
 

 

 

 
Exploring  pedagogies  for 
professional  learning  across 
international  contexts 

 

One day summit funded and supported by the 

British Council in Vietnam 
 
 

 

 

 

 
 
 
Conference Proceedings 

 
 
Wednesday 8 November 2017 
Nguyen Tat Thanh University, Ho Chi Minh City, Vietnam 

Edited by Stuart Mitchell 

 

@VnBritish 

#VietUKHE 
 

@HELS_Research 
  



2 
 

 
 
 
 
 
 
 

Exploring pedagogies for professional learning 
across international contexts 

 
 
 

2017 Conference Proceedings 
 

Edited by 
Stuart Mitchell 

  



3 
 

The conference proceedings presented here bring together the work and culmination of two collaborative projects, 

both part-funded by the British Council, carried out over a two year period between Birmingham City University (BCU, 

UK), Nguyen Tat Thanh University (NTTU, Vn), VNU University of Education, Hanoi (VNU, Vn) and HCMC University of 

Pedagogy (HCMCUP, Vn). 

 

The first project between BCU and NTTU centred around ‘Improving employability outcomes through student-centred 

approaches to learning.’ (NTTUBCUemployability, 2016) 

 

This project brought together academics and students from Birmingham City University in the United Kingdom and 

Nguyen Tat Thanh University in Vietnam who worked to: – 

 Build innovative models of student-centred vocational pedagogy that will enable students (undergraduate and 

post-graduate/professional) to gain the skills, values and attitudes they need to be successful in the 

workplace; 

 Develop approaches to student peer and self-assessment and review that promote the acquisition of graduate 

attributes for employability; 

 Support positive outcomes for students by enabling staff to develop their own skills as mentors and coaches 

and train and support workplace mentors to provide effective support to students in placement or practice 

settings; 

 Embed approaches to curriculum design and planning that ensure that learning outcomes help to structure 

student learning effectively; 

 Facilitate knowledge exchange and production of new knowledge about student and graduate employability 

through collaborative research activities and productive links with employers and the world of work; 

 Create a new professional learning community for staff and students with an international focus; 

 Secure opportunities for staff and student exchanges – both real and virtual. 

The project was concerned with improving the employability outcomes of undergraduate and postgraduate students 

following professionally orientated programmes of study in higher education contexts in Vietnam and the UK. The 

project brought together university leaders, researchers, teachers, students and professional services and support 

staff from two modern, vocationally focused higher educational institutions to develop new, innovative approaches to 

curriculum design, pedagogy, workplace learning, mentoring and coaching and assessment. The priority of the project 

was to focus on student-centred approaches to learning that ensure that students become independent, autonomous 

learners who have the motivation, skills and aptitudes to secure graduate level employment on graduation and to 

build meaningful, fulfilling careers that contribute to both their own economic, social and personal well-being and the 

broader prosperity of the two countries in which the partner institutions are located. 

 

The second project between BCU, NTTU, VNU and HCMCUP (VietUKHE, 2017) centred around extending the scope of 

the #NTTUBCUemployability framework in light of new learning and priorities emerging from new collaborations, in 

order to maximise the impact of the original project outcomes by re-contextualising the framework in new higher 

education contexts. 

 

The culmination of these projects was the “Exploring pedagogies for professional learning across international 

contexts” conference held in Ho Chi Minh City, Vietnam on Wednesday 8th November 2017. 

Contained in the following pages are a selection of abstracts & papers from the conference across the areas of: 

Professional Development 

Professional Learning 

Vocational Pedagogy 
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Biographical notes: 
 

1. Đào Thị Minh Thư, English Department, Ho Chi Minh City University of Pedagogy 

Đào Thị Minh Thư is currently a full-time lecturer and academic advisor working in English Department, Ho Chi 

Minh City University of Pedagogy, Vietnam. She holds an MA in Applied Linguistics from Curtin University, 

Australia. Her majors include Academic Reading and Writing, Modern American Literature, Intercultural 

Communication, and Translation – Interpretation.    

2. Hiep Duc Pham, Linh Doan Nguyet, Linh Do Thuy, University of Education, Vietnam National University, Hanoi 

 

3.  Tan Huynh, Hanh Luu, Thuy Phan, Faculties of Pharmacy & Nursing, Nguyen Tat Thanh University, Ho Chi Minh, 

Vietnam 

4. Ngoc Q.T. Bui, PhD in English, Macquarie University, Australia, 2012 

Dean of Postgraduate Department, Ho Chi Minh City University of Education, Vietnam 

- Research interest: 

Literary Theory, Arts 

Higher Education 

Professional learning and development for teachers 

Trang T.T. Nguyen, PhD in Chemistry, University of Birmingham, United Kingdom, 2016 

Lecturer at Faculty of Chemistry, Ho Chi Minh City University of Education, Vietnam 

- Research interest:  

Materials for Renewable and Sustainable Energy 

Further and higher education 

Professional learning and development for teachers 

STEM Education 

 

5. Nathalie Turville, Birmingham City University 

Nathalie Turville is a Senior Lecturer within the Department for Children and Young People’s Health at 

Birmingham City University. Nathalie qualified as a Children’s Nurse in 1991 and specialised in neonatal 

cardiology and surgery. She joined the university in 2001 and has taught on and coordinated a number of 

modules across pre and post-registration nursing. She remains committed to the importance of education 

informing practice to promote the best care for the child and family. She is currently Co-Chair of the Faculty 

Academic Ethics Committee. She is also studying for a professional Doctorate in Education. 

 

6. Dr Amanda French, Birmingham City University 

 

7. Nguyen Thanh Ly, Nguyen Phuong Huyen, Pham Van Thuan, Pham Thi Thanh Hai - University of Education, 

Vietnam National University, Hanoi 

 

8. Dawn Parke - The Birmingham Institute of Fashion and Creative Art (BIFCA) - Birmingham City University and 

Wuhan Textile University 

 

9. Ilana Pressick – Birmingham City University 

Ilana is a Teaching Fellow within the Department of Children and Young People’s Health at Birmingham City 

University.  Ilana has worked in different intensive care settings since qualifying and completed numerous post 

graduate nursing qualifications.  She joined the University in 2016 and teaches on undergraduate and 

postgraduate courses in nursing.  Currently she is a participant in the HEFCE research project exploring 

classroom observation with an ongoing interest in improving learning and teaching in Higher Education.  She is 

also a member of the HEFCE steering group.  She has presented at numerous local, national and international 

conferences sharing her current research and her creative approach to teaching.  Ilana’s teaching and learning 
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interest align with her believes that the infant, child, young person and their families should always be at the 

heart of the high-quality care we provide.  Ilana believes that one way of helping our nurses, of today and of 

the future, achieve this goal is to ensure that every learning experience is one that is not only thought-

provoking, but also is fun and engaging.   

 

10. Nguyen Thanh Trung -  Ho Chi Minh City University of Education, Vietnam 

Nguyen Thanh Trung holds a Master's degree in Foreign Literature from Latin American Studies at the Ho Chi 

Minh City University of Education in 2010 and currently teaches at the Linguistics and Literature Department of 

the HCMCUE. Directly organizing and teaching Latin American literature, the earliest Vietnamese independent 

study of literature in central and southern America, Nguyen Thanh Trung’s research and publishing interests in 

Latin American literature in term of culture and education. He is currently studying for a PhD at HCMCUE with 

a dissertation thesis entitled The Magical Realism in Latin American Novels from a magical perspective. His 

writings appear in academic journals such as Literary Studies, Educational Journal, and some other publications 

on art, literature and religion. 

 

11. Ha Van Thang – Ho Chi Minh City University of Education, Vietnam 

I am a Geography teaching method lecturer at Geography Faculty in Ho Chi Minh city University of Education 

(HCMUE), Vietnam. I graduated Pedagogical Geography in 2008 and got Mater degree of Education two years 

later in Ha Noi National University of Education. 

I am currently teach and research teaching methods and geography teaching methods in particular. Besides, I 

also attend teaching in high school to support my work at university. Last year, I participated in an educational 

project of Vietnam National Television. It is a reality television program in order to change teachers through 

observing and analyzing the video recordings of their classes. This approach is based on the micro-method 

which presented in my research. 

 

12. Pham Thi Bình - Ho Chi Minh City University of Education, Vietnam 

I am a Geography lecturer at HCMC university of Education, Vietnam. I graduated in 1999 and got Master degree 

in 2003 at Geography Department, Ho Chi Minh City University of education. In 2013, I finished my PhD research 

at Kanazawa University, Japan. I am very interested in teaching methodology and international migration. 
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Keynote: Dr Matt O’Leary 
Title: Learning about vocational learning and teaching through collaborative observation 

Abstract only: 

The UK government’s recent introduction of the Teaching Excellence Framework for higher education (HE) has 

positioned the quality of teaching high on the political and policy agenda. Conventional approaches to measuring and 

improving teaching quality and its impact on student learning continue to be reliant on the use of reductive metrics to 

inform policy decision making and direction. Not only do such approaches fail to reflect the authenticity and complexity 

of HE teaching and learning, but they also do little to enhance understanding of their reciprocal relationship and make 

no tangible contribution to subsequent improvements. This lecture presents an alternative approach to understanding 

and improving learning and teaching. In drawing on a live project funded by the Higher Education Funding Council for 

England, this talk focuses on the development of an innovative partnership between academic staff and students, where 

students’ inclusion in HE learning and teaching is reconceptualised from passive consumer to active collaborator 

through the shared lens of observation. Working collaboratively as co-observers, co-reflectors and co-researchers, the 

project employs a methodology that creates and captures authentic, grounded encounters between students and staff. 

Using the observation of teaching as a meeting point for these encounters, both come together to interrogate their 

learning and teaching experiences with a view to developing a richer, reciprocal understanding that provides a platform 

for meaningful and sustainable improvement. 
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Dao Thi Minh Thu, HCMC University of Education, Vietnam 
Title: Novice teachers’ professional identity formation and teaching performance: From a pedagogical perspective 

Abstract  

Teacher professional identity and its influences on their teaching performance have arisen as a research area that 

deserves adequate attention in recent years (Connelly & Clandinin, 1999; Beijaard, Meijer, & Verloop, 2004). Regarding 

this topic, there are three main streams of concentration: the formation process of teacher professional identity, typical 

characteristics of teacher professional identity, and the realistic narratives of teachers themselves about their own 

professional identity. This research paper particularly aims at novice teachers, including new graduates and those who 

have just transferred to another working environment, as professional identity is complex and unstable through 

continual shaping and reshaping (Coldron & Smith, 1999; Clarker, Hyde, & Drenna, 2013) and this specific group would 

illustrate various typical factors affecting their professional identity construction. Findings related to these factors are 

beneficial to teachers, teacher trainers, and school authorities as well, especially within the context of performativity. 

As a lecturer working in Ho Chi Minh City University of Pedagogy, the author aspires to highlight the importance of a 

profound understanding of this topic while suggesting certain implications within pedagogical institutions.      

Key words: teacher professional identity, novice teacher, professional identity formation, teaching performance, 

pedagogical institutions 

Research Background 

 The last few decades witnessed the emergence of a whole new research area which concentrates on how 

teachers perceive themselves in the academic world, which is known under the term “teacher professional identity”, 

and influences of that perception on their teaching (Connelly & Cladinin, 1999; Beijaard, Meijer, & Verloop, 2004). It 

has generally been observed that there are three main streams of studies conducted on the topic: how teacher 

professional identity is constructed, features of teacher professional identity, and teacher professional identity defined 

through teachers’ narratives. This research topic has proven its essential role in language teaching and learning, as 

discovered by Richards (2011) that while learning to become a language teacher, a teacher student must learn “what it 

means to be a language teacher”. 

Definition of Teacher Professional Identity 

Identity in general. 

 Firstly, it is reasonable to define “identity” prior to “professional identity”. According to Beijaard (1995), identity 

is who people are, meanings they associate with themselves or meanings given by others. Gee (2001) explained that 

identity is people’s perceptions of who they are, which group of people they belong to, and how they are related to 

other people. This concept becomes more complicated as new aspects appear all the time including the topic of 

investigation “professional identity”, together with “social identity”. 

Language teacher professional identity. 

 Many researchers have agreed that teacher professional identity has not been fully defined, maybe due to the 

short research history (Kompf et al., 1996; Rus et al., 2013). It has also been argued that professional identity is an 

unsteady concept because it is sophisticated and continually shaped and re-shaped by numerous external factors 

(Coldron & Smith, 1999; Clarke, Hyde, & Drennan, 2013). Researchers, nevertheless, have made continuous attempts 

to define this concept, either by defining characteristics or by finding explanations for teacher professional identity from 

stories told by teachers (Coldron & Smith, 1999; Gee, 2001). 

 In early studies, teacher professional identity is associated with teachers’ perception or self-image (Knowles, 

1992; Nias, 1989), which would influence their teaching manner, their development as a teacher, and their reaction to 

educational innovations as well (Goodson & Cole, 1994). It has even been claimed that professional identity could be 
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the way a teacher regarded his teaching roles as essential and interesting when compared with those of others (Moore 

& Hoofman, 1988).  

  Similarly, teacher professional identity could be assumed to be the foundations for them to be aware of “how 

to be”, “how to act”, as well as “how to understand” the professional roles attached to them and where they are in the 

society (Sachs, 2005). Zare-ee and Ghasedi (2014) clarified this concept as how teachers define their own roles at work 

and integrate those with other personal and social roles, especially when they regard to themselves as teachers. Teacher 

professional identity also connotes various “cultural and social roles” that language teachers activate while interacting 

with their learners in a classroom environment (Richards, 2011).  

Teacher Professional Identity Formation 

 Compared to definitions of teacher professional identity, the formation of this identity appears to have yielded 

more research results. Beijaard, Meijer, and Verloop (2004) observed that there are two main goals of these studies: to 

describe the process of teacher professional identity formation of different groups of teachers and to paint the 

connection between teachers and surrounding factors while constructing teacher professional identity. 

Process. 

 Identity, as a general conception, can be formed through a continuous process in which one would interpret 

and reinterpret all the experiences of his life (Kerby, 1991). Professional identity is similarly shaped through the 

interpretation of a person’s strengths and experiences (Flores & Day, 2006).  It can evolve out of relations among 

teachers who interpret and associate meanings to daily actions, speeches, and manners in changing social situations 

(Dillabough, 1999). 

Researchers had found that an English teacher’s professional identity is constructed in a complicated and unique 

process (Antonek, McCormick, & Donato, 1997), which is not short and fast at all (Mawhinney & Xu, 1997). Tickle (2000) 

asserted that the formation of teacher professional identity is a continuous process in which both the commonly agreed 

conceptions, which are held by the society, of what a teacher should do and the way a teacher views himself 

professionally and practically will pose great impacts. Tsui (2007) regarded language teacher professional identity 

construction as a sophisticated process, which is closely related to the negotiation of meanings, competence, and 

participation. This relationship can lead to conflicts in identity; consequently, innovations in various aspects will appear 

as solutions.  

Some researchers have identified differences at key stages of a teaching career. Among these stages, early years in the 

“life circle” of a teaching career are viewed as an essential step which decides whether a teacher will survive, discover 

new things (Huberman, 1989) or gain knowledge about the self (Featherstone, 1993). After this period, teacher 

professional identity starts to stabilize and can be developed further by reviewing and refining previous teaching skills 

and experiences (Gardner, 1995). 

Influential factors. 

It has been observed that professional identity is constituted by both important and trivial factors, ranging from 

“personal, professional and contextual” ones (Rus et al., 2013). Zare-ee and Ghasedi (2014) claimed that the formation 

of professional identity is influenced by conditions both in and out of the classroom. Within the classroom it is important 

to know whether the teacher and his students think he is successful. Stepping out of the classroom, if the teacher has 

his own family or another job, it can also affect his professional identity. Regarding the former environment, the scale 

of the teaching context (Goodson & Cole, 1994) and classroom practice (Coldron & Smith, 1999) are so important in 

shaping and demonstrating a language teacher professional identity that later on a teacher’s professional identity will 

reflect all of these contextual factors (Coldron & Smith, 1999).    

Teachers also have to incorporate many types of knowledge including knowledge of influence, human relationship, and 

subject matter (Beijaard, Meijer, & Verloop, 2004). Furthermore, thanks to practicum period, cooperation, supervision, 

and English teaching narratives, teacher professional identity can be built (Said, 2014). University training and practical 

work experience are of equal importance, as argued by Trede, Macklin, and Bridges (2011). Moreover, personal 

biography (Richards, 2011; Beijaard, Verloop, & Vermunt, 2000) as well as culture, age group, and gender (Richards, 

2011) pose great impacts on the process of teacher professional identity formation. 
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Implications in Teacher Training Education 

According to Richards (2011), teacher training programs include not only discovery of necessary skills and knowledge 

but also the perception of who a language teacher is and what he is supposed to do. An understanding of how teacher 

professional identity is constructed is crucial to the process of training teachers; as a result, a better curriculum can be 

developed if professional identity becomes one of the main focuses in teacher education (Oruc, 2013). Sharing the same 

idea, Bullough (1997) claimed that teacher training should begin with exploring teacher professional identity, and a 

complete awareness of this topic could strongly support building the curriculum for teacher education programs 

(Beauchamp & Thomas, 2009). Lecturers should create conditions for students to find out more about themselves and 

their professional relationships with contemporaries (Barrow, 2006). In addition, pedagogy university students should 

be given opportunities to reflect on their own experience (Hunter, Laursen, & Seymour, 2007; Peel, 2005) as well as 

provided with guidance from mentors who are aware of their instructive roles (Hunter, Laursen, & Seymour, 2007). Not 

only implications mentioned above but also students’ mere attendance in teacher training programs can greatly benefit 

their professional identity formation (Chapman & Pyvis, 2006). 

Conclusion  

 Teacher professional identity, despite being a novel research area, has proven to be beneficial in various 

educational aspects. Language teachers whose professional identity is firm and strong are more likely to feel confident 

and satisfied with themselves and their teaching career. Moreover, their relationships with external environmental 

factors can be well balanced.  
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Hiep Duc Pham, Linh Doan Nguyet, Linh Do Thuy, VNU 
Title: Developing student teachers’ approaches to group teaching and learning in placement learning 

Abstract: 

The purpose of this research aims to develop teaching methodology of pedagogical students through small-group 

teaching practice in group of 4–5 students. All activities that have been conducted by researching the lesson to advance 

the teaching method of students are: (1) setting goals: identify specific student needs and formulate curricular goals, 

(2) plans: develop lesson plans; devise data-collection strategies; rationalize the approach; anticipate students’ 

responses, (3) implementation: one or two members of the team teach the public lessons in high schools where 

students from University of Education have placement learning, while other members observe and collect data, such as 

video documentation and working samples, (4) debrief: analyze collected data; discuss about students’ learning, 

teachers’ teaching, relative pedagogical content learning. We used Kobo software and Maastricht-Peer Activity Rating 

Scale in order to observe and evaluate the teaching – learning activities in small group of students. The results show 

that using reflection thinking while teaching by small group would help students to improve their teaching methods 

more efficiently. 

I. Introduction 

1. Group- teaching  

In developing approaches to group teaching and learning in placement we used the practice of teaching in small 

groups of 4 or 5 student teachers. Small group teaching offers student teachers opportunity to discuss and refine their 

understanding of complex issues, to solve problems, to apply their knowledge to new situations, and to reflect on their 

attitudes and feelings. 

Fisher and Ellis (l990) emphasize that most of the definitions of a group indicate the sharing element among 

members as the key factor which defines the existence of a group. This sharing element can be greatly influenced by 

the group dynamic or climate of the group.  

The structure of the group is another defining element ‐ the roles, norms, values and power relationships that 

influence the behavior of group members and tie them to the group, providing the 'glue' of group structure. The 

structure of a group can influence the level and success of interaction in a group.  

Small group work involves a high degree of interaction. The effectiveness of learning groups is determined by the 

extent to which the interaction enables members to clarify their own understanding, build upon each other's 

contributions, sift out meanings, ask and answer questions.  

2. Lesson study 

The aim of lesson study, a teacher-driven form of professional development that originated in Japan, is to improve 

instruction and advance student learning. Lesson study focuses on collaborative planning, teaching, observing, and 

debriefing of live lessons (Lewis, Perry and Murata 2006; Stigler and Hiebert 1999). In some cases, lesson study also 

involves additional debriefing of the lessons in preparation for teaching them a second time (Lewis 2002). 

Using the five-step lesson study process, the student teachers planned, taught, and evaluated their lessons. The 

five steps in this process are the following: (1) the student teachers co-plan a lesson; (2) a student teaches the lesson; 
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(3) the student teachers debrief (and usually revise) the lesson; (4) another student reteaches the lesson; and (5) the 

student teachers debrief the re- taught lesson.  

3. Peer evaluations  

Research on student performance in lesson study is often based on student teachers’ self-evaluation and the 

validity and reliability of self-evaluation is not optimal (e.g., Eva 2001). Yew and Schmidt (2009) also argue that data 

gathered from observations instead of self- evaluations is preferable, because it allows you to be as close to the learning 

activity as possible. Peers might have a more accurate picture of the how student teachers perform during tutorial 

meetings. There are two possible explanations for this (Eva 2001). Firstly, student teachers see their peers intensively 

(twice a week for period of 8 weeks) and secondly, each student is evaluated by multiple peers. Therefore, one judgment 

about an individual student consists of multiple evaluations.  

II. Methodology 

1. Questionnaire design 

We used a questionnaire for two objectives: 1. pedagogical student teachers and 2. lecturer at University of 

Education and teachers in high schools. We used the same questionnaire format following a Likert scale to assess the 

agreement level of our objectives on several issues related to implementation of lesson study in placement learning. 

We asked our student teachers, lecturers and teachers about three main problems: (1) how do they agree to apply 

lesson study to placement learning; (2) how they perform lesson study in their placement-learning period; (3) what do 

they need to do to make lesson study more effective in placement learning. With objectives as student teachers, we 

asked for their perspective on suitability of peer evaluation in placement learning in order to evaluate lesson study 

activities. We also used an open question to take any recommendation or suggestion to improve the effectiveness of 

lesson study in placement learning. 

Lesson study was used not only to enhance teaching skills but also critical thinking. “Lesson study” as a term used 

in our questionnaire is understood to be a means of improving the student’s ability in pedagogical practice. The student 

teacher group works together to design a lesson plan, organize observations of each other, discuss observed elements 

in lessons and give feedback on the impact of lessons, questions asked, duties and so on. The student teachers will then 

learn from this experience and adjust the plan, content and method of teaching so that the lesson is taught better.  

2. Samples  

The study was conducted within the University of Education and with eleven high schools which our university 

has cooperation with in placement learning, including 20 lecturers, 11 high school teachers and 150 student teachers. 

III. Results  

1. Agreement level on implementation of lesson study in placement learning 

In order to examine the agreement level, we asked whether they were excited to carry out lesson studies with 

others, or not. Besides, we asked them whether we should apply lesson study broadly not only for practicing to improve 

competency of pedagogical student teachers but also in teaching in high schools. 
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The majority of lecturers, teachers and student teachers agreed that the lesson study should be applied broadly 

in not only placement learning but also in teaching in high schools. This result is reasonable and comparable with the 

results of examining excitement of lecturers, teachers and student teachers on the implementation of lesson study. 85% 

of lecturers, teachers and 91% of student teachers felt very excited to try lesson study with their colleagues. 

2. Performance of lesson study in placement learning 

In order to examine the performance of lesson study in placement learning, we asked lecturers, teachers, and student 

teachers how much they contributed and exchanged ideas, discussed with others their aims to improving lessons, and 

their opinions on the role of lesson study in developing teaching skills and critical thinking. 

