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Introduction: This study examines how Vietnamese primary school teachers’
social and psycho-professional experiences shape their readiness to implement
Reciprocal Teaching (RT) in the classroom with implications for self-determined
professional development. Anchored in Social Cognitive Theory and employing
a Constructivist Grounded Theory approach, the research explores the dynamic
interplay among teachers’ personal beliefs, environmental contexts, and instruc-
tional practices, and examining these dynamics through core heutagogical con-
cepts like self-determined, critical reflection, and teacher empowerment.
Methods: Nineteen teachers participated in semi-structured interviews, com-
prising five with prior RT implementation experience and 14 without, all having
completed comparable professional training. Through iterative open, focused,
and theoretical coding, four interconnected domains of readiness emerged: per-
sonal beliefs, cognition, and self-efficacy; behavioral strategies, regulation, and
modeling; environmental affordances and constraints; and reciprocal dynamics
reflecting continuous interactions among these domains.

Results: Through heutagogy, findings indicate teacher readiness emerges as a
fluid, context-specific process molded by educators’ self-guided reflection, stra-
tegic adaptations, and evolving professional agency.

Discussion: A key theoretical insight positions self-efficacy as both a prerequisite
and an outcome of RT implementation. This grounded framework enriches teacher
education by clarifying how heutagogical approach function in professional learning
contexts, offering practical strategies to cultivate lasting teacher autonomy, confi-
dence, and pedagogical innovation in diverse educational environments.

KEYWORDS
constructivist grounded theory, heutagogy, reciprocal teaching, social cognitive
theory, teacher readiness

1 Introduction

This study investigates teachers’ readiness for Reciprocal Teaching in Vietnam’s resource-
limited primary schools, amid education reform curricula and policy pressures that demand
adaptive autonomy and professional agency. Innovative teaching methods such as Reciprocal
Teaching are vital in education, as they enhance student learning outcomes, engagement, and
motivation (Tronchoni et al., 2022; Liu et al., 2024) while supporting teachers in sustaining
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long-term pedagogical expertise and confidence (Zhumabayeva et
al,, 2024).

Reciprocal Teaching (RT) is an established instructional approach
that improves students’ reading comprehension (Mafarja et al., 2023;
Juhkam et al., 2023; Hussein, 2024) and fosters greater enjoyment of
learning (Wahyudi et al., 2024). This method employs four key strategies
in small student groups, including questioning, clarifying, summarizing,
and predicting (Chen and Kong, 2016; Oo et al., 2021; Wu and Chen,
2018), enabling students to actively construct meaning and develop self-
regulated learning skills (Decristan et al., 2022). However, research indi-
cates significant barriers to implementing RT in primary schools
(Mafarja et al., 2023), including limited resources, materials, and profes-
sional support (Oo et al., 2021), as well as insufficient time for lesson
preparation and lack of collegial support (Decristan et al., 2022).

A review of the literature reveals that most studies focus on RT’s
effectiveness for students (Vuong and Steklacs, 2025), with limited
attention to the challenges, barriers, or underlying factors hindering
teachers’ adoption of RT in regular instruction. Furthermore, recent
RT research predominantly employs quantitative or mixed-methods
designs, with a scarcity of purely qualitative studies. A qualitative
approach is thus essential to provide deeper insights into the reasons
for teachers’ hesitation to implement RT, elucidate the complexities of
pedagogical practice, and inform targeted teacher training and policy
development. Although RT was introduced in 1984, it remains rela-
tively unfamiliar to many Vietnamese primary school teachers (Vuong
and Steklacs, 2024). As Vietnam undergoes comprehensive educa-
tional reforms emphasizing innovative teaching methodologies to
promote active student learning, this study addresses the following
research questions: Are Vietnamese primary school teachers willing
to integrate RT into their daily teaching practice after being intro-
duced to it? What factors influence their decision-making in
this regard?

Constructivist Grounded Theory (CGT) is particularly suited to
this study due to its emphasis on the contextual factors shaping actions
(Lindqvist and Forsberg, 2023). Elements such as class size, examina-
tion pressures, and teaching culture significantly influence classroom
practices. Consequently, CGT enables an analysis of individual teacher
practices within the broader context of Vietnam’s educational frame-
work. Moreover, CGT, as a qualitative research methodology, gener-
ates explanatory theories grounded in participants’ experiences and
the social interactions between researchers and participants (Zhang et
al,, 2023). This study, conducted in Vietnam, utilized 19 semi-struc-
tured interviews with primary school teachers, including five with
prior experience implementing RT and 14 without. By collecting data
from both groups, the study develops a theory elucidating the circum-
stances, beliefs, and experiences influencing teachers’ readiness to
adopt RT. Thus, CGT facilitates the creation of a theoretical frame-
work that is both contextually grounded and practically applicable to
enhancing RT implementation in classrooms.

Thus, this investigation explores the ways in which Vietnamese
primary school teachers’ social encounters and professional back-
grounds influence their preparedness to adopt Reciprocal Teaching
amid Vietnam’s current educational reforms. Through a qualitative
lens, it aims to illuminate teachers’ viewpoints and reasoning around
embracing pedagogical innovations within the challenges of under-
resourced classrooms.

This investigation employs Constructivist Grounded Theory
(Charmaz, 2014) as its methodological anchor, complemented by
theoretical lenses that clarify how teachers” convictions, professional
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autonomy, and situational influences guide their classroom practices
(Bandura, 1986). From this standpoint, teachers’ readiness to imple-
ment Reciprocal Teaching (RT) is conceptualized as a dynamic, self-
determined process rather than a passive adaptation to
instructional reform.

Although this study employs a CGT approach (Charmaz, 2014),
its analysis is informed by Social Cognitive Theory (SCT) (Bandura,
1986). SCT provides a valuable lens for understanding teacher readi-
ness by exploring the interplay of teachers’ beliefs, environmental fac-
tors, and intentions in adopting innovative teaching methods. Core
concepts such as self-efficacy, observational learning, and anticipated
outcomes serve as critical theoretical tools to examine how Vietnamese
primary school teachers navigate their willingness to integrate RT into
their practices. Rather than applying SCT as a rigid framework, it
serves as a sensitizing guide to enhance theoretical sensitivity (Blumer,
1954). Through abductive reasoning, which is an iterative process of
moving between data and theory (Timmermans and Tavory, 2012),
the study refines its conceptual model of teacher readiness ensuring
that the resulting grounded theory is both contextually rich and theo-
retically robust.

Beyond these analytical lenses, the study also draws on heutagogi-
cal principles, which place self-determined learning and learner
agency at the center of its conceptual framing. The concept of heuta-
gogy was first introduced in Hase and Kenyon (2007). This approach
promotes flexible learning where teachers provide resources but learn-
ers negotiate their own paths. Blaschke (2012) and Blaschke and Hase
(2016, 2019) further developed the theory, emphasizing self-determi-
nation, reflection, and capacity building in digital and blended con-
texts. Studies over the past five years have highlighted the increasing
role of heutagogy as a suitable framework for teacher education and
professional development, emphasizing autonomous learning, learner
autonomy, reflective practice, and the capacity to meet the growing
demands of modern education (Mwinkaar and Lonibe, 2024; Panta,
2025). Although heutagogy and self-determined learning are some-
times used interchangeably in the literature, this study adopts heuta-
gogy as a contextual and integrative reference, while reserving
self-determined learning for its underlying orientation.

