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Abstract - Teachers’ self-efficacy is believed to be associated with their actions to improve teaching practice. This paper 
reports on how academics perceived their confidence and sense of self-efficacy through reciprocal POT. This qualitative 
case study employed complementary data collection methods and inductive and thematic analysis with a sample of eleven 
academics teaching business English at a university in Vietnam. The participants reported increased confidence and many of 
them developed a sense of self-efficacy through their new understandings of their teaching and actions to refine practice. 
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I. INTRODUCTION 
 
The pressing need for quality assurance that helps 
achieve Vietnam’s objective for world integration in 
education has put emphasis on finding suitable 
measures for improving tertiary teaching 
effectiveness. The need for measures to improve the 
quality of tertiary teaching is also impacted by the 
Vietnamese tertiary educational context. The 
significance of higher education development, 
educational assessment, and quality assurance is a 
focus in the Vietnamese Government’s Resolution 
14/2005/NQ-CP on ‘Substantial and Comprehensive 
Reforms of Vietnam’s Tertiary Education in the 
2006-2020 period’ promulgated by the Prime 
Minister in November, 2005. One of the general 
objectives of this innovation project is to develop 
well-qualified tertiary teaching and administrative 
staff with professional ethics, expertise, and advanced 
pedagogy and administration.  
Although academics are under time pressures and it is 
hard to require them take on more burden, the whole 
university and the academics themselves have a 
responsibility to improve the quality of tertiary 
teaching in accordance with the Vietnamese 
Government’s (2005) 2006-2020 project to improve 
tertiary teaching quality. However, how to encourage 
academics’ commitment to ongoing improvement of 
teaching is often a problem. Although the government 
has established strong agendas to improve tertiary 
teaching quality, and the university also has strategic 
plan for this objective (which sometimes academics 
contribute to), academics often appear to be less 
concerned about it. In order to support this goal, it is 
necessary to motivate them to improve practice. 
Many studies suggest that academics’ confidence and 
self-efficacy may be the driving force for their action 
to improve teaching. In addition, peer observation of 
teaching has been viewed as providing a lens for 
reflection and sources of self-efficacy. Therefore, 
consideration is needed regarding academics’ beliefs 

in their teaching capacity which may be proximal to 
their critical initiatives for teaching improvement 
through peer observation of teaching. 
 
1.1 Self-efficacy and motivation for actions 
Self-efficacy, from the standpoint of social cognitive 
theory, can be generally viewed as one’s personal 
beliefs in his/her own capabilities [1]. In other words, 
it refers to people’s judgments of their capabilities to 
organize and take action required to attain desired 
goals. It can be inferred that self-efficacy denotes an 
internal attribution where one sees himself/herself as 
capable of manipulating impact, refers to future 
behaviours, and is a predictor of actual behaviours. 
There are four possible sources of teachers’ sense of 
efficacy: mastery experiences, vicarious experiences, 
verbal persuasion, and physiological arousal [1]. 
First, mastery experiences are gained when teachers 
perceive performance as successful. Then, an 
enhanced sense of efficacy leads to their expectations 
of future successful performance. In contrast, efficacy 
decreases if teachers perceive their practice as a 
failure. Second, vicarious experiences are gained 
when observing others teach. When the observed 
teacher performs well, the observer’s self-efficacy 
rises. Third, verbal persuasion relates to 
conversations about teachers’ performance and 
opportunities for success with others such as 
colleagues. Fourth, psychological and emotional 
arousal also contributes to a sense of efficacy. Feeling 
pleased from successful performance may enhance 
teachers’ sense of efficacy; on the contrary, fear of 
control may result in lower self-efficacy [11]. 
Self-efficacy impacts one’s feeling, thinking, and 
actions. Sense of efficacy was positively associated 
with teachers’ persistence, enthusiasm, commitment, 
and instructional behaviour [11]. For example, low 
self-efficacy brings about low self-esteem. A strong 
belief in capabilities fosters cognitive processes and 
performance in different contexts. Different levels of 
self-efficacy can increase or hinder one’s motivation 
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to act. Teachers with high self-efficacy are believed 
to be more resilient in their teaching and likely to try 
harder to help students explore their capability 
whereas those with low self-efficacy are less likely to 
make effort to reach student needs.  
Growing research supports the social cognitive theory 
[1] that academics’ self-efficacy concerns their 
classroom behaviour and affects their attempts in 
teaching, aspirations, and persistence to deal with 
difficulties. It is suggested that when three innate 
psychological needs – competence, autonomy, and 
relatedness – are satisfied, self-motivation and mental 
health will be enhanced [10]. Intrinsic motivation 
reflects human inclination to learn and assimilate and 
“refers to doing something because it is inherently 
interesting or enjoyable” [10, p.55]. Feeling 
competent helps maintain intrinsic motivation and 
psychological well-being [6]. Interpersonal 
interactions such as feedback that bring about 
“feelings of competence during action can enhance 
intrinsic motivation for that action because they allow 
satisfaction of the basic psychological need for 
competence” [10, p.58]. In other words, self-efficacy 
may contribute to intrinsic motivation; thus, for 
teachers to take actions to improve practice, it may be 
necessary to promote their sense of self-efficacy. 
 
1.2 POT enhancing confidence and sense of self-
efficacy 
POT is defined as “collaborative, developmental 
activity in which professionals offer mutual support 
by observing each other teach; explaining and 
discussing what was observed; sharing ideas about 
teaching; gathering student feedback on teaching 
effectiveness; reflecting on understandings, feelings, 
actions and feedback and trying out new ideas” [2, 
p.5]. POT has been deemed effective for academics’ 
professional development [2, 3, 4, 5].  
One of the positive outcomes that POT could bring is 
enhanced confidence and self-efficacy. First, POT 
can help build academics’ confidence [3, 4, 5]. That 
teachers are encouraged to share understandings of 
practice and offer each other support through POT 
can enhance their affirmation of practice and 
aspiration for further exploration of their practice [5]. 
For example, Donnelly’s participant said: “it was 
honestly great to be observed and to observe others; it 
gave me assurance that I can teach”, and another said: 
“I felt more confident that I had been working along 
the right lines” [5, p. 125]. It may be argued that if 
academics feel competent and find their changes 
meaningful, they will sustain what they do. Thus, the 
development of confidence appears a positive 
outcome of POT which may be meaningful to 
teachers’ practice. 
Further, research findings showed that the reciprocal 
POT had positive impacts on academics’ self-
efficacy, beliefs about their capacity to use a new 
strategy [5, 7]. For example, a participant in Hendry’s 
and Oliver’s study thought that “it also gives you 

good ideas … you start thinking ‘I could do this’” [7, 
p. 4]. Research findings showed that the reciprocal 
teaching observation process awakened a desire for 
change and had positive impacts on teacher beliefs 
about their capacity [5]. This means that POT had a 
positive impact not only on teaching practices but 
also on teacher efficacy. Academics were confident to 
try out new teaching strategies and attempt greater 
behavioural changes [2]. Receiving feedback was 
useful, but the observer benefited from POT more 
than the observed [7]; watching a colleague’s 
teaching helped them affirm the current teaching 
practices, learn about new strategies and improve 
confidence to try these in his or her own teaching, 
thus, enhancing their self-efficacy.  
This result is most likely because POT appears to 
trigger three among four types of experiences that 
may contribute to the enhancement of self-efficacy: 
vicarious experiences, mastery experiences, and 
verbal persuasion [1]. Through vicarious experience, 
observers’ self-efficacy is sometimes enhanced. This 
means seeing a colleague use teaching strategies 
successfully helps enhance teachers’ self-efficacy, as 
a participant said: “it gave me a particular impetus to 
try it, having seen it working” [7, p. 4]. Watching a 
peer teach can also lead to teachers’ affirmation of 
current teaching practice, reassurance that their 
teaching is similar to that of their peer because “their 
colleague did things they already did” [7, p. 5]. In this 
observational learning, the academics could observe 
teaching approaches being used successfully and 
perceived they could also perform them successfully. 
In addition, mastery experience through POT may 
also contribute to the enhancement of self-efficacy. 
Applying successfully new strategies they learn from 
their colleague can promote teachers’ self-efficacy 
[7]. For example, Hendry’s and Oliver’s participant 
said: “And I found that later on I started doing that 
[i.e., using examples] in my classes and the students 
reacted positively towards that… they were like, 
‘Yeah, that makes sense now’” [7, p. 4]. It suggests 
that observing the peer’s successful performance 
stimulated the teacher to try new strategies, and when 
he/she yielded similar success, it may have led to the 
enhancement of the teacher’s belief in what he/she is 
capable of. 
Verbal persuasion in professional conversations may 
enhance self-efficacy. Some academics learnt new 
strategies from the peer observer’s suggestions in the 
post-observation discussion [7]. Hendry’s and 
Oliver’s participant commented that “the feedback 
they received was useful because it was affirming – 
‘you know you’re doing this very well’” [7, p. 6]. It 
suggests that engaging in teaching dialogue may have 
offered the academic valuable feedback on teaching 
strategies and enhanced the person’s belief in his/her 
teaching capacity. 
In summary, POT may enhance academics’ 
confidence and provide possible sources of self-
efficacy. The development of this sense of 
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professional worth seems important for changes in 
academics’ practice because a sense of self-efficacy 
is believed to be associated with intrinsic motivation 
to act. It is suggested that when academics find their 
changes meaningful, they will keep making changes 
to improve practice. 
 