There was similarity between lecturers, teachers group and student teachers in idea contribution and discussion after 

lessons. Both groups show their agreement (lecturers, teachers group: 78%; student teachers: 72%) in idea exchange 

and lesson discussion. Lesson study is integrated naturally in teaching and learning activities of lecturers, teachers and 

student teachers. 

On the other hand, both lecturers, teachers group and student teachers group are not so sure about the benefit 

of lesson study – teaching skills and critical thinking within the scope of this study. 85% of lecturers and teachers; 78% 

of student teachers chose “maybe” when responding to a statement of lesson study being useful in this developing 

teaching skills and critical thinking. 

56%32%

5%
7%

Agreement level of lecturers, teachers on 
implementation of lesson study

Absolutely agree Agree Maybe Disagree

25%

73%

2% 0%

Agreement level of pedagogical students on 
implementation of lesson study

Absolutely agree Agree Maybe Disagree
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3. What would make lesson study more effective in placement learning 

We also examined whether peer evaluation is suitable for assessing lesson study. 89% of lecturers, teachers and 

83% of student teachers agreed to apply peer evaluation to assess the effectiveness of lesson study. They are all aware 

of the importance of peer evaluation in evaluating the process of lesson study.  

Both lecturers, teachers group and student teachers showed their agreement on seeing observations and 

checklists as the two most suitable forms for assessing lesson study (100% on both groups for observation; 65% on 

lecturers, teachers group and 93% on student teachers group for checklists). Evaluating through direct evaluation seems 

to be the most effective assessing form for lesson study. 

IV. Conclusion 

We believe our study shows that the ‘lesson study’ can be a highly effective approach in developing teaching 

practice under the small group settings. 

It creates the autonomy and flexibility in designing lectures as well as creating valuable opportunities for student 

teachers to collaborate and train critical thinking skills for student teachers.  

Further studies into this area might include the use of reflective software (such as Kobo) to observe and 

contribute to student activity during time of teaching practice and to further apply peer evaluations to make the lesson 

study evaluation process even more effective. 
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Tan Huynh, Hanh Luu, Thuy Phan, Nguyen Tat Thanh University, Vietnam 
Title: An exploratory inquiry of healthcare students’ practicum experience with a digital critical reflection tool 

Abstract: The aim of this pilot research is to explore the effects of an App designed by Birmingham City University on a 

small group of healthcare students’ critical reflection levels before testing it on a larger population. Two groups of 5 

healthcare students from the faculty of Pharmacy and faculty of Nursing in Nguyen Tat Thanh University were sent to 

different departments of different hospitals in Ho Chi Minh City. Qualitative data was collected in the forms of pictures 

and videos that students took during their practicum. The students then tried to critically reflect on these pictures and 

videos in comparison with what they have experienced in class based on six observation categories: Teacher and 

Teaching, Learner and Learning, Environment and Learning spaces, Equipment, Observers and Observations. The 

students’ work was then collected and analyzed. The results show that the App has considerable impacts on students’ 

critical reflection thinking in that it promotes the subjects’ critical evaluation of their experience in terms of the 

observation categories mentioned above. The ‘Learner and Learning’ and ‘Observers and Observations’ received the 

most data while ‘Environment and Learning’ received the least, probably due to students’ fear of violating ethical 

guidelines. The students approved of the App’s efficacy in providing them with opportunities to express their personal 

thoughts and feelings as well as improving the tutorials with their clinical instructors at NTTU about their experience 

during the practicum 

Keywords: Critical reflective method, student centered learning, Vietnamese contexts, employability.  

 

INTRODUCTION 

The ultimate goal of education is to generate professionals who can transfer classroom knowledge into real-world 

practice. However, it is difficult for educators to complete this task as the real world’s nature is rather complex and 

dynamic. Practitioners will have to face new, different problems frequently and as a result, are expected to come up 

with their own analysis of the situations for there are no ready-made solutions on which they can rely (Schon, 1987 

cited in Wong et al., 1995, p. 48). Critical reflection has been noted in literature as an important attribute to help learners 

bridge this gap between theory and practice by improving their rationality and self-awareness (Fook and Gardner, 2007, 

p. 143). The need to provide students with critical reflective practice is of growing importance particularly to healthcare 

education whose practitioners should be prepared to deal with complex and changing patients, healthcare problems, 

technological advances and healthcare systems (Mann, Gordon and MacLeod, 2009, p. 596).  

The purpose of this pilot study is to explore the impacts of an App developed by Birmingham University on healthcare 

education’s undergraduates’ reflective abilities at Nguyen Tat Thanh University’s faculty of Pharmacy and Nursing.  

LITERATURE REVIEW 

The literature of critical reflection has witnessed the introduction of multiple definitions of critical reflection since the 

term was first introduced by Dewey (1910), from reflective thought, to tacit dimension, reflection-in-action and 

reflection-on-action, experiential learning, and finally transformative learning. Despite the differences in terminology 

and definition, there has been an agreement among scholars that experience plays an important role in the reflection 

process. However, experience alone is not the key to critical reflection. It is the ideas and activities learners have in 

relation to that experience that decides whether critical reflection happens or not. 

Polanyi (1967, p.4) added that ‘we know more than we can tell’, i.e. the skills, ideas and experiences in our minds that 

are difficult to be verbalized (i.e. tacit knowledge) can sometimes become explicit under the influence of reflection and 

be used to construct new knowledge. Schon (1983) distinguished reflection-in-action from reflection-on-action as two 

distinctive forms of reflective thinking by stating that the former occurs during an experience to improvise and reflect 

on the practitioner’s behavior as it happens (p. 68) whereas the latter happens after the experience finishes to review, 

analyze and evaluate what happened and come up with what should be done next time (p. 26). Boud, Keogh and Walker 

(2013, p. 37) assumed that emotions play a role in the reflection process by affecting how practitioners respond at the 
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initial stage of the process. Mezirow (1990) went one step further by discriminating critical reflection from reflective 

action and non-reflective action. Non-reflective actions are defined as ‘thoughtful actions without reflection’ while 

reflective actions are the ones that aim at answering the question ‘What am I doing wrong?’ – short pauses in the 

decision-making process (p.2), which seems to share some characteristics with the notion of reflection-in-action. Critical 

reflection is assumed to be at a higher level than reflection as it includes validating one’s presuppositions (p. 2).  

Believing that critical reflection can be taught and enhanced, educators have also employed a variety of tools to guide 

students to practice the skill in classrooms. Reflective writing tools includes statements, essays, diaries, logbooks, 

portfolios, journals and extended technologically-oriented online versions such as e-portfolios, e-journals, and blogs 

(Tsingos-Lucas et al., 2016, p.2).             

RESEARCH DESIGN 

This is a qualitative study using data collected via forms of photos and videos taken by healthcare students using an App 

developed by Birmingham University during their clinical rotation in healthcare settings and laboratory at NTT 

University. The collected data was then processed by the authors and divided into 4 different themes: learners – 

learning, observer – observation, teacher – teaching, and environment – learning spaces 

RESULTS AND FINDINGS  

Teachers – teaching:  

Students all agree that their preceptor at their clinical site was very helpful and enthusiastic with their career. The 

provided teaching was thorough and easy to follow for the students. 

Learners – learning:  

In most of the skills, the students agreed that what they have learnt in class is similar to what they see in their clinical 

settings. However, the students also point out things that are different from the theory taught in classroom, often 

caused by not having enough time to spend with every patient.  

Environment – learning spaces:  

The students all agreed that their clinical site promotes a good learning environment. The facilities and equipment are 

adequate to ensure learning and teaching occurs smoothly.  

Observers – observation:  

The students said that they have observed many skills and all mentioned skills were performed in line with how students 

learnt in their classroom. 

Through these themes, it is appropriate to see that the app was helpful in capturing moments that could be used for 

critical reflective purpose. When the traditional approach was in place, it is often that the students forget what they 

would like to share with the instructors at the university because their rotations go on one after another. Then things 

are just let go. With this app, the students can post on the internet right away or save them in their phone or camera 

for a suitable moment that they can discuss with their instructors.  

CONCLUSION AND RECOMMENDATION 

This pilot study shows that students competing the activities using the App were reflecting. The App is worth 

consideration by teachers who want to create opportunities for students’ critical reflection. There are a few suggestions 

for future research and use of the App: 

First of all, even though students showed some evidence of critical reflection through the captured activities, it wasn’t 

clear to what extent the App could facilitate students’ critical reflection. Does the App enhance or do nothing to 

students’ reflective abilities? Perhaps a pre-study and detailed criteria to assess students’ reflection may answer the 

question.  

Secondly, more attention and practice should be paid to students’ use of the App to reflect on their clinical experience. 

As indicated by the results, teachers should help students overcome the barriers of ethical guidelines and the fear of 
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disappointing their teachers. Teachers should also emphasize the importance of coming up with future actions as these 

are critical for students’ profession in the future. 

Thirdly, it may be a good idea to create a forum for students to share and comment on one another photos. This will 

provide students with more prospect to reflect, not only from their own perspectives but also from their friends’ points 

of view. Learning will become more interesting, familiar and interactive as it is similar to what students often do on 

Facebook. 
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Title: Developing student teachers experience through critical reflection on placement 

Abstract: 

Critical reflection shows a great potential in enhancing professional practice, a vital part in training courses of students. 

Especially, critical reflection has a capability to be applied for teacher students who completed placement to reflect and 

share their own experiences, including personal feelings and challenges they faced during their placement. Sharing the 

idea of Johns and Freshwater (Transforming Nursing Through Reflective Practice – 1998) who valued reflective practice 

as a mean of learning, this paper aims to identify and analyse the ways teacher students have dealt with the incidents 

during their placement by utilizing critical reflection methodology and combining with the data of about assessment of 

students after placement. The results of this study and data collected by Department of Training and research of other 

lectures at HCMC University of Education can be considered as informative resources and insight to value and reform 

curriculum and teaching methods at the university in order to help future teacher students to have better preparation 

for their placement and future career. 

Keywords: critical reflection, placement, assessment, student teachers 

 

1. Introduction 

Critical reflection shows a great potential in enhancing professional practice and can be considered as a vital component 

of teacher training courses. In the context of teaching placements, critical reflection can act as an important lens through 

which students can share, explain, justify and compare their experiences.  

The aim of this study is to apply critical reflection process to identify and analyse the ways student-teachers have dealt 

with incidents during their placement. This data, combining with assessment of students after placement collected by 

the Department of Training at HCMC University of Education, can produce an informative resource about placement 

for teacher training programs. The findings of this study might contribute to a better understanding of students’ 

placement experiences and then inform future curriculum improvement in teacher education courses of HCMC 

University of Education. 

The notion of critical reflection has repeatedly been discussed in literature on teacher education (Brookfield, 1995 & 

2000, Freese (1999), Loughran (2002).  

Dewey and his work (1933) can be seen as the pivot to the development of our current notions of reflection. Dewey 

defined reflection as “the active, persistent, and careful consideration of any belief or supposed form of knowledge in 

the light of the grounds that support it and the further conclusions to which it tends”. 

Van Manen (1991a) agreed that reflection is an experience that distances itself from situations so one can think about 

the meanings and consequences of their actions. Hence, reflection, by definition, is also often referred to as reflective 

practice. 

Since the seminal work of Donald Schön (1983, 1987), many models for understanding the process of reflection have 

been suggested, for example, Korthagen & Vasalos (2010), Noffke & Brennan (2005). O’Leary (2017) in introduced his 
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framework for the process of collaborative observation in which the concept of reflection plays as a key activity during 

teacher development process. 

 

Figure 1. Collaborative observation cycle (O’Leary, 2017) 

It is obvious that critical reflection plays a key role in a cycle of effective learning to concrete new experience. This 

concept, therefore is widely applied in educational research, and specifically applied in this study. 

2. Methods  

2.1 Participants and context 

A group of 6 student-teachers in a chemistry teacher education program (three male and three female students at an 

average age of 22) took part in the study. These student-teachers had finished their teaching practicum at high schools 

and volunteered to participate in the study. 

Participants were guided to use the concept of critical reflection to retrace their placement experiences.  We used a 

questionnaire to study problems which these student teachers faced during their placement time on three main issues: 

(1) how they apply knowledge and methodology taught at university on their teaching at high schools and how 

successful the lessons were; (2) how they solve unexpected problems occurred during their practicum and if they had 

a chance to resolve the problem they would use the same solutions or not and why; (3) what skills/knowledge/methods 

should students be taught to be well-prepared for their placement period.  

Our objectives are to use their reflection of training experience at high schools to evaluate knowledge and skills which 

lecturers have been teaching. We also aimed to listen to their comments and suggestions to improve teaching quality 

and effectiveness at HCMC University of Education. 

Students were asked to provide documents they had created including practicum handbook, lesson plans, and other 

plans for their extra activities with high school students during their placements. They were also asked to show photos 

and reasons why they took each photo they had taken on that period of time in 5 themes: Tutors and teaching; Student 

Teachers and teaching; Learners and learning; Equipment and Learning spaces; Materials of Student Teachers for their 

placement.  
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2.2 Data collection 

Data gathering was conducted in three phases: 

2.2.1 From student-teachers 

We gathered student teachers who provide us data for a group reflective discussion. The group discussion focused on 

analyzing the materials student-teachers provided and problems they faced on their placement period in relation to 

reflection. Activities in this meeting were recorded in text and photos and brought together for data analysis later. 

The student-teachers were requested to state their thoughts when they saw the photos and the owners of the photos 

to share the reasons why they took photos. The whole group then confirmed whether the photos could clearly present 

the situations/memories. After that, we raised problems student-teachers had during their placement and asked the 

whole group to discuss for solutions. Then we discussed with them about the solutions they chose and asked the owners 

whether they thought these ideas were better than theirs and apply them for similar situations in the future. Students 

were also asked what resources, knowledge, support and skills they thought student-teachers needed to solve these 

problems. 

2.2.2. From Placement Review and Placement Preparation Workshops  

Information about results of all students on placement of school year 2016-2017 were collected. We wrote down 

comments of school governors (employers), and mentors about some students including some aspects of knowledge 

understanding, communication skills, performance. 

2.4. Data Analysis 

Criteria of teaching practice and pedagogical practice for student teacher placement were investigated and compared 

with the assessment results and comments of students.  

3. Results and Discussions 

The results showed that although all students participating in this study got an A grade after their placement, 5/6 

(83.33%) still faced problems on their practicum. For university scale, 94.85% of students completed their placement 

with A grade.  

Some of the criteria used to assess student performance were considered to be blurred for evaluation. The research 

also exposed a need of students in timely problem-solving consulting.  

More details in results, explanation and discussions will be announced in full-text version.   

4. Conclusions  

This study indicates potential of student-teachers for applying reflection when analyzing their experiences on 

placement.  

We think that student teachers need to be trained more efficiently by experienced educators and to practice problem 

solving for situations related to schools and students during their placement.  
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In order to offer student teachers timely support, university should contact students and mentors more frequently 

during placement to grasp their difficulties.  
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Abstract: 

This presentation will explore my experience of using simulation as a teaching and learning strategy in a 

Year 1 module with undergraduate students studying to be Children’s Nurses. 

Simulation is a valuable tool that encourages the development of clinical and professional skills and allows students to 

explore increasingly complex scenarios within a secure and supportive environment. The simulation session consists of 

two scenarios. The first is ward-based and focuses on a deteriorating child providing the students with the opportunity 

to practice assessment skills, early recognition of problems and clinical decision-making within their scope of practice. 

The second is community-based and centres on a mother and baby who is failing to gain weight. The students are able 

to practice clinical skills but more importantly they are faced with the challenge of initiating difficult conversations and 

demonstrating an empathic and non-judgemental approach in their communication. The need for effective 

communication and team working are essential features. Following both scenarios, the students are debriefed by an 

experienced lecturer so that the learning is identified and the students are facilitated to critically reflect on their 

performance. 

Simulation has proven challenging in managing group sizes, resources and staffing however it has also been interesting, 

stimulating and satisfying experience for myself as well as a positive learning experience for the students. Simulation is 

an essential part of the nursing curriculum in preparing students for the demanding role of the nurse in caring for 

children and their families in an increasingly complex health care system. 

Keywords: undergraduate nursing; children’s nursing; simulation; reflection 

 

Introduction: 

The experiences, from the perspective of a lecturer, of using simulation as a teaching and learning strategy were 

explored. The simulations were conducted in a first year, Level 4 module with undergraduate students studying to be 

Children’s Nurses.  

Simulation is a valuable tool that encourages development of clinical and professional skills and allows students to 

explore increasingly complex scenarios within a secure and supportive environment. ‘Simulation’ covers the range of 

teaching and learning strategies from case studies, skills teaching, on-line activities and use of mannequins in 

increasingly complex scenarios (Sanford, 2010). Use in nurse education is growing as it bridges the gap between 

classroom and clinical environment with the associated pressures of more acutely-ill patients and increased workloads 

for nurses (Griffin et al, 2016). Placement opportunities and quality of the mentorship are variable so simulation 

provides students with the opportunity to learn practical and clinical reasoning skills in a non-threatening learning 

environment without risk to patients (Zigmont et al, 2011). Clinical skills can be practised repeatedly without causing 

harm and immediate feedback contributes to increasing confidence and aptitude. As importantly, the use of simulation 

stimulates students to explore the evidence base and question their experiences of clinical practice.  

The Learner. 

Student nurses are adult learners and so certain assumptions are made about their learning; that they are self-directed, 

motivated and able to draw upon previous knowledge and experience (Zigmont et al, 2011). The challenge is providing 

the incentive for students to learn and this has to be perceived as relevant. There is significant diversity within the 

student group with students of different ages, social class and ethnicity however this provides a ‘rich resource’ within 

the group to draw upon (Zigmont et al, 2011). As a qualified nurse, my perspective is that the motivation to learn and 
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succeed should come from the students wanting to do the best for the child and family that they will be caring for but 

often the motivation is assessment-driven which may reflect the perceived theory-practice gap.  

The Experience. 

Students need to feel fully immersed in the experience so we have developed scenarios that draw on skills and theory 

that have been taught throughout the module so students feel connected to the task. 

The simulation session consists of two scenarios. The first is ward-based and focuses on a deteriorating child providing 

students with opportunity to practice assessment skills, early recognition of problems and clinical decision-making 

within their scope of practice so that they understand the boundaries and expectations of their knowledge and skills. 

The second is community-based and centres on a mother and baby who is failing to gain weight. Students are able to 

practice clinical skills but more importantly they are faced with the challenge of initiating difficult conversations and 

demonstrating an empathic and non-judgemental approach in their communication. The need for effective 

communication and team working are essential features. Following both scenarios, an experienced lecturer debriefs 

the students so that they critically reflect on their performance and identify their learning.  

Simulations take place at the end of the module and consolidate learning from the module and provide opportunity for 

the student to apply their new knowledge. It can be frustrating if they then appear not to have learned the content or 

are unable to apply it in a different setting. However, it is also satisfying to see successful application of knowledge and 

the support that students offer each other.  

The learning environment. 

For effective learning to occur a respectful and safe environment is essential so confidentiality and ground rules are 

emphasised at the start (ASPiH, 2016). Structured debriefing at the end of simulation is vital for identification of learning 

and an adapted Sim TRACT model (Gum et al, 2011) is used. It begins with the reaction phase where students discuss 

their immediate impressions and emotions including both positive and negative aspects of the experience. The analysis 

phase encourages students to recollect and deconstruct the experience enabling them to make sense of the experience. 

The consolidation phase emphasises integration and closure and considers how this new learning can be applied in 

practice.  

As a student nurse and when qualified, I was taught using the ‘see one, practice one, do one’ approach (Griffin et al, 

2016) so I have had to adapt to new ways of learning and teaching and one of the most challenging roles is that of 

facilitator. I have learned to let students make mistakes and not step in. Also, during debriefing there can be mixed 

emotions; frustration when students ‘blame’ the scenario for their mistakes rather than analysing their contribution 

and finding solutions. Conversely, I am proud of students when they demonstrate excellent team working, skills and 

communication. Most pertinently for me, simulations remind me that students are inexperienced, anxious and 

vulnerable therefore it is important to develop a rapport and provide structured, supportive feedback to promote their 

development.  

Challenges 

There are a variety of challenges associated with using simulation in the module. On a practical level, equipment is 

expensive and staff require training in using the mannequins.  We rely heavily on support staff for preparation of the 

mock ‘practice areas’ and for staff teaching. The equipment is not always the same as in clinical practice resulting in 

some students disengaging with the scenario. Four staff are needed per session and they need to be confident with 

facilitation.  

Scenario development requires careful consideration. Although it is not always possible to replicate the same feelings 

that are experienced in clinical practice, it is still essential to make the scenario come to life so that students can engage 

emotionally, physically and cognitively. Scenarios need to be realistic and the temptation to make them overly complex 

needs to be avoided. Scenarios also need to match available resources which can limit the scope. 

Simulations occur at the end of the module and there is a delay in implementing the new skills in clinical practice. The 

opportunity may not be available and new learning or the impetus for change and challenge may be lost. 

Conclusions: Moving forward. 
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Although simulation is used as a learning tool for students, the experience also stimulates critical reflection and 

evaluation for lecturers. At the end of each session, facilitators conduct their own debriefing but this needs to be 

formalised further to ensure that we capture our learning from the experiences and demonstrate application in our 

teaching and own professional development.  

Although it can be argued that simulation is not a replacement for ‘real world’ experience, proposed changes in pre-

registration nursing (NMC, 2017) support use of simulated practice and clinical practice to provide necessary experience 

for qualification. Nurses will be expected to undertake more complex skills that may not be appropriate to practice on 

children without some prior experience and confidence which can be obtained through simulation.  

Simulation has proven challenging on a practical level however it has also been an interesting, stimulating and satisfying 

experience for myself and a positive learning experience for the students. Simulation is an essential part of the nursing 

curriculum in preparing students for the demanding role of the nurse in caring for children and their families in an 

increasingly complex health care system.   
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Title: Working with the literacies for employability framework 

Abstract: 

This session will contribution to discussion of the interface between the university and workplace settings and in 

particular a new focus on employability that dominates the English context. The session will be of interest to colleagues 

from any discipline who have an interest in critical (re)readings of employability and practical ways of engaging student 

in ethnographic approaches to understanding workplace practices. The session might be of special interest to colleagues 

with an interest in professional or work-based learning or those seeking to embed experience of the workplace into 

otherwise academic programmes. 

This project discussed in this session is grounded in social theories of communication from Sociology and 

Education (New Literacy Studies (NLS) specifically, see for example Gee, 1993; Street, 1996) that understand literacy as 

a complex social activity embedded in domains of practice. These ideas recognise workplaces as domains that are highly 

distinctive and diverse contexts for literacy (rather than generic or standard) and that to be successful in particular 

workplace settings students must be attuned to, and adaptive and fluent in, the nuanced literacy practices of that 

workplace. However evidence suggests (Lea and Stierer, 2000) that HE students (and teachers) rarely experience overt 

teaching about literacy in general or workplace literacies in particular. This project developed a framework to scaffold 

and support this process across the disciplines. The framework is be non-discipline specific and builds on Lillis’ (2001) 

work on HE literacies and Pardoe and Ivanic’s (2007) work on Literacies for Learning in FE. It was developed with a group 

of student researchers drawn from a range of disciplines including Sociology, Law, Early Childhood Studies and Teacher 

Education. The framework is used through a digital app and supports students to investigate, analyse and evaluate the 

literacies of the workplace so that they can develop the understanding, attitudes and behaviours that they will need to 

be successful both in the short and longer term. Such an approach chimes with the recommendations of Pegg et al 

(2012) that employability is most effectively developed through a focus on more expansive, reflexive approaches to 

learning and through “raising confidence…self-esteem and aspirations’ (2012:9). 