This study sheds light on how personal perceptions, behavioral
strategies, and contextual factors interact to shape primary teachers’
self-determined learning and agency (Chamo et al., 2023; Zakaria et
al., 2024). Through interview data analysis, it highlights teachers’ ini-
tiative in refining strategies, reflecting on outcomes, and seizing envi-
ronmental opportunities, affirming that professional learning unfolds
as an active, socially embedded process rather than mere passive
uptake (Mwinkaar and Lonibe, 2024; Newfield, 2025). While the study
draws on heutagogical ideas of teacher autonomy, reflective practice,
and social interaction for contextual understanding (Blaschke, 2012;
Chamo et al., 2023), the analysis itself relies on a tripartite conceptual
frame of cognition, behavior, and context to underpin deeper discus-
sion ahead.

Methodologically, this study draws on CGT (Charmaz, 2014) to
explore how Vietnamese primary teachers’ social and professional
experiences shape their readiness for RT. Informed by SCT (Bandura,
1986), it foregrounds personal motivation and self-efficacy alongside
support from principals and peers, which strengthens teacher agency
in the face of crowded classrooms, diverse learner abilities, and cur-
riculum reform pressures (Chamo et al., 2023; Pham et al., 2023). SCT
and CGT together promote self-determined learning by equipping
Vietnamese primary teachers to thoughtfully adapt Reciprocal
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Teaching despite institutional constraints that hinder classroom inno-
vation. Heutagogy further enriches this framework by revealing the
reflective growth and capability-building evident throughout partici-
pants’ accounts (Glassner and Back, 2020; Akgay, 2025). Collectively,
these perspectives capture the interplay of personal motivation, pro-
fessional behaviors, and environmental influences guiding teachers’
pedagogical decisions in Vietnam’s primary schools. Heutagogical
tenets enhance this perspective by illuminating the reflective practices
and capability development reflected in participants’ narratives
(Glassner and Back, 2020; Akgay, 2025).

2 Methodology
2.1CGT

CGT posits that knowledge is collaboratively constructed through
interactions between researchers and participants, shaped by social
structures, cultural contexts, and personal experiences (Charmaz,
2014; Mohajan, 2022). This methodology emphasizes the researcher’s
active role in meaning making and requires continuous reflexivity
regarding assumptions, perspectives, and positionality throughout
data collection and analysis (Charmaz, 2014). The CGT process entails
iterative data collection and analysis through initial, focused, and
theoretical coding, supported by memo-writing and constant com-
parison to refine emerging categories and theoretical insights
(Charmaz, 2014; Lindqvist and Forsberg, 2023). Theoretical sampling
guides the strategic selection of additional data to clarify, expand, or
challenge developing categories, enhancing the theoretical coherence
of the model (Tie et al., 2019; Lindqvist and Forsberg, 2023).

In this study, CGT provided the methodological framework for
developing a contextualized understanding of Vietnamese primary
school teachers’ readiness to adopt RT. Data were collected through
19 semi-structured interviews, comprising five teachers experienced
in RT and 14 without, enabling the co-construction of rich, contextual
insights. To enhance theoretical sensitivity, Social Cognitive Theory
(SCT) (Bandura, 1986) was applied as an interpretative lens rather
than a prescriptive framework. Consistent with Blumer’s (1954) con-
cept of sensitizing constructs, SCT functioned to guide analytical
attention and deepen interpretive insight without constraining the
data through predefined categories. Rather than being imposed rig-
idly, SCT functioned as a guiding perspective supporting abductive
reasoning and iterative movement between empirical data and theory
(Timmermans and Tavory, 2012). This integration ensured the emer-
gent grounded theory remained data-informed and conceptually
refined. Following this approach, both initial and focused coding were
carried out inductively, grounded in participants’ accounts, without
the prior application of SCT constructs. Engagement with SCT took
place mainly after the core categories had been identified, enabling the
evolving theory to be theoretically enriched while avoiding the impo-
sition of external frameworks.

Reflecting CGT’s constructivist principles, the researcher prac-
ticed reflexivity to acknowledge the influence of personal and contex-
tual factors on interpretations. Trustworthiness was ensured by
addressing Lincoln and Guba’s (1985) criteria: credibility (through
member checking and peer debriefing), dependability (via audit trails
and analytic memos), confirmability (through reflexive journaling and
peer discussions), and transferability (through detailed descriptions
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of participants and contexts). These measures collectively strength-
ened the authenticity, depth, and applicability of the resulting theory,
providing a robust foundation for understanding teacher readiness
within Vietnam’s dynamic educational landscape.

2.2 Researcher reflexivity and positionality

Consistent with the constructivist paradigm, the researchers
acknowledge that knowledge and meaning are co-constructed
through continuous interactions with participants. The first author, an
experienced Vietnamese primary school teacher and educator,
brought extensive familiarity with classroom practices and RT, which
informed but did not predetermine data interpretation. The second
author, an expert in RT and reading comprehension for students aged
6 to 15, contributed specialized insights into pedagogical and literacy
frameworks.

Throughout data collection and analysis, reflexive practices, such
as memo-writing, journaling, and peer debriefing, were employed to
enhance transparency and mitigate potential biases. This collaborative
reflexive approach positioned both researchers as co-learners and co-
constructors of meaning alongside participants, aligning with CGT
principles (Charmaz, 2014). By acknowledging their positionality and
maintaining reflexivity, the researchers ensured that interpretations
were grounded in mutual understanding and contextually relevant,
thereby enhancing the study’s credibility. Ongoing reflexive dialogue
between the researchers facilitated the identification and examination
of personal assumptions, strengthening the confirmability of the ana-
lytical interpretations.

2.3 Literature review

2.3.1 The role of literature in constructivist
grounded theory

In CGT, the literature serves as a dynamic resource that informs
the researcher’s evolving interpretations without imposing predeter-
mined categories (Charmaz, 2014). Burns et al. (2022) emphasize that
meaning and theory are co-constructed through interactions among
researchers, data, and prior knowledge. Thornberg and Dunne (2019)
suggest that engaging with existing studies enhances theoretical sen-
sitivity by enabling researchers to identify patterns, challenge assump-
tions, and recognize research gaps without allowing prior theories to
dominate. Bobbink (2024) further notes that prior research contextu-
alizes emerging theories, deepening their interpretive depth. Thus, in
this study, the literature functioned as a critical, reflective tool, sup-
porting creative and contextually grounded theoretical development.

2.3.2 Literature on reciprocal teaching and
influencing factors

In RT, theory is primarily constructed through researcher-partic-
ipant interactions, but prior studies on RT and Banduras SCT
(Bandura, 1986) provide critical reference points for comparison and
critique.

International research identifies intensive training (Mafarja et al.,
2023), collegial and institutional support (Alharbi, 2024), and digital
technology integration (Alasmari, 2021; Mafarja et al., 2023) as key fac-
tors influencing RT adoption. In Vietnamese primary schools, teacher
data reflect similar influences of training and collaboration but highlight
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distinct factors, including curriculum pressures, limited lesson time,
and diverse classroom dynamics. This comparison informs targeted
interview questions and reveals gaps unaddressed by existing theories.

