s teaching as you would not
make him/her feel de-motivated at your frank or negative feedback.
g. give opportunities to learn how to give feedback though the process of
commenting on clips.
h. make you work harder.
i. other (please explain your answer)

18. What you don’t like about this activity is (you can choose more than one
option).

a. good clips on the internet are limited.

b. the clips are often not full lessons.

c. the clips are not role models for teaching.

d. it makes you work too hard.

e. it takes too much time.

f. other (please explain your answer)

19. Do you like video taping activity?
es (Please go to question 20)

b. No (Please go to question 21)

c. Other (please explain your answer)

20. What you like about this activity is (you can choose more than one option)
you can see and assess yourself teaching.
you have opportunities to practise teaching and improve yourself.
b. you have opportunities to work with and learn from other student teachers.
c. it saves time in class.
d. it makes you work harder.



e. other (please explain your answer)

21. What you don’t like about this activity is (you can choose more than one
option)

a. there are not real students.

b. you have difficulties in using technologies.

c. it makes you work too hard.

d. it takes too much time.

d. other (please explain your answer)

22. In order to give and receive effective feedback you think that the tutor
needs to

@be a good organizer and facilitator so that everyone has a chance to do
teaching practice and to discuss teaching ideas with their peers (the tutor does
not need to tell what is right and what is wrong about your teaching).
b. tell you explicitly what is right and wrong about your teaching.
c. other (please explain your answer)

roles?

24. Do you think the new feedback methods can give you opportunities to
discover new knowledge and develop teaching skills by yourself?
a. Yes b. No ther (please explain your answer)

25. Do you think by learning from peer feedback and self reflection with the _
tutor’s guidance you have changed a bit of your learning habit?
Yes b. No c. Other (please explain your answer)



Part 2: Open ended questions

1. Was the feedback approach in this module was different to your previous
experience? Please explain your answer.
:::::::::z-:i,:g::%ﬁé::};aﬂ,':::[::a;;g::aa;aa"'.:::-'az: beck. - Jicem.
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Al el Ao o oy i ekl T onky. reciéin
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2. Do you have any other comments about the teaching practice feedback (you
could recall the whole process of the module from the beginning to the end)?
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Appendix 8: A student teacher’s journal entry
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Appendix 9: A participant consent form (for student
teachers)

PARTICIPANT CONSENT FORM ( For studlcad teactors >

Project title: Using Video to Promote Feedback in Initial Teacher Education
Researcher’s name: Nguyen Thi Mai Huong

Supervisor’s names: Prof. Christine Hall
Dr. Joanna Mclntyre

* Ihave read the Participant Information Sheet and the nature and purpose of
the research project has been explained to me. I understand and agree to
take part.

* I understand the purpose of the research project and my involvement in it.

e Tunderstand that I may withdraw from the research project at any stage and
that this will not affect my status now or in the future.

* Tunderstand that while information gained during the study may be
published, I will not be identified and my personal results will remain
confidential.

+ Tunderstand that all transcribed data and video data will be kept in electronic
form on a password protected computer. Any paper copies will be stored in a
locked filing cabinet. No-one other than the researcher, the supervisors or
examiners can have access to the computer or filing cabinet.

e I understand that I may contact the researcher or supervisor if I require
further information about the research, and that I may contact the Research
Ethics Coordinator of the School of Eduction, University of Nottingham, if I
wish to make a complaint relating to my involvement in the research.

Signed ‘%#-

........ o (F€S€AFCH participant)

Date .....45/ 8/ 200%............

Contact details
Researcher: Nguyen Thi Mai Huong- Email: ttxtmn@nottingham.ac.uk

Supervisor 1: Prof. Christine Hall- Email: christine. hall@nottingham.ac.uk
Supervisor 2: Dr. Joanna Mclintyre- Email: Joanna.Mcintyre@nottingham.ac.uk

School of Education Research Ethics Coordinator:

educationresearchethics@nottingham.ac.uk



Appendix 10: The use of video during the intervention

THE USE OF VIDEO DURING THE
MICROTEACHING SESSIONS

During the designated course of Learning to Teach English as the intervention
of the research there is considerable use of video. It serves as a means to
discuss the teaching performance during the feedback sessions and takes place
every week during the course. The student teachers will have to do videotaping
of their own microteaching that is assigned by the tutor prior to each class. This
is considered to be a good strategy to promote reflection during the
development of student teachers’ profession. However, there are clearly
important ethical considerations involved in the capture and use of such video.
In signing this form we are asking you, as a student teacher, to confirm your
understanding of these ethical issues.

Thus I confirm that:

- Tunderstand that the use of any video produced will have been agreed in
advance, through discussions with my tutor and/or other student teachers
involved in sessions at university;

- I understand that the primary use of the video is to support my own
development, the secondary use of the video might serve as data for the
research and that access to the video would include only my tutor and
other student teachers involved in sessions at the university.;

- I understand that the video will only be kept beyond the end of the
course should I give my written permission for it to be used;

- I understand that in saving any video as digital files on a computer or
else where, I will safeguard access through passwords and delete the
files when they are no longer needed;

- I understand that my tutor will take similar steps to ensure the safe-
keeping of any videos and files I give them as part of course
expectations;

- I will not share video taken in classrooms on social networks or in other
web-based environments. Any breach of this rule would constitute gross
professional misconduct.

Name of Participant:
Participant signature: %j
-

Name of Tutor:

cc
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Appendix 11: A participant consent form (for tutors)

PARTICIPANT CONSENT FORM ( Fer tacfere )

Project title: The Use of Feedback to Improve Teacher Training in Vietnam
Researcher’s name: Nguyen Thi Mai Huong

Supervisor’s names: Prof. Christine Hall
Dr. Joanna MclIntyre

e I have read the Participant Information Sheet and the nature and purpose of
the research project has been explained to me. I understand and agree to
take part.

e I understand the purpose of the research project and my involvement in it.

¢ I understand that I may withdraw from the research project at any stage and
that this will not affect my status now or in the future.

« I understand that while information gained during the study may be
published, I will not be identified and my personal results will remain
confidential.

« I understand that all transcribed data and video data will be kept in electronic
form on a password protected computer. Any paper copies will be stored in a
locked filing cabinet. No-one other than the researcher, the supervisors or
examiners can have access to the computer or filing cabinet.

e I understand that I may contact the researcher or supervisor if I require
further information about the research, and that I may contact the Research
Ethics Coordinator of the School of Eduction, University of Nottingham, if I
wish to make a complaint relating to my involvement in the research.

(research participant)

Contact details

Researcher: Nguyen Thi Mai Huong- Email: ttxtmn@nottingham.ac.uk

Supervisor 1: Prof. Christine Hall- Email: christine.hall@nottingham.ac.uk
Supervisor 2: Dr. Joanna Mclntyre- Email: Joanna.Mcintyre@nottingham.ac.uk

School of Education Research Ethics Coordinator:




