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Abstract. From a sociocultural perspective, professional learning sites for teachers need to go beyond the 
boundaries of one-off training course to the situation-specific, on-going and collaborative learning 
activities within their community. Critical friends groups (CFG) are one of the collaborative learning 
forms, which involve a small group of teachers within a shared teaching context and friendship to interact 
and develop professionally. However, limited empirical evidence was found about the learning process of 
those who are in their first years of teaching, known as novice teachers. This case study was carried out to 
investigate how five EFL novice teachers at a university in Vietnam made professional inquiries 
collaboratively in a CFG to learn to teach English language skills and their attitudes towards their CFG 
experience. The data were collected through non-participant observations of discussions on a Messenger 
chat room of the CFG for three months and semi-structured interviews with the five teachers. The results 
reveal that the novice teachers valued their collaborative inquiries into how to teach English language 
skills at the tertiary level via a CFG although limited intimacy and time constraints hindered the active 
engagement of the teachers. It is recommended that CFGs or other collaborative forms of professional 
development need to be encouraged among teachers, particularly those starting their teaching career and 
to prioritize developing the mutual trust among the participants. 

Keywords: professional development, collaboration, critical friends group, novice teachers, English 
language teaching 

1.       Introduction 

It has been discussed in literature that professional development (PD) is a vital part of 
teachers’ teaching profession. From a sociocultural perspective, this is an on-going learning 
process, which is “built through experiences in multiple social contexts” [15, p.10]. Their 
learning needs to be sustained over time in communities of practice that the teachers belong to 
and focus on their job-embedded responsibilities [7]. In their learning process, teachers are 
active agencies deciding what and how they learn by socially interacting and reflecting on the 
experiences embedded in their specific teaching contexts. The learning sites thus need to 
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expand their boundaries to other social contexts in their schools and wider communities [4, 7]. 
Teachers learn not only through individual-based activities such as reflective teaching journals 
or self-monitoring, but through collaborative activities with their colleagues such as critical 
friendships, teacher support groups or communities of practice. These types of PD activities aim 
at engaging teachers as active, self-directed and reflective learners in collaboration with others, 
which still seek for more empirical evidence from different contexts to be contributed to the 
field of teacher PD. 

Learning to teach could be more significant to novice teachers, who have completed their 
pre-service teacher training course and initiated their teaching profession in an educational 
institution with little prior teaching experience [8]. They are considered as learners in early 
developmental stages in the inducing years of teaching life, thus showing various problems [3] 
in both academic and social lives [2, 10]. However, there has been little research examining how 
novice teachers learn to teach and overcome the challenges in their PD process. Further 
confirmation on how novice teachers learn to teach English language through collaboration 
with their critical friends makes a significant contribution to the field of teacher training and 
development. The current study was carried out to seek answers to the following questions: 

1. What are the novice teachers’ attitudes towards learning to teach English skills through 
Critical Friends Group experience? 

2. What are the problems that the novice teachers encountered when engaging in a 
Critical Friends Group? 

2.      Literature review 

2.1      Conceptualization of professional development 

Professional development (PD) is defined as a teacher’s professional growth that a 
teacher achieves as a result of gaining experience and examining his or her teaching 
systematically [13], or as the combination between formal and informal learning experiences 
that a teacher has throughout his or her teaching career [12]. Referring to these definitions of 
PD, its opportunities are not limited to formal or direct teaching of short training courses, 
workshops or seminars, but to involve both formal and informal professional experiences that 
the teachers engage in throughout their profession. Teachers' PD is inquiry-oriented and 
teachers are considered as active agents in their on-going learning process to work towards 
expertise.  

However, it has been argued that the attempt to develop teachers’ professional expertise 
is challenging to be made alone; thus, PD needs to promote collegiality and collaborative 
exchanges [4, 7] as highlighted in the light of a sociocultural perspective on PD. Teachers 
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directly engage in social and professional interactions on a regular basis with their students, 
colleagues and other stakeholders in their specific context to actively construct their knowledge 
and skills of teaching. In other words, teacher PD needs to be embedded in teaching pracice 
with a particular group of students in a particular context. Taken this premise, it is significant to 
provide more empirical evidence on how teachers in a specific context learn to teach a 
particular group of students. Taken from a sociocultural perspective, teachers' PD opportunities 
should be carried out at an individual level, one-to-one, group-based and institutional directive 
with a wide range of PD activities [4]. They put a marked emphasis on both self-directed 
learning and interactions and collaborations teachers regularly have within their professional 
communities.  

With the advancement of technology, teachers have to be of a “net generation”, which 
highlights the potential value of internet-based modes of PD, including online courses, 
webcasts, virtual workshops or seminars, online forums, chat rooms, communities and 
networking [4]. This advantage would help ease interactions and collaboration among teachers.  

An extensive amount of previous research examining online PD activities of different 
forms have been conducted in different contexts in the world. Wideman [26] conducted an 
extensive review of 75 previous studies on online teacher learning communities of various 
forms, of which a majority were implemented in the United States from 2005 to 2010. The 
findings indicated that although most of the teachers in the reviewed studies value their 
learning experience via online communities, it is a challenging task to create and sustain a 
strong teacher learning community as a merely online mode. It is suggested that some face-to-
face meetings should be incorporated to develop the trust and sense of community among their 
members, which would be considered to be a prerequisite for reflective discussion and frank 
exchanges. 

In the first two decades of the 21st century, further studies have been carried out to 
explore the practice of implementing online PD activities for teachers of different subjects in 
different parts of the world such as in the United States [17, 22, 27], in Asia [5, 24] or in Vietnam 
[19]. These studies suggested similar findings on the teachers’ learning experience; that is, the 
teachers valued the effects of online PD on their pedagogical and social development although 
different barriers were reported. The studied teachers were concerned about their unnatural 
information sharing, low level of activating cognitive thinking or lack of self-regulated skills of 
managing and controlling their postings on online synchronous discussions [5], their low level 
of interactivity on webinars [19], their adapting and adopting shared knowledge and ideas from 
a nation-wide or international community to fit into their specific context [22] or simply their 
limited skills of navigating the site [17]. When students’ learning, teachers’ teaching and PD in 
many parts of the world have been switched to an online mode on a more regular basis due to 
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the Covid-19 pandemic or other reasons, further research on how web-based PD activities have 
been implemented and perceived by teachers in the Vietnamese context has been called for.  

2.2       Critical Friend Groups as a collaborative professional development activity 

Critical friend groups (CFG) are one form of collaborative PD activities to involve 
teachers in schools to work collaboratively in democratic and reflective communities [1]. Critical 
friends are defined as colleagues from the same educational institution work to help each other 
with no hierarchy of expertise [1]. They interact to establish a democratic, reflective, and 
collaborative community of learners, which need to be supported. Critical friendship among 
such critical friends motivates talking, questioning, confronting with mutual trust to examine 
their planning for teaching, implementation and its evaluation. Adopting those features of 
critical friends or critical friendship, Critical Friends Groups have been developed as a 
collaborative PD activity for teachers. A CFG is defined as “a practitioner-driven study group 
that reflects the growing trend for site-based professional development in which practitioners 
behave as managers of their own learning” [11, p. 260]. Similarly, a CFG is regarded as an on-
going practice where teachers continually learn about the content they teach as well as the 
instructional and assessment practice they use with that content. A CFG therefore focuses on 
the improvement of individual teacher practice as well as shared knowledge among colleagues 
[16] to be able to obtain changes in teaching practice at a specific site. 

The optimal number of members engaging in a CFG suggested in literature varies from 4 
to 12 teachers who come together voluntarily at least once a month to improve their practice 
through collaborative learning [1]. There are three types of CFG protocols:  

(a) The first type of CFG involves looking at student work where a teacher brings a 
sample and presents it along with a focusing question. Members of the group then take 
turns describing and hypothesizing about the work while the presenting teacher takes 
notes. After several rounds of comments, the presenting teacher shares what she finds 
useful in the conversation. Then, the group debriefs the entire process. 

(b) The second type of CFG protocol, used for peer observation, involves two teachers 
using a predetermined format and focus for observing each other’s teaching. 

(c) The last type, problem-solving protocols, opens with the presenter asking a question 
about a specific dilemma. Participants then ask probing questions and discuss the 
problem among themselves, while the presenter takes notes until the discussion is 
finished, at which point the presenter shares what he or she heard that was useful or 
important for his or her dilemma. [20, p. 261] 

In either of its format, CFGs would benefit teachers in various ways distinctive from the 
other conventional PD activities for the following reasons: (1) it is continual, (2) it emphasizes 
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their own teaching and their own students’ learning, (3) it occurs in a small learning community 
of supportive and trusted colleagues within their own institution, and (4) teachers take control 
of their professional learning needs [1, 13]. Therefore, teachers are more likely benefit from such 
a collaborative, supportive and friendly learning community.  

 A number of previous studies were carried out to examine the benefits and challenges of 
implementing CFGs as a PD activity for teachers in different contexts [9, 14, 18, 20, 23]. Farrell 
[9] reported that three teachers of English for Academic Purposes (EAP) from the National 
Institute of Education enjoyed and valued collaborating with their critical friends in their lonely 
journey of becoming a teacher despite their initial untrusted relationship and limited time for 
discussion. Similar positive feedback on their learning experience via CFGs  was reported by 
teachers of elementary schools [14, 18] and middle school [20] in non-Asian context. There has 
still been a dearth of empirical evidence on the use of CFGs in the Vietnamese context. Vo and 
Nguyen [23] reported development of postive attitudes towards CFG experience of four 
Vietnamese EFL teachers who were the novice teachers starting teaching the same course of 
elementary English and using the same textbooks. With initial reluctance to professional 
exchanges, the teachers gradually built collegiality and intimacy in work relationships and a 
sense of professional community, which brings these beginning teachers closer together and 
reinforce their confidence in teaching as well as in professional development, and thus, some 
improvement in their teaching. Vo and Nguyen’s study on CFG of Vietnamese EFL teachers 
reveal the possibility of implementing CFGs as a PD activity in the Vietnamese context. 
However, this contribution may fail to depict the whole picture of PD for language teachers in 
different teaching practices in Vietnam. Therefore, the current research was conducted in order 
to further explore the implementation of CFG as a collaborative PD activity specifically in the 
context of higher education in Vietnam with its social, cultural and political features.  

3.      Research Methodology 

3.1.     Research design 

The aim of this study is to explore the novice teachers’ attitudes towards the 
implementation of a Critical Friends Group (CFG) as a professional development activity in 
their learning process to teach English language skills at a university and the challenges they 
might have encountered. In order to achieve the aims, this study was designed as a qualitative 
case study to allow for in-depth and detailed understanding [9] of the implementation of CFG 
as a PD activity for five novice teachers and a close examination of a particular unit of the CFG 
within its real-life and distinctive setting [19] where the participant teachers naturally engaged 
in as learners of teaching.  
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3.2.      Research participants 

The research involved voluntary participation of five novice teachers who were the 
newly-recruited teachers at the Faculty of English in Thanh Long (pseunonym) university in 
Vietnam. They started their teaching profession as novice teachers under the mentorship of 
senior lecturers at the university for about one year by the time when the study started. In the 
first semester, the novice teachers were required to observe other senior lecturers’ teachings, to 
read materials related to their expertise orientation (either linguistics, English teaching methods 
or translation) and to prepare for a number of lessons on English language skills to be delivered 
to English-majored students under the guidance of their mentor. In the second semester, they 
were assigned to directly teach three or four English language skills courses under the 
supervision of their mentor. These five teachers taught the same course - Speaking 2 to 
freshman students of English major using the same syllabus and the pre-determined textbook. 
They were required to design and deliver learning and assessment activities in accordance with 
pre-developed syllabus of the course. 

To ensure the participants’ confidentiality, pseudonyms were used to refer to these five 
teachers in the process of data analysis and research report. Their pseudonyms are Kim, Alice, 
Hanah, Rose, and Maria. These five teachers shared a number of aspects including their 
educational background, qualifications, working experience, English competence and job 
inquiry as described in Table 1 below. 

Table 1: Participants’ Information 

Pseudo
nym Gender 

Working 
experience 
at Faculty 

Prior 
experience 

English 
Competence 

Date of 
recruitment 

Qualific
ation 

Year of 
graduati

on 
Kim Female < 1 year 0 year C1 (CEFR)* 3/2019 BA (EL)** 2018 

Hanah Female < 1 year 0 year C1 (CEFR) 3/2019 BA (ELT) 2018 
Alice Female < 1 year 1 year C1 (CEFR) 3/2019 BA (ELT) 2017 
Maria Female < 1 year 0 year C1 (CEFR) 3/2019 BA (ELT) 2018 
Rose Female < 1 year 0 year C1 (CEFR) 3/2019 BA (EL) 2018 

*C1 (CEFR): officially awarded, IELTS band equivalent to C1 

** EL: English language major; ELT: English Language Teaching major 

3.3. Critical Friends Group's setting 

A critical friends group (CFG) was set up to involve the five novice teachers for their 
professional exchanges in their first year of teaching. Prior to offical CFG's meetings,  an 
orientation meeting was held to discuss the CFG's plan. As planned, the CFG would use a 
problem-solving CFG protocol [20], in which one presenter asks a question about a specific 
dilemma and other participants ask probing questions and discuss the problem among 
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themselves [11]. The CFG would have face-to-face meetings twice a month to share their 
experience and ideas for teaching English language skills to undergraduate students of English 
major. Unfortunately, the pandemic unexpectedly happened, which required both teachers and 
students to work from home and thus postponed the CFG’s pre-planned meetings. Thereby, the 
participants initiated the idea of forming a chat group called “E-learning” via Messenger Group 
chat on Facebook instead of following the pre-planned and invited the researchers to join.  