Moreover, engagement with existing literature enhances the data
coding process. International studies, including Oo et al. (2021) and
Okkinga et al. (2021), guided identification of key constructs like
“teacher-student interaction” and “group feedback,” shaping prelimi-
nary coding categories from Vietnamese teachers’ data. This analysis
facilitated reflective inquiry, enabling new insights and supporting the
co-construction of meaning (Charmaz, 2014; Brown et al., 2022).

As the categories developed into a coherent theoretical frame-
work, the researcher engaged in a process of revisiting the literature
(“returning to the library,” Charmaz, 2014) to contextualize and com-
pare the emerging theory within broader educational discourse and
constructivist perspectives. This reflective engagement helped articu-
late the study’s theoretical contributions and extended the under-
standing of teacher readiness as a fluid, socially mediated process
rather than a static condition.

2.4 Participants

This study was conducted in Vietnam, a developing nation under-
going comprehensive educational reforms across all educational levels
(Pham et al,, 2023). In the 2024-2025 academic year, Vietnam had
approximately 8.8 million primary school students and over 400,000
primary school teachers (Ministry of Education and Training, 2018).
The large student population and class sizes exert significant pressure
on primary schools. On average, classes comprise 30-35 students,
though in some urban areas, class sizes may range from 45 to 48 stu-
dents. Primary education begins at age six and continues until age ten,
encompassing Level I, a universal and compulsory education phase that
includes five grades (Grades 1 to 5) (Ministry of Education and
Training, 2018). RT is a relatively new instructional approach in
Vietnam, with limited application in primary classrooms (Vuong and
Steklacs, 2025). To investigate factors influencing teachers’ willingness
or reluctance to implement RT, two groups of primary school teachers
were purposively recruited.

The first group consisted of Grade 3 teachers who participated in
an eight-week RT intervention in 2024 in Hai Phong, Vietnam.
Including teachers from multiple grades facilitated a broader examina-
tion of their beliefs, perceptions, and contextual factors influencing
their decisions to adopt RT in primary education. All 19 participants
were female, reflecting the gender distribution in primary teaching.
Of the 14 teachers without prior RT experience, 13 were from Hai
Phong, and one was from Bac Giang. Their class assignments were as
follows: three taught Grade 5, six taught Grade 4, two taught Grade 3,
two taught Grade 2, and one served as a vice-principal. This study
employed a theoretical sampling approach, with participant selection
guided by the evolving needs of data analysis rather than a predeter-
mined sample size. Participants were initially selected based on pre-
defined criteria, with additional recruitment conducted as needed to
enrich emerging categories and achieve theoretical sufficiency. This
approach ensured the collection of comprehensive and nuanced data,
aligning with the principles of CGT.

2.5 Sampling strategy

This study employed a theoretical sampling strategy aligned with
CGT principles (Charmaz, 2014). Participants were purposively
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selected to ensure conceptual diversity and support emerging catego-
ries. The sample comprised 19 primary school teachers in Vietnam,
five with RT experience and 14 without. Initially, teachers familiar
with RT were interviewed to identify preliminary codes and processes
related to readiness and classroom practices. Subsequently, teachers
without RT experience were recruited to contrast perspectives, refine
categories, and enhance theory development. All engaged in iterative
semi-structured interviews, informing further sampling. The unequal
group composition reflects theoretical sampling’s flexible nature, pri-
oritizing theoretical sufficiency over numerical balance to understand
teacher readiness.

2.6 Theoretical sufficiency

Data collection concluded based on theoretical sufficiency rather
than data saturation. Theoretical sufficiency denotes sufficient data to
construct a robust theory capturing the research phenomenon
(Charmaz, 2014; Saunders et al., 2018). This relies on the researcher’s
judgment of the completeness, coherence, and depth of emerging cat-
egories, not the absence of new information (Sbaraini et al., 2011).
Sampling followed theoretical sampling principles, adjusting partici-
pants to enrich categories until sufficiency was achieved. Data collec-
tion ceased when no further theoretical insights emerged. A fixed
sample size could have constrained theory development, a potential
limitation (Miller, 2023). Theoretical sufficiency enhances the credibil-
ity and relevance of findings in CGT through researcher-data interac-
tion (Charmaz, 2014).

2.7 Ethical considerations

This study obtained ethical approval from the Institutional Review
Board (IRB) of the Doctoral School of Education, University of
Szeged, 6722 Szeged, 30-34 Pet6fi S. Av., Hungary (protocol code
7/2024-NT and date of approval: 23 March, 2024). Before conducting
the interviews, the first author contacted teachers by telephone to
explain the study’s purpose, duration, data collection methods, and
intended data use. Participants signed voluntary informed consent
forms, which outlined confidentiality assurances, their right to access
data upon request, and plans for disseminating findings. Participants
were also informed of their right to withdraw from the interview or
discontinue participation at any stage. To ensure anonymity, all per-
sonally identifiable and school-related details were removed during
transcription, and a systematic coding system was applied to fully
anonymize the data.

2.8 Data collection

The research team independently designed a semi-structured
interview protocol specifically to investigate factors affecting primary
teachers’ readiness or reluctance to implement RT. The questionnaire
centered on four key themes: (1) Perceptions and evaluation of RT:
teachers’ opinions regarding its strengths, limitations, applicability in
classrooms, student interest or potential difficulties, and reactions to
assuming various roles in group discussions. (2) Strategies and practi-
cal challenges: views on which strategies students find easier or harder,
methods to support the most difficult strategies, and approaches to
overcoming implementation obstacles. (3) Feasibility and application:
willingness to adopt RT, influencing factors, and intended frequency
or scope of use (e.g., daily, occasional, or restricted to specific lessons).

frontiersin.org


https://doi.org/10.3389/feduc.2026.1746018
https://www.frontiersin.org/journals/education
https://www.frontiersin.org

Vuong and Steklacs

(4) Dissemination and scaling: opinions on recommending RT to col-
leagues and underlying reasons.

In the initial phase, five teachers from the RT intervention were
interviewed, informing minor wording and sequencing revisions for
nuanced perspectives. The revised questionnaire was used for 14
teachers without RT experience, ensuring consistency while allowing
flexibility aligned with the study’s evolving focus.

All interviews were conducted via video calls in Vietnamese
and audio-recorded. The first five interviews, with teachers experi-
enced in RT, occurred between January and February 2025, while
the remaining 14, with teachers trained but not yet implementing
RT, took place from June to August 2025. Each interview lasted
approximately 30 to 45 min. The semi-structured format facilitated
exploration of emerging themes while aligning with research
objectives.

2.9 Data analysis
2.9.1 Initial coding

All interviews were transcribed verbatim and analyzed using CGT
(Charmaz, 2014). Following Brown et al. (2022), line-by-line coding
of transcripts in the initial phase enabled the researcher to remain
aligned with participants’ perspectives while maintaining theoretical
sensitivity and openness. During this open coding phase, transcripts
were analyzed separately for two teacher groups: those who had
implemented RT and those who had received RT training but had not
yet applied the approach. This separation facilitated the identification
of distinct viewpoints and experiences. For teachers with RT imple-
mentation experience, coding focused on their classroom practices,
strategies for overcoming challenges, and contextual factors influenc-
ing their approaches. For teachers who had undergone training but
had not implemented RT, coding emphasized their beliefs, perceived
feasibility of the method, and contextual or cognitive barriers affecting
their readiness to adopt it.