II. METHODOLOGY  
 
The study used a qualitative case study which 
provides insights into the meaning of social 
phenomena in natural settings [8]. POT involved 
complex social situations with a multitude of 
uncontrollable variables, so a case study within the 
constructivist paradigm works well in the research 
context [12]. One of the research questions the study 
aims to answer is: What is the perceived impact of 
POT on academics’ attitudes and beliefs? A variety of 
data were collected from teacher-tailored SETs, peer 
observation protocol, recorded debriefings, video-
recordings of teaching before, during and after POT, 
interviews for academics’ perspectives, and a 
researcher journal. Because this paper draws on one 
of the findings from a doctoral study investigating the 
impact of teacher-tailored student evaluation of 
teaching augmented with POT in tertiary quality 
teaching, the data used to justify the finding presented 
is based on the interviews with individual academics. 
Participants were eleven academics of English as a 
foreign language, seven of which were tenured and 
teaching business English. Purposive sampling was 
used because it helped to select the most productive 
sample to address the research question. A 
requirement for selection was that academics had at 
least three years of teaching experience. Individual 
academics mutually selected a peer from among the 
participating academics for reciprocal POT, making 
up four pairs and a group of three peers.  
 

Peer 
pairing 

Participants Age 
range 

Experience 
(years) 

An – 
Binh; 
Binh – 
Cuc 

An 41-45 20 
Binh 26-30 5 
Cuc 31-35 8 

Dieu – 
En 

Dieu 36-40 13 
En 31-35 11 

Phung – 
Giang 

Phung 26-30 6 
Giang 36-40 14 

Hang – 
Nga 

Hang 26-30 5 
Nga 36-40 13 

Dang – 
Khoa 

Dang 26-30 3 
Khoa 26-30 6 

Table 1. The peers for peer observation of teaching 
 
The data analysis followed an inductive approach 
which allowed the data to be constructed into themes 
[9] independent of those initially identified from the 
literature review. A thorough review of the data 
allowed the data to be broken into meaningful parts 

or bits of information and assigned to codes. These 
multiple codes were compared and contrasted and 
sorted into groupings that have something in common 
[8], forming groups of categories (e.g., reflection, 
enhanced confidence and self-efficacy). The quotes 
were decided to fit into which categories with 
reference to related concepts from the literature and 
their distinctive features. The judgment on which 
quotes that fit into the codes depended on not only the 
meaning of a single piece of information but also the 
meaning implied by the participants from varied data 
and member checking. These descriptive categories 
allowed easy access to information in the analysis and 
interpretation phase [8]. Going through the data set 
multiple times and reviewing the coding facilitated 
the formulating of codes that were then condensed 
into categories, and the themes were identified across 
categories. Exploring and refining the data analysis 
framework involved logical, intuitive, and critical 
thinking about the meaning, applicability, 
importance, and underlying connections between 
ideas. Eventually, a summary was drawn from the 
analysis and synthesis. 
 