The L4E framework provides richer, more dynamic ways of thinking about employability beyond a static skills model, 

supports work-based learning and employability for students working across the disciplines and helps students to 

develop meta-understandings of literacy in ways that will benefit their successful participation in the everyday literacy 

practices of HE learning. Our evaluations identify that working with the 

L4E framework has a number of positive impacts for both students and tutors. 

Students are enabled to: 

• understand employability as a dynamic, lifelong concept 

• investigate, analyse and describe the literacy practices of workplaces 

• practice workplace literacies in structured contexts 

• make contributions that add value to employers 

Tutors are enabled to: 

• co-investigate workplace literacies with their students 

• provide a meta-narrative of workplace literacies 

• embed overt instruction of workplace literacies into curriculum design 

L4E offers a novel and innovative approach to the development of employability skills by offering students 
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(and tutors) new opportunities for meaning making about employability. This session offers a hands-on opportunity to 

play with the L4E framework and to consider how it might be useful in new contexts. A variety of case-studies, resources 

and free-downloads will be shared and explored and colleagues will be invited to trial the materials in their own context 

and to continue the conversation by uploading their own experiences to the project wiki. 

Introduction  

This presentation reported on the use of an innovative summative assessment for Early Years students which 

encouraged them to reflect more critically on their work placements. Early Childhood is an applied subject area in which 

effective application of academic knowledge and skills into practice is key to students’ professional and employability 

development.  

Placements are often the most challenging area for our students’ learning. As the majority of early Years students on 

this programme come straight from school, they tend to have little work experience and limited understanding about 

professional practices.   It is therefore crucial for them to undertake quality work placements.  However, practical 

experience of work is not enough, as graduates they also need to develop the ability to critically reflect on their 

placement experiences so that they can fully contextualise and appreciate what professionalism and professional work 

in Early Childhood settings mean to them. 

Background to this case study  

In their second year, as part of their Early Years’ degree, approximately 80 students in the School of Educational and  

Social work at  Birmingham City University (BCU)  undertake a compulsory professional development module which is 

assessed through the production of   an e-portfolio which offers critical reflections on the placement.  Students are 

assessed on their ability to be a reflective practitioner, and the range of skills they possess as a member of community 

of reflective practitioners.  The e-portfolio consists of three main parts:  

1. A current Curriculum Vitae and a Skills Statement, an action plan (on personal, professional, and academic 

development) and an end of year review of the action plan. 

2. A report on the role of the reflective professional identities drawing upon models of reflection and theories on 

leadership and management in Early Years Settings. 

3. A reflective examination on aspects of the placement experience through the use of reflective grids. 

The assignment tasks seek to address the following key areas of development:  

 Student employability  

 Professional learning and development  

 Developing reflective communities of enquiry  

 Critical evaluation of professional  practice  

 pedagogic innovation 

This paper focuses on the final element of the assessment namely the production of a series of reflective grids. The 

grids, which were essentially nine-boxes (see Figure 1 below) created an innovative approach for students to examine 

and to reflect critically on the professional working environment they experienced whilst on placement.   The central 

box allowed the students to upload an image or example of something on the placement that exemplified a key aspect 

of their placement experience.  The other eight boxes contained prompts, developed by their tutors, to help the 

students reflect on that aspect of their placement experience.  The grids had been developed as part of an earlier 

employability project carried out at BCU called ‘Learning for Employability’ (L4E).   Figure 1 below  shows how the grids 

were adapted for use in the early years programme under consideration here.  



29 
 

 

Figure 1: Example of grid used for Placement assessment.  

The decision to adapt the L4E grid for use on the Early Years placement module assessment was made because the 

course team wanted their students use placements to help contextualise and evaluate what professionalism and 

professional work in Early Childhood settings meant to them.  The grid content was created with a learning-developer 

researcher working closely with the teaching staff working on the placement module.  Together they identified the 

following problems with the previous placement journals:  

 Too much description in their narrative accounts of placement  

 Lack of critical evaluation 

 Failure to use theory to contextualise and evaluate the professional practice students experienced on 

placement  

 An inability to evaluate their own experiences of professional practice on placement 

To try and tackle these problems the reflective grids were designed to encourage the students to articulate a structured 

critical understanding of their placement workplace and their place within it as a reflective practitioners.  For the 

assessment, the students produced grids focusing on 3 out of 4 topic area, namely: team-building, inclusion, 

multiagency working and policies. These areas of focus were then captured and reflected upon   through the reflective 

grid templates which students could use out on placement to help scaffold their critical and evaluative observations and 

reflections on the placement environments they were working in. 

 

Delivery and monitoring of the grid assessment   

The grids are introduced to the students early on in the academic year before they go on placement.  They are given an 

opportunity to explore how other students have utilised the grids and get a chance to think about how they might use 

them themselves. During the module students have two further opportunities to acquire formative feedback on their 

responses to the grids, after they have completed their placements,   from their tutors before their summative 

assessment submission. The flexibility of the e-portfolio means that the tutors and the students can keep discussing and 

adapting the content of the various grids to reflect their experiences and observations as they progress through the 
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module.  Whilst the portability of the grids allows students to carry out their reflections in real time rather than waiting 

to the end of their placements. 

Feedback on the grids  

Each year since the team has used the grid they have collected feedback from the students.  Overwhelmingly, the 

responses have been positive.  As the section below indicate how the grids did help with structuring students’ placement 

observations:  

“It was helpful having the questions [on the grids] to guide us through the topics, this ensured all parts of the 

topics are covered and nothing is missed.” 

“the questions gave prompts and helped with what information I needed to gather from my placement.” 

However,  they also helped the students to critically reflect: 

“[the grids] made me focus. Bringing reflection into my practice in an unbiased way. I was forced to be critical 

of the setting in a way I might have shied away from otherwise.”    

The staff were pleased that the grids helped the students to separate out he different aspects of their placement 

experiences in this way.  Finally the external examiner commented:  

“The particular teaching and learning strategy of using the grids has been developed this year and staff and 

students have risen admirably to the challenges of the same and developed a robust and professional format 

which illustrates the student experience and learning well”. 

It is clear therefore, from this Early Years case-study, which has now been running for three years,   that the reflective 

grids could be adapted and used for any programme of study where there is a placement component to encourage 

students to structure their observations more effectively and to become more critically reflective on specific aspects of 

their placement identified by their tutors. 

.   
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Nguyen Thanh Ly, Nguyen Phuong Huyen, Pham Van Thuan, Pham Thi Thanh Hai  

- University of Education, Vietnam National University, Hanoi 
Title: Developing new teachers practice through critical reflection on group work placement 

Abstract: Group work and leadership skills are one of the essential skills of 21st-century students. For students to 

develop these skills well, student-teachers and teachers need to be trained and practicing proficiency at schools. This 

study was conducted to show how the teaching of ‘group teaching’ in university was practiced and how this was 

developed in to practice at schools. The study is carried out in two phases: at VNU University of Education for 

observation to teacher-students’ classroom and students’ classroom at schools of primary/ secondary. The findings of 

the study are used to suggest guidance for good practice in leadership and management training courses in Vietnam. 

 

Key word: Group-work, Placement, Leadership, Teacher, Students. 

 

Introduction 

Education Managers as a practiced-based profession requires a both theoretical and practical learning. With classroom 

and field settings, the process of learning is critical for learners to develop their skills and improve the values, skills, and 

knowledge needed for the profession. Learning enables students to become competent and ethical professional 

education managers. From this perspective, learning impacts the whole educational process and is therefore considered 

as a long-term developmental and critical process, the purpose of which should be not only to inform, but also to change 

and transform (Dewey, 1997; Mezirow, 2000; Hager, 2005).  

Despite the critical importance of learning for learners’ future outcomes, too often educators and field instructors do 

not take the much-needed time to step back and reflect on ways in which learners learn and develop in classroom and 

field settings. In the field work practicum particularly, educators and instructors tend to focus more on the operational 

and task-oriented nature of learning. They also underestimate the value of critical reflection in student learning during 

the field experience. Being aware of how learners achieve their learning objectives however is of paramount importance 

to understanding the ways in which they learn about their professional role in the practice of education management 

and formulate their professional identities from field experiences.  

This study is based on the Education Management Diploma in Education University of Education – Vietnam National 

University of Education (VNU-UEdEMDE) qualification for Master of Education Management. This is a two-year, full-

time course, organized so that placements take up to 30% of course time in each subject.  Given that they are a 

significant component of education managers, it is imperative that the purpose and benefit of placements is clearly 

understood and articulated and that the characteristics and elements of successful placements are known and 

considered. This requires the analysis of critical questions. Three questions framed the research:  

1. Why is placement an important part of learning to teach? 

2. What are the essential experiences and opportunities which result in significant learning and professional 

development occurring during a placement? 

3. Are education management training placements currently delivering what is required for successful student 

learning and professional development?   

 

The Research Study  

This article reports on a research project with first year education management students. The placement undertaken 

as part of developing a more critically reflective pedagogy, asked students to write narratives about placement 
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experiences. The richness of these narratives makes them useful for developing a critically reflective process for 

application in practice teaching. 

An exploratory survey was used to investigate the effectiveness of critical practice. Participants’ responses to questions 

encouraged critical thinking. The survey was divided into two phases and focused on the following questions:  

- What reasons are identified for the importance of placement in the part of learning to teach? 

 -What are the main features that result in significant learning and professional development during a placement?  

- How successful is school placement to students’ learning and professional development?   

Phase 1 was carried out in the Master of Education Management class, at the University of Education, VNU Hanoi, with 

Phase 2 carried out at 2 high schools (one in Hanoi and one in Hai Phong City) where the learners work as educators in 

a number of roles. 

Findings and conclusion 

This study confirmed that the current practice of the participants is, to some extent, currently delivering what is required 

for successful student learning and development.  In doing so, it is meeting several of the key features of good practice 

outlined in the HMIE report (2005).  

Placement offers opportunities for learning and professional development which are not only best undertaken ‘in the 

field’, but need to be, since student teacher learning is situated and social. The student-teachers and teachers in this 

study highlighted the importance of a sense of belonging. This could so easily become marginalised due to the sheer 

volume of other, perhaps more measurable demands of a school placement. Yet this belonging to a new and sometimes 

alien environment is a significant contributor to student teachers’ professional development in general.  

The articulation and integration of communities of practice, school and university, is essential to the achievement of 

learning and professional development. To solve this effectively, partnerships must be close and complimentary with 

contributions from partners that are viewed as different but equally legitimate. The social constructivist approach, 

applied to all shareholders, could result in a truly collaborative approach, a joint enterprise to create new meanings by 

enabling a refinement and rethinking of professional practice. This would go some way towards meeting the suggestion 

of HMIE that those involved in teacher education should ‘clarify their roles and responsibilities in relation to all aspects 

of student teacher placements’ and ‘build on the successes’ (HMIE, 2005, p.8).No one partner can succeed alone. How 

this is to be achieved will be critical to future success and may be a contentious issue where funding is required or needs 

to be re-channelled. 

Successful learning by student teachers on placement in schools is heavily dependent upon social factors – belonging, 

participation, collaboration, and responsiveness, clear and successful communication – and, therefore, while practice 

by teacher educators must be orientated towards the social constructivist paradigm, it must also take cognisance of the 

affective domain and the emotional welfare of the learners. This is especially so in relation to mentoring. 