During the initial coding phase, recurring themes in participants’
narratives led to four tentative conceptual categories: method evalua-
tion, management of practical constraints, understanding of applica-
bility and implementation, and envisioning dissemination. These
categories emerged inductively through iterative comparison and
reflexive analysis. Table 1 illustrates early coding, demonstrating how
meanings were derived from the data.

2.9.2 Focused coding

In the focused coding phase, initial codes were synthesized into
broader categories that elucidate how teachers’ understanding of RT
develops through the interplay of their beliefs, classroom environ-
ments, and pedagogical strategies. These categories align with the
interconnected elements of Bandura’s SCT (Bandura, 1986) and were
derived inductively from teachers’ reflections on their pedagogical
rationale, contextual challenges, and adaptive classroom practices.

Teachers’ beliefs about RT’s instructional value were captured in
focused codes such as “fostering active participation” and “promoting
learner autonomy;” reflecting their view of RT as a method to enhance
engagement and independence. Environmental factors were evident
in codes like.

“managing group learning complexity” and “addressing mixed-
ability class feasibility,” highlighting how school conditions and class
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TABLE 1 Line-by-line initial coding of teachers’ perspectives on reciprocal teaching.

Transcript

Initial coding
excerpt

“For this Reciprocal Non-Experienced Recognizing RT as

teaching method, I think | Group promoting active

its first advantage is that student engagement.
it enhances students’

active participant.”

“The easiest part for Non-Experienced Valuing prediction as a

students is predicting, Group low-pressure, creative

because they can be learning activity.
creative and imaginative;
nothing is strictly right

or wrong.”

“When teaching RT to Experienced Group Struggling to manage

students, I find it collaborative group
difficult to control the work effectively.
effectiveness of group

work for all students.”

This table presents the systematic line-by-line coding of transcript excerpts from teachers to
generate initial analytic categories regarding their perspectives on reciprocal teaching.

diversity influence RT implementation. Behavioral aspects emerged
in codes like “balancing preparation effort with teaching benefits”
and “facilitating student summarization,” illustrating teachers’ practi-
cal adaptations for applying RT in classroom settings. The constant
comparison method was applied systematically:

Data from teachers who had not yet implemented RT were compared
with insights from those who had applied it. This iterative analysis
revealed a developmental shift from initial perceptions of difficulty
and hesitation to increasing acceptance and adaptation over time.
For example, the contrast between “difficulty managing group activi-
ties” and “students gradually becoming familiar with RT” shows that
teacher readiness is not fixed but co-constructed through practice-
based teacher reflection and practical experimentation. Each new
data segment prompted the refinement and reconceptualization of
categories, uncovering subtle shifts from anxiety and uncertainty

toward greater confidence and agency. (Vuong, 2025-09-13)

Analytic memo-writing played a crucial role in this process, with
researcher’s reflexive and observations regularly recorded to trace how
focused codes developed into higher-order categories. The memos served
as a space to capture emerging insights into the reciprocal influence of
beliefs, contexts, and actions, as well as teachers’ ongoing negotiations and
reflective shifts as they engaged with RT in practice, as below:

Data from teachers without RT experience (Participant 5) were
systematically compared with those who had implemented RT
(Participant 9). This ongoing comparison revealed a developmen-
tal shift from initial perceptions of difficulty and hesitation to
growing acceptance and adaptation over time. The contrast
between “difficulty managing group activities” and “students grad-
ually becoming familiar with Reciprocal Teaching” illustrates that
teacher readiness is not static but co-constructed through ongoing,
practice-based teacher reflection and practical experimentation.
(Vuong, 2025-09-13)
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Through iterative comparison and detailed analytic memoing, it
became evident that teacher readiness for RT is a socially situated,
dynamic process shaped by the reciprocal interplay of individual
beliefs, environmental factors, and enacted practices, as summarized
in Table 2. Teachers who implemented RT described developmental
trajectories from initial uncertainty to enhanced self-efficacy, with
each domain mutually influencing the others. This reflects Bandura’s
(1986) concept of reciprocal determinism, wherein cognition, envi-
ronment, and behavior interact.

Further analysis revealed that teachers yet to implement RT experi-
enced similar reflective tensions, recognizing RT’s pedagogical value but

TABLE 2 Integration of focused codes with the triadic dimensions of social cognitive theory.

Initial Focused Emerging SCT
codes codes category dimension
(sample

extracts)

Increasing Promoting Perceived Personal (beliefs/
active student pedagogical cognitive)
participation; engagement and | benefits of RT.

Encouraging responsive

autonomy; teaching.

Monitoring

and adjusting

instruction.

Difficulty Recognizing Practical Environmental
applying in contextual and challenges in RT (context/
mixed-ability instructional implementation. constraints)
classes; Need constraints.

for students

training and

planning time.

Summarizing Negotiating the | Understanding Behavioral
and complexity of strategic (action/
questioning RT strategies. implementation strategies)
most difficult; processes.

Dependence

on text-type

Grouping Managing group | Facilitating Behavioral/
intentionally; dynamics and collaborative environmental
Rotating roles; | supporting peer | learning interaction.
Reviewing collaboration. structures.

group

products;

Giving

feedback.

Selecting Balancing Readiness and Personal/
appropriate motivation, advocacy for RT environmental
texts; Need feasibility and adoption. interaction.
support from dissemination.

school; Sharing

methods with

peers.

This table outlines how focused codes were synthesized into personal, behavioral, and
environmental domains, illustrating the reciprocal interactions shaping teacher readiness for
reciprocal teaching.
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questioning its feasibility within institutional constraints. This negotia-
tion between aspiration and limitation, identified by Charmaz (2014)
and Miller (2023) as an analytic turning point, facilitated the consolida-
tion of core categories, reinforcing readiness as a dynamic construct. To
ensure credibility and confirmability, the coding framework and prelimi-
nary themes were collaboratively reviewed by the two researchers and
discussed during peer debriefing with academic colleagues.

Table 2 synthesizes the focused coding outcomes, aligned with
SCT, demonstrating how initial codes were organized into personal,
behavioral, and environmental dimensions. These categories elucidate
how teacher readiness for RT emerges through the interplay of beliefs,
pedagogical strategies, and contextual factors. Consistent with
Charmaz’s (2014) perspective that theoretical sensitivity arises
through active data engagement, the findings underscore readiness as
a socially mediated, dynamic process rather than a static individual
attribute.

2.9.3 Theoretical coding

Guided by Bandura’s (1986) SCT, the theoretical coding phase
integrates focused codes into a dynamic model depicting the develop-
ment of teacher readiness for RT. As illustrated in Figure 1, the process
begins with teachers’ perceptions of RT’s benefits and contextual sup-
port, combining personal beliefs and environmental affordances to
inform cognitive appraisal of RT’s feasibility and relevance
(Bandura, 2001).