The five teachers were suggested taking turns acting as the presenter raising issues in 
their teaching to be discussed for each week, while other issues coming spontaneously were 
also welcomed. The CFG chats were observed by one researcher for three months, from the 
third week of the second semester in an academic year. As a non-participant observer, the 
researcher joining the CFG sometimes acted as a facilitator to remind the presenters of their 
roles. Being alumni of the same undergraduate course in one or two years difference, the 
observer seemed to have a caring relationship [36] with the CFG members, which might have 
not hindered the teachers from freely interacting with each other in the CFG's discussions.  

3.4 Data collection instruments 

Observations of group discussions and interviews were adopted as two major research 
instruments of collecting qualitative data of the teachers’ attitudes towards the CFG and any 
challenges they had encountered. Unstructured observations allowed the researcher to observe 
the participants’ verbal and non-verbal behavior of the participants’ engagement in the natural 
setting of a CFG that other data collection tools might fail to [6]. The research's focuses guided 
the observations to target at participants’ interaction frequency, topics to be discussed and 
willingness to participate. These sub-themes were subsumed under the level of engagement of 
CFG’s members. After observing the online discussions for three months, semi-structured 
interviews were conducted in Vietnamese with each of the five teachers to obtain in-depth data 
[6] related to their attitudes towards the CFG and challenges that teachers might have had in 
the CFG. A set of 10 open-ended questions was used to obtain richer data related to the research 
focuses, including reasons for group chat formation, reflections on their engagement, lessons 
learned from peers and challenges faced in participating in a CFG.  

3.5      Data analysis  

After being collected, qualitative data from observations and interviews were transcribed, 
translated and analyzed under two major themes of the participants’ attitudes towards a CFG, 
and challenges the participants encountered upon engaging in a CFG. The emerged sub-themes 
were developed along with the process of coding the collected data, including the participants’ 
motivation, intimacy and trust, interaction frequency, discussed topics, willingness to 
participate, useful lessons, overall feedback, and constraints. 
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3.6       Reliability and Validity 

Reliability and validity are the two most important features contributing to the 
effectiveness research [5]. The data's reliability was ensured by a clear description of the data 
collection procedure and precise transcriptions and consideration of translation issues. The 
validity of the data was obtained by three ways, namely setting up a clear protocol the CFG, 
prolonging participants’ engagement in the CFG without any interference of the researcher and 
obtaining a deep understanding the research context.  

4.       Findings and Discussion 

The data from the two sources of qualitative data, including observations and interviews 
are analyzed under sub-categories related to the two focuses of the study, (1) the novice 
teacher’s attitudes towards the use of a CFG as a collaborative PD activity, (2) the challenges the 
teachers encountered upon engaging in the CFG to learn to teach English language skills in the 
beginning years. 

4.1.      The novice teachers’ attitudes towards CFG 

The data from both the observations of the CFG’s discussions and interviews with the 
five teachers revealed that the studied novice teachers valued their learning how to teach 
English skills through their CFG experience, but not all the five teachers had highly positive 
attitudes towards the CFG. Their attitudes were explored through their self-motivation, 
intimacy, engagement in the CFG and their perceptions of the CFG's benefits to their English 
language teaching.  

Self-motivation for CFG 

The data obtained from interviews indicated that the teachers’ engagement in a CFG was 
derived from their real needs of learning collaboratively with their critical friends to learn to 
teach English language skills. It was reported that an unofficial CFG had been formed prior to 
the current study. The five teachers, who have a shared educational background, teaching 
experience and recruitment to a new working place (see Table 1) have turned to each other to 
informally exchange the issues and concerns related to their English language teaching. Their 
needs to learn from each other arose at a higher level since they were requested to deliver their 
teaching online due to the unexpected pandemic. They had an initiative to create a chat group 
on Facebook Messenger, named as “E – Learning”, which was hosted by Hanah, one of the five 
teachers recruited. Hanah explained for the establishment of the group that:  