The partnership in schools between teacher mentors and student-teachers in this research was partly one sided for 

each partner, with students expecting to get a range of forms of support and feedback from teachers and conversely, 

teachers expecting to give a range. This suggests a need to develop a more democratic, collaborative model of learning 

within the mentor and student-teacher relationship and to empower both if the partnership is to be a mutually 

beneficial one. Since it is likely that schools will be given more responsibility to assess and mentor student-teachers in 

the near future, we must acknowledge that continuing professional development for prospective mentors is not an 

option. With opportunities to critically examine their diverse roles and how implementation of these impacts on the 

learners, this raises questions about the kinds of interpersonal and professional skills mentors require and whether one 

mentor can effectively fulfil all roles and responsibilities 

Our evidence suggests that some student teachers require longer periods of formative experience which must involve 

an appropriate mix of observation and collaborative teaching, in response to each student’s stage of professional 

development. These aspects should feature throughout later as well as earlier placements when student learning is 

deeper and more contextualised and when, consequently, they can draw more from observation and collaboration. 

While beneficial to all concerned, this may also enhance the model of mentoring by establishing productive and mutually 
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supportive relationships, through continued interaction and reflection. There is, however, a more comprehensive and 

beneficial mentoring model to aim for which establishes a community of enquiry.  This is underpinned by a supportive 

environment - ‘a sense of belonging’, as well as a commitment to ‘critical reflection and constructive engagement with 

others’  (Darling 2001, p8). The student teachers in this research clearly articulated their need for a sense of belonging 

and for dialogue that would aid their professional development. In order to achieve this desired outcome,  dialogue has 

to challenge and extend thinking.  
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Title: The value of the visual reflective journal in transnational design education in China 

Abstract: 

This paper introduces the idea of the ‘Visual Reflective Journal’ as an indispensable tool for the design student in the 

context of transnational education in China. It serves as a bridge for young design students between Chinese 

pedagogical approaches, to ‘Western’ curriculum and teaching methodologies. Design is perhaps one of the most 

challenging areas within transnational education in China stemming from a vastly different evolution of design ethos, 

theory and practice. My experience of education in the British and 

Chinese context has made me aware of the unique challenges of introducing a design curriculum born from one context 

into another. Disciplines such as architecture, photography and graphic design are inherently driven by processes which 

ask questions and require many iterative processes to reach an innovative solution (at least from a ‘Western’ 

perspective). Moon’s (2004) description of reflective thinking as ‘processes of relating, experimenting, exploring, 

reinterpreting from different points of view, or within different contextual factors, theorizing, linking theory and 

practice, ‘cognitive housekeeping’, etc.’ could also be interpreted as a definition of the creative process. The ‘visual 

reflective journal’ places the emphasis on independently driven processes rather than prescriptive outcomes. Using 

examples and extracts from student work at BIFCA in China, I will explain the role and the value of the visual reflective 

journal in transnational design education. 

References: 

Moon, Jennifer A. 2006. Learning Journals: a handbook for academics, students and professional development. (Second 

Edition. Oxon: Routledge.) 

Part 1: Challenges in Transnational Education in China 

Design education is perhaps one of the most challenging areas within transnational education in China. China has its 

own visual culture which differs greatly from a ‘western’ visual cultural context. Tang in ‘Visual Culture in 

Contemporary China Paradigms and Shifts’ (2015), states that Chinese visual culture ‘consists of many layers and 

movements and can hardly be reduced to a mirror image of American or some abstract transnational visual 

experience’ (p. 2). As with any transnational educational (TNE) institution, BIFCA has a unique set of challenges which 

relate to the inherent contextual differences between the UK and China and exist regardless of the programme 

subject or content. Students undertake a curriculum that has been developed for and in a culture vastly different to 

their own. The effectiveness of the curriculum in a new context therefore most certainly depends on suitable 

adaptation of both content and pedagogical practices to address the local context. On the contrary, what separates a 

TNE institution from its local competitors is its ‘Western’ curriculum and approach to learning and teaching, and in the 

case of BIFCA its international validation.(Helms, 2008) Therein lies a key challenge and opportunity that is central to 

TNE: Which aspects should be retained as distinctively ‘Western’ and which aspects require adaptation to be effective 

in their new context? 
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Figure 1. Balancing the curriculum content and pedagogical approaches in the context of TNE 

 

The contextual differences between the UK and China are complex and relate to differences found in society, 

language, culture, communication, politics, history, industry and commerce but to name a few. In relation to teaching 

and learning Helms (2008, p. 24) states ‘the pedagogical approach generally employed in Chinese classrooms centers 

around lecturing by the instructor and memorization and repetition on the part of students’. A large number of entry 

level students (level 4) at BIFCA are unfamiliar with pedagogical practices such as experiential and problem-based 

learning and independently driven tasks such as research. Students do not recognise the importance of work process, 

and asking questions of themselves, their teachers and their discipline is a new concept. The contrast in both the level 

and means of student engagement and participation between ‘Western’ and Chinese students is subtly illustrated by 

the designer Yang liu in figure 2 below.  

 

 

 

 

Figure 2. Pictograms representing ‘Western’(blue) and Chinese(red) students as illustrated by designer Yang liu in ‘East 

meets West’ (Liu, 2015) 

 

Regardless of the programme of study, students’ need to transition from an ‘instructed rote learning’ experience to a 

‘meaningful’ and explorative experience of learning that underpins ‘Western’ teaching and learning philosophies. This 
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transition from ‘A to B’, as illustrated in figure 3 must occur in order to enable students to fully engage with their 

programme and educational experience. While the students’ learning methods require adaptation, the curriculum and 

pedagogical practices in turn require tailoring to give students a staged exposure to the ‘Western’ way of teaching and 

learning.  

 

 

 

 

 

Figure 2. Transitioning the learning experience for TNE students in China 

Part 2: Reflection as integral to pedagogical practices and the design process. 

 

For design based programmes in TNE the aforementioned issues are even more prevalent. Disciplines such as 

architecture, photography and graphic design are inherently driven by processes which require students to ask 

questions in order to reach an innovative solution (at least from a ‘Western’ perspective). Reflection and critical 

evaluation is central to the re-iterative nature of design and this is embedded in module content and the overall 

programme design. Across the eleven module descriptors on the BIFCA/BCU BA (Hons) Visual Communication 

programme the word ‘reflect’ also in the form of reflection/reflective journal, appears twenty-one times. The value of 

reflection as a tool in the process of learning is widely accepted as is its value in the process of design. Moon’s (2006, 

p. 185) description of reflective thinking as ‘processes of relating, experimenting, exploring, reinterpreting from 

different points of view, or within different contextual factors, theorizing, linking theory and practice, ‘cognitive 

housekeeping’, etc.’ could be re-interpreted as a definition of the design process, as in figure 3 below. 
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Figure 3. Reflection as integral to the design process 

 

The connection between reflective practice and the design process was acknowledged by Schön in 1987 and remains 

relevant today. Schön differentiates between reflection-in-action’ and ‘reflection-on-action’ (Schön, 1987). The former 

refers to the re-iterative cycles of development during a design task whereas the latter refers to reflection that occurs 

when a final design artefact or project has been produced or completed.  

Part 3: The Visual Reflective Journal (VRJ) as a curriculum adaptation to bridge the gap between Chinese and ‘Western’ 

pedagogy 

The VRJ can enable students to tackle both the non-subject specific challenges that TNE in China presents and those 

challenges related more specifically to design based programmes. It places the emphasis on independently driven 

processes rather than prescriptive outcomes and encourages students to ask questions throughout the duration of a 

project and following its completion. Reflection in the design process involves finding the underlying meaning in the 

work produced with a view to using it to generating ideas or discovering something new. 
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Figure 4. Personal interpretations and visual reflections of place by He Mengfei 

 

Figure 5. Beginning a project through graphic representation of lateral thinking taken from Wan Jinping’s VRJ. 



39 
 

 

 

Figure 6. Personal logo development sketches abstracted from Luo Qiyuan’s VRJ.   

 

The VRJ is a kind of graphic note-taking. Students are encouraged to write short notes or words and graphically 

represent what they are thinking about rather than simply drawing what they see. It is a means for students to 

illustrate their reflections in a way that overcomes the language barrier that many students face.   

 

Figure 6. Excerpts from Zhang Yi’s VRJ. Zhang uses her earlier investigations (left) as a means to inform her later digital 

creations (right). 
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Recording involves flipping the pages of the journal forward and is primarily related to reflection-in-action. When 

students flip the pages back and consciously reflect on their work they are undertaking ‘reflection-on-action’. While 

the VRJ is independently driven, structured tasks are useful as a way to connect with the student’s previous more 

prescriptive or rote learning experiences. These tasks can be designed in a way that addresses challenges unique to 

Chinese students in the context of TNE. Figure 6 shows an example of a personal logo development, a task designed to 

encourage students to consider their skills, interests and personal characteristics, which should simultaneously 

encourage the development of a design identity.  

 

Tailoring the existing role of the VRJ within the ‘Western’ curriculum to address the Chinese TNE context involves 

balancing the ‘prescribed’ and ‘discoverable’ content to address the transition from exposition to exploration and rote 

learning to meaningful learning. 

 

References 

Helms, R. M., 2008. Transnational Education in China: Challenges, Critical Issues and Strategies for Success, London: 
The Observatory on Borderless Higher Education. 
Liu, Y., 2015. East meets West. Hohenzollernring: Taschan GmbH. 
Moon, J., 1999. Learning Journals: A handbook for Academics, Students and Professional Development. London: Kogan 
Page. 
Moon, J. A., 2006. Learning Journals: a handbook for academics, students and professional development. Second ed. 
Oxon: Routledge. 
Schön, D., 1987. Education the reflective practitioner, San Francisco: Jossey-Bass Inc. 
Tang, X., 2015. Visual Culture in Contemporary China Paradigms and Shifts. Cambridge: Cambridge University Press. 
 

 

 

  



41 
 

 

 

Ilana Pressick, BCU, UK 
Title: Transforming professional practice, perceptions and relationships through collaborative observation: child nursing 

as a case study 

Abstract: 

Classroom observations are perhaps most commonly associated with job-performance evaluations, often 

resulting in increased anxiety amongst staff and minimal impact on the development of teaching and learning. The 

HEFCE-funded project Improving learning and teaching through collaborative observation at Birmingham City University 

is markedly different from conventional observation practice. It reconceptualises and reconfigures observation as a 

method of inquiry, empowering students to play an active role in shaping their learning experience by openly discussing 

their experiences of teaching and learning with their peers and lecturers. The project is underpinned by the belief that 

improving student learning requires teachers and learners to co-construct a shared awareness and understanding about 

learning collaboratively. 

This presentation focuses on my experiences as a staff participant involved in child nursing case studies. 

During the course of my presentation, I will provide an auto-ethnographic account of my involvement in the project to 

date and how it has impacted on my professional self and practice as a lecturer, as well as my perception of my students 

and my changing relationship with them. 

 

Keywords: classroom observation, professional learning, student-staff relationships 

 

The title of my presentation is bold and understandably I expect scepticism especially as the process involves classroom 

observation.  For too long governments in England have viewed classroom observation as an essential tool for 

monitoring and improving teacher performance.  These purposes are incompatible when combined because classroom 

observations associated with monitoring often result in increased anxiety amongst staff with minimal impact on the 

development of teaching and learning (O’Leary et al. 2016).  The HEFCE-funded project Improving learning and teaching 

through collaborative observation at Birmingham City University broke away from the constraints yielded by traditional 

classroom observation model.  It reconceptualises and reconfigures observation as a method of inquiry, empowering 

students to play an active role in shaping their learning experience by openly discussing their experiences of teaching 

and learning with their peers and lecturers. The project is underpinned by the belief that improving student learning 

requires teachers and learners to co-construct a shared awareness and understanding about learning collaboratively.   

This presentation focuses on my experiences as a staff participant involved in the child nursing case studies alongside 

my colleague, Nathalie Turville.  The case studies took place during the delivery of a Year 1 / Level 4 module: Nursing 

Practice 1 (Child). This is the first module that is solely focused on Children’s Nursing and it is delivered following their 

first clinical placement so that they are able to reflect on their experiences and explore their learning needs further. The 

module introduces the students to the fundamental knowledge, skills and attitudes required of a Children’s Nurse.  