This appraisal, represented in Figure 1, mediates the transition
from perceptions to implementation coping strategies, reflecting
teachers” active behavioral engagement as they adapt instructional
practices to address challenges. According to SCT’s triadic reciprocal
causation, these strategies both shape and are shaped by ongoing cog-
nitive and contextual factors in a reciprocal feedback loop (Bandura,
1986). The model identifies two interconnected pathways: readiness
and adoption of RT, or hesitation and partial implementation. These
pathways remain fluid, subject to continuous negotiation, aligning
with SCT’s emphasis on reciprocal influences among cognition, envi-
ronment, and behavior. Ultimately, both trajectories converge toward
collaborative practice and professional confidence, fostering profes-
sional agency and collective efficacy within school communities, con-
sistent with SCT’s concepts of self-regulatory behavior and social
learning (Bandura, 1986, 2001).

This model integrates grounded categories from the data with
SCT'’s theoretical framework, embodying CGT’s principle of co-con-
structing theory through analytic induction and constant evolving
process, rooted in the interplay of personal cognition, environmental
context, and behavioral adaptation.

Throughout the coding process, constant comparison (Charmaz,
2014). It positions teacher readiness as a socially situated, reflexive,
and readiness, adoption, and collaborative confidence over time.
Throughout the coding process, constant comparison was systemati-
cally employed to discern nuanced differences and similarities in
teachers’ experiences with RT adoption:

When comparing teachers who had implemented RT with those
who had not, clear contrasts emerged in their views of student
readiness. Teachers with RT experience noted that students gradu-
ally became more confident and adaptable, while those without
such experience often doubted students’ ability to take on

new roles.
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FIGURE 1

Conceptual process model of teacher readiness development. This figure depicts how teachers’ perceived benefits, appraisal, and coping strategies
interact to shape readiness, adoption, and collaborative confidence over time.

Nevertheless, both groups emphasized the need for guidance
and classroom management, suggesting that readiness depends
less on adopting RT itself and more on how teachers build sup-
portive environments that strengthen students’ sense of

capability.

These iterative comparisons refined category boundaries and elu-
cidated the mechanisms through which readiness fluctuates, reinforc-
ing the model’s portrayal of readiness as a dynamic, socially situated
state shaped by reciprocal interactions among cognitive, behavioral,
and contextual factors. Analytic memo-writing was instrumental in
documenting theoretical insights as categories developed. Memos
captured how negotiations between perceived benefits and environ-
mental constraints shaped appraisal processes, influencing teachers’
coping and adaptive behaviors.

Theoretical Memo - Negotiating Readiness in Implementing
Reciprocal Teaching

The findings indicate that teacher readiness to implement
Reciprocal Teaching is not a static attribute but a social-cognitive
process continually shaped by the interplay among teachers’ beliefs,
instructional practices, and student responses. Teachers reported
that students differed in their willingness to rotate roles within
groups—some engaged readily, while others hesitated or withdrew
when lacking adequate scaffolding or confidence. These student
reactions, in turn, informed teachers’ reflective judgments about
task design and instructional practicality. Thus, readiness emerged
as a socially situated and context-dependent state, co-constructed
through teachers’ interpretations of student engagement and the
organization of learning activities. This dynamic aligns with the
triadic reciprocal interaction among cognition, behavior, and envi-
ronmental factors outlined in Social Cognitive Theory. (Vuong and
Steklacs, 2025-09-30)

To strengthen analytic transparency and credibility, Appendix A
presents an illustrative coding lineage that traces the progression from
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raw participant excerpts to initial codes, focused codes, and theoreti-
cal categories.

2.9.4 Trustworthiness and member checking

To strengthen the trustworthiness of the findings and ensure con-
sistency with the constructivist grounded theory approach, member
checking was carried out with five participants. This process occurred
at two critical points in the analysis: first, when clarifying utterances
that were ambiguous or highly context-dependent during initial
coding; and second, during the formulation of focused codes and
emerging categories.

Participants were contacted via Zalo, a commonly used com-
munication platform among Vietnamese teachers, to confirm the
intended meaning of their statements and to verify the researchers’
interpretations, particularly concerning the perceived influence of
collegial support in implementing Reciprocal Teaching. Their feed-
back served to validate the interpretations, provide additional con-
textual insights, and, when relevant, guide the refinement and
integration of analytical categories. For instance, follow-up discus-
sions regarding the phrase “needing colleagues who understand
Reciprocal Teaching” helped differentiate between the teachers’
desire for technical expertise and their broader need for a psycho-
logically safe space for peer interaction during instructional
experimentation.

3 Findings

Analysis of interviews with 19 primary teachers revealed a
dynamic interplay among personal beliefs, behavioral practices, and
environmental factors in shaping readiness to adopt RT. Interpreted
through SCT, teacher readiness emerged as a socially mediated, self-
regulating process, evolving through continuous interaction with con-
textual enablers and constraints.
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3.1 Personal domain: beliefs, cognition, and
self-efficacy

Teachers’ personal beliefs were a critical determinant of their
motivation to implement RT. Both adopters and non-adopters gener-
ally recognized RT’s pedagogical value in fostering student engage-
with
heutagogical frameworks that position teachers as autonomous pro-

ment, independence, and comprehension, consistent
fessionals whose pedagogical choices are informed by self-efficacy,
reflective practice, and commitment to lifelong learning (Glassner and
Back, 2020; Singh and Sisodia, 2024; Akgay, 2025). Teachers high-
lighted the perceived value and autonomy of RT, stressing its ability to
empower students as active participants in self-directed and collabora-

tive learning processes. One participant observed:

“First, it enhances students’ active participation, as they take on
proactive roles in learning rather than merely listening to lectures.
Second, it improves reading comprehension, as strategies help stu-
dents understand texts more deeply and strengthen their compre-
hension skills. Third, it fosters self-directed learning and peer
support, promoting collaboration within groups. For teachers, one
advantage is the ease of assessing the learning process.” (Teacher 5,
Non- Experienced Group)

“The RT method offers several advantages over current teaching
approaches. It promotes students’ initiative and creativity,
enhances interaction and collaboration among learners, develops
critical thinking and communication skills, and deepens reading
comprehension through strategies such as predicting, questioning,

clarifying, and summarizing” (Teacher 3- Experienced Group)

This illustrates teachers” recognition of autonomy and learner-
initiated engagement as essential, linking students’ active involvement
to heutagogy’s emphasis on learner agency. Teachers who imple-
mented RT reported significant improvements in students’ confidence
and communication skills, strengthening their own instructional
self-efficacy:

“T observed significant improvements in students’ reading com-
prehension after applying this method. In terms of skills, their
comprehension improved remarkably. Regarding attitude, they
showed greater interest in informational texts, worked more
enthusiastically, and demonstrated higher motivation. In out-
comes, each student’s reading comprehension performance clearly
progressed, with a marked increase in answer accuracy.” (Teacher

5-Experienced Group)

Such experiences offered mastery feedback loops, bolstering
teachers’ confidence in RT’s long-term viability and effectiveness.
These experiences align well with heutagogy’s focus on hands-on
learning and building professional skills. Self-efficacy as a mediator of
implementation: Non-adopters voiced reservations stemming from
classroom management difficulties, student ability diversity, and time
constraints:

“Of course, it has one limitation: students differ in ability and pro-

ficiency. When students are not at the same level, some participate
actively while others remain disengaged” (Teacher 9-Non-
Experienced Group)
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“To successfully apply RT at the classroom level, teachers need to
invest more effort. Lesson preparation must be more detailed, and
the entire class should be trained to use all four strategies profi-
ciently” (Teacher 13-Non-Experienced Group)

This contrast highlights self-efficacy as a pivotal psychological
mediator, demonstrating that teachers with strong confidence in
orchestrating and guiding RT were more inclined to demonstrate
learner agency and adopt strategies independently, whereas those
lacking such confidence hesitated despite acknowledging RT’s poten-
tial advantages. Overall, these findings demonstrate the close inter-
connection between personal beliefs, mastery experiences, and
self-efficacy with core heutagogical principles, particularly teachers’
autonomy and reflective practices.