“This is the first time we have taught students online, so it is deniable that online teaching 
emerges out a lot of difficulties that each of us could not find a good solution to. Therefore, I came 
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up with an idea to create a group where we can exchange information, knowledge and teaching 
experience”. (Interview)  

Being interviewed, the other four teachers also emphasized the necessity of learning to 
deal with their extensive challenges in manipulating online learning softwares such as Zoom 
and Learning Management System (LMS), selecting appropriate teaching materials and 
activities as well as managing online classes. They admitted that it is impossible for them to 
discuss with their peers in person as they used to, then a chat group would be an optimal place 
for them to chat professionally. This finding indicated that engaging in the chat group on 
Facebook Messenger was derived from the teachers’ real needs of learning collaboratively in 
order to deal with their context-specific inquiries [4, 16]. Their self-established online discussion 
platform is accounted by the popularity of integrating technology as a means of interacting 
among professionals for their work for its convenience and accessibility in the context where 
they were not able to frequently meet in person.  

Intimacy in CFG 

It was found from the interview data that the discussion group was established and 
sustained on the basis of intimacy among the participants. The five participant teachers shared 
that they found it more comfortable to interact with the colleagues of the same age group and of 
intimate and harmonious relationship. Their intimacy may have developed from the fact that 
they were undergraduate graduates in one year before or after, recruited as lecturers at the 
university in the same year, and were taking the same postgraduate course. They felt to be able 
to support each other in a collaborative community of learners within a non-hierarchical 
relationship [1]. As such, they felt more comfortable to freely exchange the issues or concerns 
they had in their early years of teaching and significantly in the unexpected situation of 
switching to online teaching.  

Engagement in CFG 

The teachers’ engagement was explored through the frequency of their interactions and 
the range of the topics to be shared and discussed in the CFG. The observation data revealed 
that the CFG of a problem-solving protocol allowed the teachers to interact with each other by 
sharing their concerns or challenges in English language teaching with their critical friends and 
to discuss possible solutions to the problems shared. However, the rates of interactions were 
varied across the five teachers, in which Hannah and Kim had the highest number of interaction 
counts, standing at 87 and 68 respectively, and Alice, Maria and Rose experienced less 
frequency of interactions, at 26, 15 and 11 accordingly. They took turns in the discussion group 
to comment, exchange experience or suggest solutions to a specific concern shared. 
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 As illustrated in the following extract, the turn counts of the five members (Kim, Hanah, 
Maria, Alice and Rose) were four, three, one, and zero respectively.  

Kim: I’m not still sure of what assignments should be set up in my Speaking 2 class. 
Hanah: I have 2 ideas: firstly, the teacher gives a speaking topic and asks individual students to 
record their speaking for about 3 minutes every week. Secondly, one group will have a 
presentation about a given topic and record their presentation to be uploaded to LMS. What do 
you think?  
Kim: Every week, with an assignment seems to be difficult. 
Hanah: Yes, of course 
Kim: I think speaking will take longer time if we do like this. The workload of the teacher will be 
too much, to check one by one. Why don’t we ask students to do a presentation on Zoom? Would 
it take a shorter time to check each group? 
Maria: Then they’ll submit their recording as evidence of their assignment? 
Kim: Yes, if you want to mark in groups. 
Hanah: Ok. Sounds good. Each week is for each group. 
…. 
Alice: I think we need a workshop held by the Faculty so that more experienced teachers share 
their experience in teaching.”          
          (Group discussion) 

Hannah and Kim, who had the highest number of interaction counts, explained that they 
were very eager to raise questions or concerns as well as share experience in teaching English 
language skills, particularly in online teaching because they thought it is necessary to ask for 
help from their critical friends to solve their own problems and to help other members. The 
other three teachers explained for their low rate of interactions that they would prefer to 
privately interacting with her closer colleague, or they are shy or introvert. 

The findings about the participants’ interaction indicated that although the teachers 
viewed the CFG in the format of a group chat as a professional learning site, where they posted 
their concerns and ideas among their critical friends, their engagement was not always guided 
by their positive attitudes towards CFG experience. Their engagement was affected by the level 
of their learning demand, personality and relationship among the members. 

In addition, the teachers' engagement was realized by various topics shared and 
discussed in this CFG. The topic of using technology in teaching English language skills online 
were extensively focused and discussed in the CFG. The other issues discussed were 
implementing assessment of students’ work, selecting teaching techniques or materials, 
designing lesson plans and managing online classes. This finding indicated that the group’s 
collective knowledge was valued in the process of individual teachers’ professional 
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development [4,16]. They regarded the CFG as a collaborative learning site where they were 
able to make inquiries about and reflect on their practice of teaching English language skills, 
share the difficulties that they faced during the time of teaching and to help each other to figure 
out optimal solutions to their problems [9, 10].  