III. FINDINGS AND DISCUSSION 
 
POT provided opportunities for critical dialogue and 
feedback on performance that facilitated academics’ 
awareness of their practice and teaching capacities. 
Reflection may have led to the development of 
confidence and a sense of self-efficacy. Ten 
participants reported increased confidence and many 
of them developed a sense of self-efficacy through 
their new understandings of their teaching and actions 
to refine practice. 
Most participants felt confident in their teaching. For 
example, Dieu and En had a feeling of “being better” 
and wanted to join in future collaborative learning to 
teach. Dieu expressed her confidence: “I see trying 
making changes to teaching made practice more 
effective. My students became more interested 
because they had a chance to interact with one 
another. Through the changes, I know them more” 
(Dieu—Interview [INT]). This finding is supported 
by many studies that POT may enhance teachers’ 
confidence [3, 4, 5]. First of all, the intervention, 
particularly the POT experience, helped confirm 
teaching methods. For example, Cuc reported that 
feedback from her students and peer helped her 
affirm of her teaching methods. Dang learned an 
effective approach from Khoa to review lessons and 
became creative. Thus, the academics’ confidence 
developed by the affirmation of their approach based 
on peer feedback and on the peer’s teaching they 
observed [3]. Additionally, confidence could be built 
when academics perceived that they implemented 
successfully what was suggested by their peer. Binh 
applied Cuc’s advice in minimising dead time and did 
it successfully. Then, confidence could be built from 
seeing the positive impact of the changes on student 
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learning. For instance, Dieu knew more about her 
students and realised they became more interested in 
her teaching. Next, confidence could come from the 
learning of new approaches. In other words, 
confidence was also built through reassurance that 
what was used in their peer’s classroom could also be 
used in their own classroom context [4]. 
When a person believes he/she has capabilities to 
achieve, the person develops a sense of efficacy. The 
academics’ confidence in performing teaching well 
can be a positive sign of enhanced self-efficacy. It 
should be noted that there are other positive outcomes 
of the intervention that reflection led to new 
comprehensions and perceived changes to practice 
(though not being presented in this paper). The 
positive outcomes that academics perceived could be 
associated with the enhancement of self-efficacy, 
which was supported with evidence from the data. 
Possibly, POT brought about mastery experience, 
vicarious experience, and verbal persuasion – 
possible sources of self-efficacy. 
First of all, mastery experience through POT appears 
to have contributed to the enhancement of self-
efficacy. Cuc, Dieu, En, and Nga felt that their 
practice was better or that they had more credibility 
in teaching. This attitude of confidence may stem 
from their belief that they could perform successfully 
in the classroom. People’s beliefs about their efficacy 
can be most influenced by mastery experience [1]. 
When problems arise, the person believes that he/she 
can be successful through persistent actions. That 
these academics’ perceived success in practice could 
be related to the enhancement of their self-efficacy, 
which then could lead to their expectations of 
successful future practice. For example, Dieu 
believed she can manipulate her impact on students 
with well-prepared lessons: “I believe I can 
manipulate impact on students with well-prepared 
lessons” (Dieu—INT). Giang had more certainty of 
her belief about teaching from applying her strategies 
successfully, and she said: “I realise that I taught 
more successfully this semester than before because I 
invested much time in lesson plans with varied 
activities, e.g., some useful games to help students 
learn” (Giang—INT). This finding replicates the 
finding that when academics applied new strategies 
successfully, they developed their beliefs in the 
usefulness of what they have learned and what they 
are capable of [7]. The intervention appeared to 
provide the academics with mastery experience which 
may have enhanced their self-efficacy. 
In addition, vicarious experience led to enhanced 
confidence in academics’ capability to manipulate 
their performance. Vicarious experience or modelling 
can help develop a belief in academics’ ability to use 
new teaching ideas because they saw these new 
teaching strategies being successfully used by their 
peer. Three others – Dang, Khoa, and Hang – 
developed a belief in their ability to use a new 
strategy from vicarious experience or modelling 