While CGT informed the analysis and SCT guided the interpreta-
tion, heutagogy was adopted as a theoretical framework to link the
findings to teacher agency and self-determined professional learning
as key drivers of pedagogical innovation (Hase and Kenyon, 2013;
Blaschke and Hase, 2016).

3.2 Behavioral domain: strategies,
regulation, and modeling

Behavioral patterns revealed varying levels of self-regulation.
Teachers implementing RT employed adaptive strategies, such as sim-
plifying learning materials, assigning roles effectively, and scaffolding
discussions through questioning and summarizing. Over time, they
developed monitoring and modeling practices that reduced prepara-
tion demands while fostering greater student participation. These pat-
terns exemplify teachers’ self-determined engagement, a fundamental
heutagogical principle as they proactively tailored strategies to address
students’ needs and maximize learning outcomes.

“When organizing group activities, I guide and train group lead-
ers while drawing on each member’s strengths and contributions.
This makes discussions more productive and meaningful, pre-
venting situations where only a few strong students work while
others stay passive, chat, or do unrelated tasks” (Teacher
2-Experienced Group)

“To train students in summarizing, I start with a short passage,
identifying the main idea in each paragraph. Then I move to a text
with two short paragraphs, combining their main ideas to form the
text’s core meaning. Gradually, I train students to express this con-

tent more and more concisely.” (Teacher 1-Experienced Group)

These examples highlight how teachers demonstrate learner
agency within their professional practice, independently regulating
and modeling strategies to effectively scaffold student learning. This
behavioral regulation aligns with SCT’s concept of reciprocal deter-
minism, wherein successful actions enhance self-efficacy, fostering
sustained engagement. In contrast, teachers who had not imple-
mented RT often described it in procedural or superficial terms. Their
engagement was primarily vicarious, informed by training sessions
or colleagues’ demonstrations rather than personal practice. This reli-
ance on external examples indicates an early learning stage, where
teachers have yet to internalize strategies or apply theoretical knowl-
edge in the classroom, highlighting a lack of self-determined profes-
sional learning.
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“Actually, it’s not that I'm reluctant — I'm not. The thing is, if I
were to do it spontaneously now, I might be a bit lazy. I need more
materials on this method and some sample teaching videos to try
out” (Teacher 4- Non-Experienced Group). This shows that the
teacher is open and willing to try the method but recognizes that
without proper preparation, her efforts might not be effective.

At the moment, my workload is already heavy. With two lessons
a day and new text content to cover, I may be enthusiastic, but I

simply don’t have the time.” (Teacher 10-Non-Experienced Group)

She acknowledges that while enthusiasm is present, practical con-
straints such as multiple daily lessons and material preparation limit
the time available.

These statements reveal that although teachers demonstrate
openness and willingness, the absence of opportunities for self-deter-
mined experimentation and modeling limits their behavioral adapta-
tions to tentative efforts. Witnessing credible success within their
local school context proved crucial; without it, teachers’ capacity for
autonomous regulation and instructional innovation remained
restricted. These findings align with the theoretical principles of heu-
tagogy, which highlight learner agency, hands-on experiential learn-
ing, and professional capability building as key drivers of lasting
teacher growth and instructional innovation (Glassner and Back,
2020; Akgay, 2025).

3.3 Environmental domain: contextual
affordances and constraints

The environment served as both a facilitator and a barrier to RT
implementation. Many teachers identified institutional factors, such
as rigid 35-min lesson schedules, frequent administrative observa-
tions, and limited classroom space, as significant constraints.

“What concerns me most is the class period length. If enough time
isn't ensured, the lesson will spill into the next period. Last year,
administrators often inspected classes mid-lesson, and if a teacher
didn’t finish on time, they were reminded.” (Teacher 7-Non-
Experienced Group)

“The classroom space is cramped; arranging desks in groups leaves
little room to move, making it hard to get through. Another issue
is that students work at different paces—some groups are fast,

while others are slow.” (Teacher 13-Non-Experienced Group)

These limitations shaped perceptions of RT’s feasibility, often dis-
couraging experimentation and limiting opportunities for autono-
mous and learner-initiated professional learning, a core principle of
heutagogy. Conversely, environmental support, including collabora-
tive teamwork, a flexible curriculum design, and administrative
encouragement—empowered teachers to demonstrate agency and
participate in reflective experimentation.

“When I develop something new, I share it for experimentation so
colleagues can observe and give feedback. If they find it effective,
they can apply and improve it further. If any part needs adjust-
ment, I revise it based on their suggestions” (Teacher 10-Non-
Experienced Group)
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“Objectively, I think innovating teaching methods is essential. This
method includes many aspects I find engaging and practical for
students, so I believe its worth trying and applying” (Teacher
5-Non-Experienced Group)

“When I tried this method, I received encouragement from the
school administration and feedback from two colleagues who
observed my lessons. Their input helped me promptly adjust my
teaching steps, which reduced pressure and increased my confi-
dence in (Teacher

applying  Reciprocal — Teaching”

3-Experienced Group)

These accounts demonstrate that teachers operating within sup-
portive environments exhibited greater confidence in experimenting
with and adapting RT, perceiving challenges as avenues for profes-
sional growth rather than risks to performance. This corresponds with
SCT’s focus on environmental influences, where context simultane-
ously limits actions and delivers feedback that molds beliefs and
behaviors (Bandura, 1986). These environments support teachers’
learner-initiated reflection, collaborative problem-solving, and inde-
pendent adaptation, resonating with heutagogical principles (Glassner
and Back, 2020; Chamo et al., 2023; Mwinkaar and Lonibe, 2024;
Akgay, 2025).

3.4 Reciprocal dynamics: toward a holistic
understanding of readiness

Teacher readiness, across diverse contexts, emerged as a dynamic
system shaped by reciprocal influences rather than a linear progres-
sion. Personal beliefs informed instructional actions, which, in turn,
reshaped beliefs, both continuously shaped by environmental feed-
back. Teachers’ narratives revealed a cyclical pattern of practice-based
teacher reflection, adaptation, and renewed engagement, consistent
with Bandura’s triadic model of interaction among personal, behav-
ioral, and environmental factors. Figure 2 illustrates these intercon-
nections: personal cognitions (e.g., perceived value and self efficacy),
behavioral strategies (e.g., scaffolding and monitoring), and contextual
factors (e.g., institutional flexibility and time allocation) mutually
influence one another, resulting in varying levels of readiness. These
interactions underscore the significance of self-determined learning
and autonomy, as teachers proactively adjust their strategies, reflect on
results, and navigate environmental opportunities and limitations in
line with heutagogical principles.