Perceived benefits of CFG 

The teachers’ attitudes towards learning in a CFG were further confirmed by their 
perceptions on the CFG benefited their process of learning to teach English language in a 
tertiary setting. The findings obtained from the interviews indicated that the benefits of CFG 
were highly valued by all the five teachers despite their various rates of engagement in the 
CFG. All the five teachers agreed that the CFG’s open discussions in either online or off-line 
chats helped them to be more skillful of using technology in teaching and to deliver better 
English language skills classes. They would also be able to “pick up some interesting techniques 
and classroom management tips shared by the other members” (Kim, Interview), or "select the suitable 
solutions to apply in my classes later.....become a more confident teacher” (Rosa, Interview). The 
findings on the CFG's positive benefits were in line with what were found in previous studies 
[10, 14, 18, 20, 23]. They specifically helped each other to enhance their knowledge and skill of 
using technology in teaching and to be more confident and efficient in their English lessons in 
order to promote students’ English learning.  

4.2.      CFG’s constraints 

The data collected from the current study showed that the CFG’s members encountered 
two major constraints in their CFG engagement, including time constraint and mutual trust. 
These were reported to be the main underlying reasons for the variations in teachers' interaction 
rate and their fading engagement towards the end of three-month period. Their time is "very 
tight, with "too many duties to do" (Kim, Alice, Maria) or they are always "under time pressure" 
dealing with "millions of work" (Hanah) related to teaching, students' activities and 
administration.  Their time for online interaction in the chat group was thus limited. Then, they 
decided to quickly chat with their critical friends in the Faculty’s office on the teaching days 
about any issues or concerns they had in teaching, which they thought to save their time. The 
issue of time constraint that the participant teachers in the CFG raised was congruent with what 
has been discussed in literature on novice teachers’ experience in their first years of working as 
well as on teachers’ collaborative PD [1, 9, 14, 18, 20, 23]. They are required to perform a wide 
range of duties, including teaching, counseling students, participating in PD activities as well as 
social activities.   

Beside the time constraint, the mutual trust among the teachers in the CFG was also 
questioned. It was doubted that the novice teachers' limited expertise and experience prevented 
them from suggesting the best solutions to cetain problems their peers encountered in teaching 
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(Rose). Another hindrance to their mutual trust in the CFG was the limited intimacy among 
these five teachers. It is interesting to uncover that it was their commonness and closeness that 
initially brought the five teachers together in professional interactions, but this does not mean 
that their intimacy equally developed among these teachers over the few months interacting in 
the CFG. The limited intimate relationship to some extent hindered them from interacting with 
each other extensively in the group chat. The constraint of initial intimacy was also reported in 
previous studies [9, 14, 18, 20] although the collegiality among the CFG’s members in these 
previous studies developed along with the process of engaging in CFGs. Being claimed as a 
prerequisite for reflective discussion and frank exchanges in online teacher communities [38], 
the limited mutual trust among the five novice teachers seemed to be one of the major 
hindrances to the inactive participation in the CFG in this study.  

5.      Conclusions 

Designed as a qualitative case study, this research examined how the novice teachers 
made collaborative inquiries into teaching English language skills in a CFG. The teachers 
appreciated the significance of learning through professional interactions about their teaching 
context-specific issues and concerns in an informal and friendly mode among critical friends. 
However, this positive attitude was not equally distributed across all the five members of a CFG 
due to the limited intimacy and trust among them. Their dearth of time allocated for 
professional exchanges was found to be another hindrance to their fading engagement in the 
group chat when their learning demand was not at a high level. In reference to the findings of 
the current study, it is suggested that self-directed inquires, intimacy and time allotment should 
be vital factors to the establishment, benefits and sustainability of collaborative PD activities, 
which could result in professional growth and teachers’ confidence among teachers, especially 
novice teachers in their beginning years of their teaching profession.  

  This study contribute more empirical evidence to the field of language teacher education 
and PD on the possibility of stimulating more collaborative continuous professional 
development among Vietnamese novice teachers in higher education setting in a context-
embedded, regular and informal mode. Further research involving classroom observations or 
teaching journals would produce deeper evidence on what transformations the teachers can 
make through collaborative inquires in a CFG or other communities of practice.  
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