During the course of my presentation, I provided an auto-ethnographic account of my involvement in the project to 

date.  One of the key aims of my talk was to focus on how my involvement in the project has impacted on my perception 

of my students and my changing relationship with them, as well my professional self and practice as a lecturer.  During 

the presentation I gave a step by step account of the observational model used focussing on: 

1. Collaborative reflection 

2. Peer coaching 
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1. Collaborative reflection 

I believe teaching practice should be influenced by students and I was excited about reflecting with the students.  The 

Office for Public Management’s (2008) study of innovation in schools notes that students should be involved in 

developing, testing, evaluating and sharing ideas.  Our body of students are diverse with different academic and 

personal experiences.  Students are not only intellectual but also social and emotional beings, and all these dimensions 

interact to impact learning and performance (Mellon, 2009).  Getting to know our students as learners is simply too 

important to leave to chance and that the peril of not undertaking this inquiry is not reaching a learner at all.   

Learning is invisible so observing what happens in the classroom we have to rely on observable proxies for students 

learning.  Proxies observed during our observations include:  

• Students are busy 

• Students are engaged, interested and motivated 

• Students are getting attention, feedback and explanations 

• Students are able to answer questions about content taught 

Of course these proxies are all related to learning but it is quite possible for any or all of them to be observed without 

any actual learning taking place.   

During Cycle 1 our focus was very much on our facilitation of the session.  Our discussions with the students were very 

interesting and the students gave us a great insight into their own experience and what they observed, however we did 

not get an insight into their learning.  This could be because the students do not have the knowledge about their own 

learning nor the vocabulary to express their learning process.  We talked about different approaches used and the 

students really emphasized how a variety of teaching approaches are more enjoyable.  We discussed friendship groups 

versus mixed groups and although students prefer friendship groups they recognise this is not optimum for their 

learning.  Environmental factors played a big part in the students’ expectations from the session however they displayed 

great flexibility to adapt and embrace a new teaching style and bravery to participate and engage. 

The dynamics of our relationships started changing from the first meeting.  We were not their teachers and them our 

students, instead we were equal research participants all wanting to find out more about learning and teaching.  Our 

relationships only strengthened throughout the case study.  Students demonstrated an understanding and respect for 

the amount work we do and effort we put into a lecture.  We developed an understanding of the amount of stress and 

work students actually have whilst at university.  While students themselves are the most responsible for their own 

learning, we should also accept responsibility for getting to know our students.  There is something about the act of 

observation that changes how we perceive students and, as a result, actually reshapes our relationships with them. 

2. Peer coaching 

The discussions Nathalie and I had, were very reflective in nature.  Peer observation was used to stimulate and guide 

reflective teaching.  It is worth briefly considering the role that reflection plays in peer observations.  A major assumption 

is that critical reflection can trigger a deeper understanding of teaching.  The teacher, through structured activities, 

becomes aware of their own practice and analyses strengths and areas for development.  The ultimate aim is 

development, better practice and more effective learning.  For reflection to be truly transformative, it needs to go 

beyond description and narration and involve analysis and evaluation (Marcos et al. 2008).  Using coaching techniques 

learned for this study we guided each other to further analyse our own teaching and we also explored alternatives 

pedagogies together.  The peer discussions influenced and changed my practice.  Which in turn enhanced my self-

awareness and made me recognise the strengths of my own teaching and find solutions for problems.  Eddy et al. (2012) 

discuss how professional development activities such as sharing and reflection can reinvigorate experienced faculty.  

Peer observation also disproves the notion that teaching is a sole activity.  Having the opportunity to problem solve, 

analyse, and explore pedagogies with a colleague has changed teaching from a very lonely activity to an affable learning 

opportunity for me.  

Concluding comments 
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The cycle used encouraged the observer to act as an investigator, and the observation was a lens through which we 

could witness each other’s teaching and the student’s participation and engagement.  It allowed observation to be 

objective, constructive and permitted for sensitive planning and management, especially around the provision of 

feedback.  The process involved collecting information rather than evaluating performance.  Being involved in this 

collaborative observational study has changed my practice and this was influenced not only by being observed but by 

being the observer.  Students are at the heart of what we do and thus their involvement, their thought and views are 

very influential to my practice.  Ultimately this collaborative approach has informed and enhanced my teaching which 

in turn will enhance pupil learning (Pollard, 2010).  This observational tool has truly managed to break free from the 

constraints of performative lesson observation to redefine and reclaim it as a powerful tool for teacher growth.   
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Thanh Trung, Nguyen, Department of Philology in the Pedagogy University of Ho 

Chi Minh City 
Title: Professional Learning in organizing students’ activities of teaching Latin American literature in HCMC Education 

University – Linguistics and Literature department  

Abstract: This article presents the process of teaching Latin American literature at the Department of Philology in the 
Pedagogy University of Ho Chi Minh City with some features that are close to professional learning. The development 
of lecturers is promoted through classroom discussions usually stemmed from the latest researches published in 
specialist journals. At the same time, the project teaching opens up the opportunity to exchange scientific research 
between teacher and student. Class activities focus on the development of pedagogical ability towards the professional 
career of students. The testing and evaluating structure emphasizes on process quality rather than result. Feedback 
obtained through both channels (formal and personal) helps assess and re-orient the course. Collaboration between 
teachers, which often focuses on research - work, has just been concerned with teaching mission in the situation of 
restructuring the subject system at the University of Pedagogy University. 
 
1. Professional learning (PL) in organizing student activities 

As the teacher-centric model reveals many problems, the student-centric tendency also leads to some inadequacies, 

introducing professional learning with Latin American Literature, we think that this is a solution that regulates 

teaching and learning, creates a new energy for the teaching process: 

 (PL) This refers to the formal or informal learning experiences undertaken by teachers and school leaders that 

improve their individual professional practice, and a school’s collective effectiveness, as measured by improved 

student learning, engagement  with learning and wellbeing. Where the report refers to ‘learnings’, this means the 

knowledge, skills and ability acquired through the professional learning that will be translated into practice (AITSL, 5). 

PL poses the requirement for professional development of the teacher, which is quantified through student 

development goals reflected in the study results. This development is not only reflected in the orientation, policies, 

educational foundations, but also in each teaching activity. The most specific task of a teacher is to set and solve 

problems arising rather than any policies. 

In Vietnam, collaborative work is not new but it hasn’t been cared for a long time. Professional development and 

teaching are concentrated on the role of teachers who train themselves on new knowledge in the professional field. 

However, teaching is a complex process in which the teacher develops and solves problems, depending on his 

knowledge, ability, belief and decision about what is important, how he learns to satisfy output requirements. 

PL is influenced by the environment, school culture, teachers’ contacts, and so on. In our case, the pedagogical 

environment prescribes many factors associated with the future career of the student, so teaching is limited to not 

only knowledge but also class managing skills. In other words, the requirement focuses on the student's skill output in 

the classroom after each activity, but the teacher must be concerned about the relationship and adjust the activity 

itself. For students, the result is acquisition of knowledge and skills (target identifying, critical listening, panel 

presenting, decision making, problem solving...). 

In summary, professional learning is not just the learning of the teacher through colleagues but also the students, 

especially in classroom activities. The teacher, through organizing activities, interacts with students to refresh himself 

with the energy of creativity, open minds and the youth of students. 

2. Student’s activities in Latin American Literature module 

Classroom activities aim to shape general teaching capacity for future high school teachers, focusing on some topics 

such as interviewing, painting, presentations, and writing… which increase student activeness in the learning process. 

Instead of listening to lectures and transcripts, each student must answer questions from their classmate and teacher; 
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knowledge is formed through specific circumstances. Conversations and mistake correcting are many times more 

valuable than passive receptions.  

Painting is a supportive activity that attracts the interest and excitement of many students in the class. For example, 

after introducing some Latin American Literature characteristics, student is asked to draw a picture expressing clearly 

and interestingly these features. 

Unlike traditional presenting, Latin American literature student is required to have a fresh, engaging presentation. 

They give presentation in forms of plays or game shows. 

It is considered that scientific researching is difficult to convey during classroom instruction. However, we set up 

writing activities with specific content presented by the teacher and ask students to develop them into complete 

paragraphs and essays. The editing experience is always the most anticipated part of the class because many students 

claim that they are keen to write scientific papers but do not know how to do it. The Latin American literature course 

help them carry out that mission. 

In addition, students are also required to perform small tasks related to the subject such as interviewing and making 

clips.  

 3. Self-assessment of organizing student’s activity  

 Through self-evaluating, we realize that on the professional learning principle, Latin American literature 

achieves some of the criteria such as: what a teacher needs to know / to move the learner, clear statement of purpose 

in terms of classroom or school PL and the results teacher would like to see in student learning. This result 

demonstrates the superiority of professional learning as the ability to use many new teaching methods such as 

constructive teaching, integrative teaching. 

In addition, some issues remain unresolved, such as poor teamwork management and suitable facilities. Particularly, 

due to the special characteristics of new subjects, there are no textbook of Latin American Literature; the system of 

quantitative criteria and operation guidelines is also lacking. Exchanging with colleagues must have been opened to 

teaching but is limited to the professional content. Working with students is bound to essays and feedback, group 

work is not really fully concerned.  

In summary, professional learning should not be limited to the learning of teachers in collaborative work, but should 

extend to the classroom activities with students. Through specific teaching activities, teachers need to constantly 

improve their professional skills so that they can deliver lectures, organize best practices.... In the context of 

educational innovation, professional learning can share an exciting new angle and attract more exchanges of experts. 

This is also our hope in writing this article.  
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Ha Thang, HCMC University of Education, Vietnam 
Title: Applying micro-teaching and Jugyou Kenkyuu to enhance students’ teaching skills 

Abstract: Micro-teaching is an effective teaching method of the teacher training process in colleges and universities of 

education. This method is able to enhance students’ teaching skills through experiential learning. Besides, Jugyou 

Kenkyuu is becoming more popular and innovative academic activities at the schools. This article provides some basic 

theoretical statements of micro-teaching and Jugyou Kenkyuu, and presents how to apply these methods to develop 

teaching skills for students in High School Geography Teaching Methodology module in the Department of Geography. 

After experiment, the author analyzed the obtained results in order to assess the feasibility of applying micro teaching 

and Jugyou Kenkyuu. 

Keywords: Micro teaching method, Jugyou Kenkyuu, Pedagogical, Teaching skills 

 

1. Introduction 

Developing pedagogical abilities and teaching skills are key tasks in the training process at universities of education. 

Therefore, teaching skills need to be trained for students on a regular basis and focus on the teaching method modules. 

In fact, there are many methods to develop teaching skills, one of which is the Micro-teaching method which offers 

many outstanding benefits. Micro-teaching can be combined with Jugyou Kenkyuu to create an improvement in the 

innovation of teaching methods based on learning from experience.  

2. Content 

2.1. Micro-teaching method 

Tran Thi Thanh Thuy (2013) proposed the definition of micro-teaching method as follows: Micro teaching is a specific 

method for training teachers, in which each pedagogical students practice several teaching skills through a short micro-

lesson in a small group. 

 

2.2. Jugyou Kenkyuu 

Jugyou Kenkyuu are professional discussion activities developed by Japanese educational experts and teachers. In 

Vietnam, professional discussion activities in high schools have been improved pursuing this approach in recent years. 

There are 8 steps to complete an Jugyou Kenkyuu: 1 / Choosing contents, 2 / designing lesson plans, 3 / Practicing 

lectures, 4 / Evaluating  lessons and their effect, 5/ Improving lecture, 6 / Practicing the edited lectures, 7 / Evaluating  

and reflecting  again, 8 / Sharing the achievement. 

This study applied Jugyou kenkyuu through the guides of observation lessons to train the students' teaching skills.  