This interpretation frames teacher readiness as a socially co-con-
structed, context-dependent process rather than a static attribute.
Consequently, the proposed framework advances a constructivist per-
spective on teacher learning and change, underscoring that fostering
readiness for innovations like RT requires more than individual train-
ing. It necessitates supportive environments that promote autonomous
practice-based teacher reflection, collaborative learning, and profes-
sional agency, enabling teachers to engage in self-determined peda-
gogical innovation (Glassner and Back, 2020; Akgay, 2025).

Figure 2 depicts the dynamic interplay among teachers’ beliefs,
contextual elements, and instructional approaches in collectively
shaping pedagogical readiness. Principles of learner autonomy, reflec-
tive practice, and learner agency resonate across these interconnected
domains, steering teachers’ adaptation and preparedness for instruc-
tional transformation.
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FIGURE 2
Triadic reciprocal determinism model.

4 Discussion

Grounded in SCT, this study conceptualizes teacher readiness for
RT as a dynamic, socially mediated construct shaped by reciprocal
interactions among personal beliefs, behavioral strategies, and envi-
ronmental conditions. Rather than a static attribute or linear stage of
professional development, readiness emerges as an adaptive system
responsive to ongoing, practice-based teacher reflection, contextual
affordances, and collective learning processes. This perspective
enhances understanding of how teachers transition from theoretical
knowledge to practical implementation of innovative pedagogical
methods in classroom settings.

A key finding is the critical role of self-efficacy as both a psycho-
logical antecedent and an outcome of RT implementation. Teachers
who implemented RT reported increased confidence and recognition
of its pedagogical value, demonstrating how mastery experiences bol-
ster personal agency. Conversely, non-adopters’ apprehension high-
lighted how low self-efficacy hinders the application of training. These
findings align with Mafarja et al. (2023), who noted that teachers with
low intrinsic motivation require leadership support and professional
learning communities to effectively adopt RT. This evidence empha-
sizes that teachers’ confidence and motivation are socially constructed
through collaborative and institutional support, rather than solely
individual attributes. This dynamic aligns with Bandura’s (1986) view
that efficacy beliefs influence effort, persistence, and resilience in over-
coming challenges. Furthermore, teacher cognition is a socially co-
constructed process, fostered through collegial dialogue, shared
problem-solving, and observation of successful models, which are
forms of vicarious reinforcement that reshape beliefs. Thus, self-effi-
cacy is both individually held and collectively sustained (Goddard et
al., 2000; Briickner, 2023).

Behavioral differences between teachers who adopted RT and
those who did not reveal varying levels of self-regulation and expertise
in adapting to innovative methods. Teachers implementing RT
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demonstrated flexibility in adjusting strategies, monitoring student
progress, and refining instruction based on feedback, reflecting self-
regulated professionalism consistent with SCT. This adaptability is
associated with enhanced autonomy and psychological well-being,
enabling effective management of classroom challenges (Collie and
Martin, 2017). Conversely, non-adopters expressed skepticism about
RT’s efficacy and approached group selection cautiously, suggesting
that behavioral change depends on hands-on mastery and experiential
learning beyond cognitive awareness. The gap between theoretical
knowledge and practical application primarily stems from differences
in self-efficacy rather than technical skill. Teachers perceiving ade-
quate control and support were more likely to take pedagogical risks
and iteratively refine their methods, fostering professional growth
within constructivist learning frameworks. Persistent reluctance
among some teachers may reflect broader emotional and contextual
resistance to educational innovation (Lomba-Portela et al., 2022).

The Reciprocal Triadic Model (Figure 1) illustrates the dynamic
interplay among cognition, behavior, and environment in shaping
teacher readiness. Grounded in teachers’ lived experiences, these find-
ings offer contextualized insights into the evolution of readiness
(Charmaz, 2014). Through abductive reasoning, the analysis itera-
tively linked empirical data to SCT constructs, such as self-efficacy
and observational learning, refining theoretical interpretations with-
out predetermined assumptions (Blumer, 1954; Bandura, 1986;
Timmermans and Tavory, 2012). This re-conceptualizes readiness as
a socially co-constructed, developmental capability within profes-
sional communities, rather than an isolated psychological state. From
this perspective, each domain contributes distinct yet interconnected
dimensions of readiness.

Within the framework of reciprocal determinism (Figure 2), the
Personal domain encompasses teachers™ self-efficacy, professional
identity, and perceived pedagogical content knowledge. Many teachers
positioned themselves as innovators committed to student-centered
approaches, indicating a strong professional identity, yet their reported

frontiersin.org


https://doi.org/10.3389/feduc.2026.1746018
https://www.frontiersin.org/journals/education
https://www.frontiersin.org

Vuong and Steklacs

difficulties with strategies such as summarization exposed perceived
limits in pedagogical content knowledge. Together, these elements
evolve through ongoing interaction with contextual conditions and
classroom practices, indicating that teacher readiness is a dynamic,
socially mediated construct rather than a fixed attribute.

Regarding the environmental domain of the Reciprocal Triadic
Model, teachers commonly pointed to systemic pressures such as rigid
monitoring systems and tightly regulated schedules, as barriers to
implementing Reciprocal Teaching (RT). They highlighted the neces-
sity of adhering to lesson durations and class transitions, given the
coordination required across subjects (e.g., Music, Art, English) and
periodic classroom observations by principals. These structural
demands call for careful planning and may increase workload, par-
ticularly for less experienced or older teachers. Nevertheless, teachers
noted that innovation is not formally restricted; the adoption of RT
primarily depends on individual readiness, confidence, and perceived
benefits for students. While younger teachers often embrace such
innovations with enthusiasm, more senior educators tend to favor
established routines. This pattern illustrates the reciprocal interaction
between contextual constraints and personal factors—such as self-
efficacy, professional identity, and pedagogical content knowledge—
that collectively shape teachers’ readiness for RT.

Theoretically, this study advances understanding of teacher learn-
ing by integrating SCT with constructivist perspectives on profes-
sional development. It frames teacher readiness as a dynamic,
reciprocal process of adaptation, emphasizing the simultaneous evolu-
tion of cognition, behavior, and environment. Supported by empirical
evidence and abductive reasoning, the proposed framework highlights
the iterative interplay of teachers’ beliefs, peer influence, and institu-
tional contexts, providing a foundation for future research into how
these elements collectively drive pedagogical innovation across diverse
educational settings.

The findings underscore that teacher professional development
programs should cultivate both cognitive understanding of RT prin-
ciples and affective dimensions, such as motivation and self-efficacy,
while providing supportive structures for practical experimentation.
Mentorship, leadership support, and peer collaboration emerged as
critical environmental factors fostering psychological safety, knowledge
sharing, and reflective practice, all of which enhance teachers’ readiness
to implement RT. These recommendations align with the principles of
self-determined learning by promoting teacher autonomy, reflective
practice, and collaborative learning (Chamo et al., 2023).