which then motivated them to try the new teaching 
idea or become more creative. Dang felt confident in 
her teaching because she learned good techniques 
from her peer. She said: “…my teaching this term 
could not have been good without POT… I learned a 
good way to review lessons” (Dang—INT). Hang had 
similar vicarious experience: “[I] learned good things 
from observing her [Nga’s] teaching” (Hang—INT). 
Likewise, Khoa was confident in her pedagogy. Also, 
Khoa believed that she understood the teaching 
context well and could exert control over it and make 
students learn. She said: “I believed understanding 
the context can help me make it [orient what students 
should learn rather than organise fun activities as they 
wish]” (Khoa—INT). Khoa’s claim signals her 
enhanced self-efficacy. Khoa believed that she had 
the capacity to make effective changes new strategies 
and affect students’ learning because she learnt from 
watching Dang performing them successfully. Khoa 
felt more confident in her own pedagogy when 
teaching problems were solved and believed she had 
attained her goal as her peer could. This finding 
aligns with other findings that through observational 
learning [1], academics could learn from observing 
their peer’s behaviour and vicariously experiencing 
his/her success [5, 7]. The peer in this study was 
regarded as a lens for reflection and changes for 
improvement, so these participants believed that they 
could solve their problems and achieve their goals as 
their peer could. 
Furthermore, academics’ self-efficacy may be 
enhanced through verbal persuasion. Peers’ verbal 
feedback may contribute to some academics’ learning 
and changes, and they gained confidence when they 
implemented successfully what was suggested. Khoa 
also felt confident when receiving Dang’s 
encouragement for her capacity to organise classroom 
activities logically. This appears to replicate a finding 
from Hendry and Oliver [7] that engaging in 
conversation with the peer may have offered the 
academic affirming feedback on teaching that helped 
enhance self-efficacy. It should be noted that there 
are other cases such as Binh and Hang who felt 
confident in their teaching skills after receiving their 
peer’s verbal feedback, but it is unclear whether this 
contributed to their enhanced self-efficacy. Binh 
changed her practice after Cuc’s advice and thought it 
was more effective: “Cuc suggested I try this way… 
After Cuc’s advice, I could minimise dead time and 
save time for other activities…” (Binh—INT). Binh 
gained affirmation of her teaching when describing 
similar problems and sharing ideas about solutions 
with Cuc. Hang, who is in her early career, highly 
valued the teaching observation and conversation 
with Nga from whom she got advice on practice and 
prospects for success. It is suggested that novice 
teachers’ self-efficacy was likely to be impacted by 
contextual factors like verbal persuasion [11]. A 
causal effect between verbal persuasion and Binh’s 
and Hang’s self-efficacy cannot be definitely 
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established, but they believed that their peer’s 
suggestion helped them deliver better performance. 
Furthermore, it should be noted that junior academics 
could learn more when they were paired with an 
experienced peer who is competent and has 
something characteristics similar to theirs. For 
instance, Hang emulated Nga because she believed 
that Nga was competent and had higher status as a 
senior academic. Similarly, a participant in Bell’s and 
Cooper’s study found that “observing experienced 
colleagues teach helped develop a realistic view of 
teaching standards” [3, p. 67]. This finding suggests 
three characteristics of young academics’ effective 
peers: similar, competent, and of higher status. The 
case of Hang provides an example that junior 
academics can benefit from vicarious experiences 
through their pairing with an experienced academic. 
These experiences may contribute to their enhanced 
confidence in teaching. However, the pairing of 
junior and experienced academics may highlight a 
potential problem that the junior may emulate 
ineffective teaching simply because they respect a 
more experienced peer. Also, deference will also 
hinder open critical dialogue. 
These participating academics reported a greater 
awareness of themselves and their pedagogical 
reasoning that brought about positive attitudes they 
had about their capabilities. Most of them felt 
confident, and the evidence shows that the 
intervention brought about mastery experiences, 
vicarious experiences, and verbal persuasion – the 
possible sources of academics’ sense of efficacy. 
Though not all participants indicated a clear-cut 
enhanced self-efficacy, several of them, namely Cuc, 
Dieu, En, Nga, and Khoa signalled the enhancement 
of self-efficacy, their beliefs in their capabilities to 
take action and manipulate students’ learning. 
 
CONCLUSION 
 
In summary, the intervention enhanced most 
academics’ confidence and may have enhanced some 
academics’ self-efficacy. POT could bring about 
sources of self-efficacy: mastery experience, 
vicarious experience and verbal persuasion. 
Participating academics became aware of their 
capacities in teaching. The finding is meaningful 
because it implies that to encourage academics to take 
action it is necessary to promote sources of self-
efficacy through POT. The review of literature on 

teachers’ self-efficacy implies that academics’ self-
efficacy is associated with their willingness to take 
action to change practice. Further research may need 
to examine whether the enhanced self-efficacy 
contributes to academics’ intrinsic motivation, which 
is believed to influence their actions. 
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