2.3. Teaching skills  

Teaching skills are the teachers’ abilities in applying their knowledge and skills creatively to organize learning activities 

for students to achieve learning goals. 

The teaching skills through the teaching process include: 1 / Planning the lesson and 2 / Performing the lesson. 

2.4. Applying micro–teaching and Jugyou Kenkyuu to enhance students’ teaching skills through the module of high school 

geography teaching methodology 

2.4.1. The goals 

Knowledge: 
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• Students can understand the theoretical knowledge of teaching skills and basic steps to practice them.  

• Students can understand basic knowledge of micro-teaching method and Jugyou Kenkyuu through simplified 

operations. 

Skills: 

• Students are competent in basic teaching skills. 

• Students or groups of students can apply micro teaching method and jugyou kenkyuu to practice regularly themselves. 

 

2.4.2. The step-by-step process 

Teachers divide their class into 4 groups of students with specific tasks and illustrate how to work for each group: 

• Practicing Students: Students practice teaching skills. 

• Students group 1: Students observe practicing students following jugyou kenkyuu. 

• Students group 2: Students observe practicing students to give feedbacks.  

• Students group 3: Students play the role of high school students. 

Teachers then provide basic knowledge about micro teaching method and Jugyou Kenkyuu, while modeling specific 

teaching skills. Then students analyze the teacher’s micro lecture through the questions which are provided by teacher 

previously. 

After this step, students design micro-lesson plans related to a specific teaching skill. This assignment applies to all 

students in the class. 

 

Next, the practicing students apply the micro lesson plans. This process needs to be carefully recorded. The videos will 

be replayed immediately for the whole class to observe, and other groups of students give feedback on the assigned 

tasks. Practicing students will repair the lesson plans for the next time after reviewing their presentations and receiving 

comments. 

The second practice is similarly applied. The comments focus on repairing weak points of previous practice. Finally, 

students receive the directions for further training in teaching skills from teachers and groups. 

2.5. Results and discussions 

To test the feasibility and effectiveness of the method, this study conducted a survey on 40 senior students in the 

Geography Department in Ho Chi Minh City University of Education including practicing students joining micro teaching 

lessons. 

2.5.1. Content of survey  

What do you think about the application of micro teaching method and jugyou kenkyuu for practicing teaching skills for 

students in the module of Geography teaching method at high school? 

Students were asked to rate the following 9 criteria from 1 to 5 (from low to high) in terms of importance: 

1. Relevance of methods: the suitability of these methods with the elements of the teaching process. 

2. Effectiveness of the methods: Feasibility and effectiveness of applying the methods into a specific teaching skill. 

3. Relevance of teaching facilities: Assessing the support of teaching facilities for applying the methods. 

4. Process of method applied scientifically: Evaluating the process of applying and improving micro teaching method 

and jugyou kenkyuu in the specific teaching conditions  
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5. Development of skills: Evaluating abilities of the methods to develop the teaching skills for students. 

6. The attention of the students in the lesson: 

7. The interaction of students in the classroom: 

8. Positive, exciting, fun classroom atmosphere: 

9. Necessity of methods to develop pedagogical skills: Surveying students' requirement in practicing teaching skills with 

micro teaching method and jugyou kenkyuu.  

2.5.2. The results of survey 

Results identified that the highest average score came from the necessity developing the micro-teaching and jugyou 

kenkyuu methods in the creation of questioning techniques. This result indicated that students have real requirements 

of practicing technique of creating questions using these methods. 

The lowest rating from the above criteria was the suitability of the teaching environment/facilities.  

The appropriateness of the methods used rated quite high, confirming that micro-teaching method was perfectly suited 

to the practicing of pedagogical skills for students in general. 

The criteria of student’s interaction level in the classroom and the classroom atmosphere also fairly high. 

In conclusion, the survey result provides a feasible assessment for applying micro-teaching methods and jugyou kenkyuu 

to train the technique of making question for pedagogical students. 

 

3. Conclusions 

1) Micro teaching and jugyou kenkyuu are suitable teaching methods for training teaching skills for pedagogical 

students. This approach contributes to improve the learning environment towards the goal of developing professional 

competencies for learners. 2) Students of Ho Chi Minh University of Education have demands on practicing pedagogical 

skills in positive learning environment. 3) Pedagogical universities should apply and improve the methods to adapt with 

the learning conditions. 
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Title: The importance of using teaching aids for educating geography teacher students 
 
Abstract: 
To make the lesson become more interesting and effective, geography teachers need to fulfil two things: prepare 
abundant teaching tools and different applying purposes. From the teachers’ view, this paper emphasizes the role of 
the teacher in using collected and created tools. The paper proves that enhancing the teacher students to create their 
own gadgets in their work afterwards is more important than just using. Making any kinds of teaching tools, from simple 
aids as drawing to the technological applicable ones like animated cartoon, the teacher students will have chances to 
approach and experience creative activities. And, that is actually approaching to the competency-based learning. 
Besides, to provide understandings and skills of applying a special and important teaching aids, the teacher, is also the 
paper’s concern. 
 
1. Introduction  
To create educational atmosphere and effective learning activities in the class, the teacher needs to use different kinds 
of teaching aids. Teaching aids are tools used to present new language (as pictures), to stimulate students or to relieve 
anxiety, fear or boredom (as games), to attract attention (as storytelling). Teaching aids can be categorized into three 
groups,: 1- visual aids as drawing, pictures; 2- audio aids as cassette tapes/ CDs; 3- audio/visual aids such as video tapes 
and so on (Moshen et all, 2015). Each kind of teaching aid has its own disadvantage and advantage for application in 
the teaching - learning process.  
 
Although, different kinds of teaching aids are available online today, still the demand of teachers is not sufficient. In this 
case, they should create the aids in accordance with the teaching purpose in each lesson and for specific usage. 
Therefore, based on the role of teachers in preparation for the lesson, this paper classifies teaching aids into three 
groups: collected aids, composed aids and one special aid as the teacher themselves. 
 
The paper will focus on some collected and composed teaching aids that we use for teaching geography. These teaching 
aids represent the two categories mentioned above. The composed teaching aids can be prepared in advance by the 
teacher or can be created by teacher and student during the teaching - learning process. It is especially important to 
teach and help the student to create their own gadgets (David & Bill, 2005). 
 
To some extent, both the collected and composed teaching aids are valuable to promote the students’ activeness and 
involvement to develop the knowledge and skills, at different levels. Using collected aids help student actively search 
for and develop new knowledge and skills. While using composed aids helps students use knowledge as materials to 
apply and create new products. And, one more important teaching aids we want to emphasize here is the teacher 
themselves. How should we create, use, and help teacher-
students to make them become good teaching aids is our great 
concern.  
 
2. Some kinds of teaching aids 
Among the variety of teaching aids (offline and online) that 
geography teachers can use, this paper only focus on some 
tools below: 
Caricature; Cartoon movie; Mindmaps: Games (online and 
offline); Stories and storytelling. 
 
Generally, in Vietnam, storytelling, caricature, cartoon movie, 
mindmaps have become more and more familiar with students 
and geography teachers recently. Teaching aids can be a 
source of knowledge for students, from geography concepts 
and symbols, increaseed interest and motivation, increases 
activity and independent acquisition of students knowledge, 



50 
 

and enhancing the quality and effect of learning outcomes. 
Using these kinds of teaching aids in the classroom is also 
considered to apply the new active teaching techniques.  
 
The teacher  
The teacher can be a multifunctional teaching tool as well. They 
take different roles in the teaching process (Brown & Douglas, 
2007). They can be a singer, painter or storyteller, or use their 
body physically with movement, the use of body language, eye 
contact, gesture, facial expression, speech, student talk, 
names, and attitude. Sometimes, the personality of the teacher 
has great impact on the teacher students’ attitude in learning.  
 
3. The effectiveness of using teaching aids 
In this part, we allude to the effectiveness of using teaching 
aids, both the direct and indirect effectiveness on the student-
teachers. We will take three examples of collected and 
composed aids that we used in teaching geography.  
Caricature (collected) 
Below is the caricature used to emphasize the consequences 

of an aging population in developed countries (such as Japan and Germany). The caricatures can be easily embedded in 
to the student’s memory. Only from the caricature, students can find and acquire the knowledge related to aging 
society, including positive and negative impacts. 
 
The students’ tasks are:  
1- What can you see from the two caricatures? Write down a 200 hundred word paragraph (personal task). 
2- What problems does an aging society face with? 
3- Thinking of other geography topics that can be made a caricature and create these where possible (group task). 
 
  
1-Collected story - Finding direction 
Two brothers get lost in a forest, missing the direction at sunset. Before that, it was sunny, but now dark clouds covering 
everywhere. They cannot define in which direction the sun is. The two brothers talk to each other: 
Elder brother: What should we do now? 
Little brother: We must go to the North. We must find out the North direction. 
Elder brother: Right, but how to find? 
Little brother: It’s difficult. Just some minutes before, the sun was there. But now dark clouds are in all four directions. 
And, we do not have a compass.  
Elder brother: But, there may remain the effect of sunlight.  
Little brother: oh, I understand, the warming up is the easiest recognized effect. Right. Let’s touch all the things that 
receive the sunlight to find out the warmer side. The warmer side will be the West direction.  
Elder brother: You are very clever, just try. 
Little brother: I touched all the flagstones, the tree-trunks and recognize that this is the warm side. So, it is the west 
direction. 
Elder brother: And, where is the north direction? 
Little brother: if the west is in front of us, the north direction is in the right. Let’s go this way. 
Students’ tasks are: 
1- What are the roles of the two brothers? 
2- What knowledge and skills does the little brother acquire? 
3- What kind of ability can the little brother improve? 
 
Story (composed by teacher students)  
The students’ tasks are:  
1- Make short stories that bring any geographical content of Russia to others. 
2- Explain the expected outcomes and purpose of using the stories. 
 
Mindmap (creating) 
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Based on the content of the lesson entitled Southeast Asian region, students join in a competition with three tasks:  
1- Making a mindmap (groups’ task, 4 to 5 groups) 
2- Explain what you know about the other groups’ mindmap (groups’ task) 
3- Evaluate and make a ranking list (individual tasks) 
 
Expected outcomes are: 
1- Student can define the differences of natural geographical and socio-economic features of two parts in the Southeast 
Asia region, that is: 
-Maritime Southeast Asia  
-Mainland Southeast Asia 
 
These are the two mindmaps created by the students 
  

 
 
4. Discusion  
There is no need to argue about the need of using teaching aids in education. However, it is necessary to define the 
effectiveness of using the collected and composed tools. 
 
While using collected teaching aids aim their application for discovering new knowledge; using composed gadgets leads 
to creating. Create is the worthiest word to pursue in education. Actually, composing aids is a good way to approach 
the competency based learning, to encourage student-teachers involved in creative experiential activities. For example, 
after collecting, applying some stories, the student can write their own. Thus, the significance of using teaching aids is 
not only allowing learners to use new technology and modern aids; but, that is, the learners’ creating capacity. Creating 
and the desire to create new things is most important to make a teacher themselves become a good aid. When the 
teacher becomes a real teaching aid, they become a model and can give the student their inspiration. The students will 
take after him/her to make themselves become teaching aids, too.  
 
Culturally speaking, in Vietnamese people place the teacher in the highest position in class. It is not acceptable to respect 
the teacher as a teaching tool. Even though, there is no Vietnamese research paper discussing this topic. So, we had 
better change our minds, and teach the student-teachers to understand, develop, and use this special aid effectively. 
For that purpose, more research focusing on teacher aids is required.  
 
5. Conclusion 
Collected teaching aids are important for the teachers to make interesting lessons and effective learning outcomes. 
Composed teaching aids are much better to involve the student-teachers in learning process actively and 
unintentionally. More importantly, giving the opportunities and experiences to make teaching tools for students not 
only enrich their knowledge, skills but also cultivate the ability to create more gadgets in their teaching career later on.  
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