Although heutagogy is commonly viewed as prioritizing learner
autonomy, capacity for self-direction, and reflective competence (Hase
and Kenyon, 2013; Blaschke and Hase, 2016), its application and
examination remain rare in rigidly structured educational systems
particularly in Vietnam, where primary teachers grapple with curricu-
lum reforms marked by stark departures from prior programs, over-
crowded classrooms, and insufficient support (Pham et al., 2023; Ha
etal., 2021). This study extends heutagogy scholarship by demonstrat-
ing that Vietnamese primary teachers’ self- determined learning tran-
scends individual traits, emerging instead as a process shaped by social
interactions and contextual demands (Chamo et al., 2023; Zakaria et
al.,, 2024). Teachers’ readiness to adopt reciprocal teaching (RT) stems
not only from personal motivation and professional confidence
(Bandura, 1986; Mwinkaar and Lonibe, 2024) but also from leadership
backing, collegial networks, and structural constraints such as large
class sizes and curricular pressures (Tran and Le, 2025). In this light,
autonomy functions as a relational capacity, negotiated rather than
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innate (Blaschke, 2012; Newfield, 2025). By situating self-determined
learning amid centralized, accountability-driven education, the find-
ings refine conventional views of heutagogy and underscore the con-
ditional nature of teacher agency. Ultimately, these insights advance
heutagogy theory by illuminating dynamic interplay among personal
beliefs, behavioral experimentation, and environmental factors in cul-
tivating professional learning (Chamo et al., 2023; Zakaria et al., 2024).

Heutagogy, often characterized as fostering learner autonomy and
reflective depth (Hase and Kenyon, 2000), illustrates principles of
hands-on skill development through everyday practices like mastering
crafts via online tutorials, as well as professional education emphasiz-
ing initiative, experiential problem-solving, and cyclical inquiry
(Chamo et al,, 2023). Among Vietnamese primary teachers, this
appears in strategy refinement tied to practical PD needs, professional
learning communities, peer mentoring, lesson study, and online
knowledge sharing. These activities blend individual reflection with
collaborative, culturally embedded inquiry that teachers themselves
initiate and direct (Glassner and Back, 2020; Nguyen et al., 2022;
Mwinkaar and Lonibe, 2024). These dynamics provide a strong theo-
retical lens for examining instructional shifts in this study.

Teacher readiness should be conceptualized as a socially medi-
ated, developmental capacity rather than a static individual attribute.
Drawing on the Reciprocal Triadic Model, professional development
in Vietnam can bolster teachers’ self-efficacy by integrating structured
training with practical RT engagement. Providing comprehensive
resources, demonstration videos, and sample lessons enables teachers
to internalize RT principles while fostering motivation and confidence
in classroom application. To strengthen the social dimension of readi-
ness, professional learning communities can be established within
existing teacher networks, facilitating strategy exchange, experience
sharing, and collaborative problem-solving for challenges like manag-
ing group dynamics or implementing RT components such as sum-
marizing and questioning. Furthermore, administrative support from
principals and department heads, familiarized with RT prior to teach-
ers, can provide sustained encouragement and alleviate feelings of
isolation during implementation. These strategies position teacher
readiness as a dynamic capacity, nurtured through the interplay of
self-efficacy, cognitive and affective development, and supportive pro-
fessional and institutional contexts.

The Reciprocal Triadic Model offers a versatile framework for
countries adopting RT. Its three interrelated components, including
personal, behavioral, and environmental, can guide the design of
teacher training programs, foster communities of practice, and inform
educational policies tailored to diverse cultural contexts. The model
emphasizes the role of social interactions and collective support in
enhancing teachers’ motivation and confidence during the adoption
of innovative methods. To optimize RT implementation across set-
tings, educational systems should prioritize peer support networks,
practical teaching resources, and active leadership involvement.

The identified strategies embody heutagogical principles by high-
lighting socially mediated learning, autonomy, and collective agency
via communities of practice and peer support (Chamo et al., 2023;
Zakaria et al., 2024). By facilitating adaptive implementation in varied
contexts, the model likewise fosters lifelong learning, as teachers itera-
tively refine their practices throughout their careers (e.g., Blaschke,
2012; Newfield, 2025).

Building on this study’s findings, future research could validate
and refine the conceptual model of teacher readiness for RT. Drawing
on qualitative data, such as teachers’ narratives and classroom
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observations, the findings highlight readiness as a contextual, socially
mediated process (Charmaz, 2014). To extend these insights, quantita-
tive studies could develop survey instruments based on emergent cat-
egories, including self-efficacy, mentorship, peer collaboration,
leadership support, and environmental factors, and evaluate their
impact on teacher readiness and student outcomes. Employing struc-
tural equation modeling and cross-validation across diverse
Vietnamese educational contexts would enhance the model’s empiri-
cal validity and generalizability. Additionally, longitudinal qualitative
or mixed-methods studies could explore how these constructs evolve
in practice, deepening understanding of readiness as a developmental,
socially situated process. Integrating grounded qualitative insights
with systematic quantitative analysis would facilitate iterative refine-
ment of the Reciprocal Triadic Model and strengthen theoretical inte-
gration between SCT and complementary perspectives on the
interplay of cognition, behavior, and environment. The results of this
study highlight teachers” independence, professional initiative, and
engagement in self-determined learning growth. Vietnamese primary
school teachers operate in a rigid system characterized by strict cur-
riculum requirements, standardized lesson times, overcrowded classes
(40-50 students/class), and intense administrative oversight, which
frequently limits pedagogical freedom (Tran and Le, 2025). These
structural constraints align with Vietnam’s ongoing 2018 General
Education Program reforms.

Despite these challenges, teachers’ willingness to adopt Reciprocal
Teaching demonstrates their ability to exercise professional discretion
and tailor teaching methods to local realities. This adaptable, context-
responsive approach reflects principles of self-determined learning,
reflective, and collaborative professional learning, showing how edu-
cators’ initiative can emerge even under structural constraints (Vu,
2024). These insights complement CGT and SCT by highlighting how
reflective and collaborative practices serve as key mechanisms for
pedagogical innovation (Blaschke and Hase, 2016; Glassner and Back,
2020; Chamo et al., 2023).

5 Practical implications

To facilitate the implementation of Reciprocal Teaching (RT) in
Vietnamese primary schools, several practical measures can be
adopted. Creating professional learning communities allows teachers
to engage in collaborative peer observation and dialogue, fostering
practice-based reflection on classroom practices and the contextual
adaptation of RT. Such collaboration strengthens teachers’ self-efficacy
and professional identity while providing structured opportunities for
experimentation and skill development. Supplying accessible instruc-
tional resources—such as step-by-step guides, demonstration videos,
and sample lesson plans—helps teachers visualize, adapt, and person-
alize RT approaches to their specific classroom contexts, recognizing
the diversity of learners. Easing administrative demands during the
early implementation phase, for example by reducing unplanned class-
room observations or offering more flexible lesson transitions, can
further support teachers, particularly those who are less experienced
or initially hesitant. Together, these strategies address both contextual
constraints and individual readiness, cultivating an environment
where motivation, confidence, and innovation can flourish. By rein-
forcing the interconnected Personal, Behavioral, and Contextual
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domains of the Reciprocal Triadic Model, they ultimately enhance

teacher readiness and the overall effectiveness of RT
implementation.

Building on this triadic framework, the following practical recom-
mendations draw on heutagogical principles, reflecting a self-deter-
mined approach to professional learning for RT implementation. The
recommendations from this study can be implemented through three
specific strategies, adapted to the Vietnamese educational context
(GDPT 2018 curriculum and teachers’ high workload pressures).
First, personalized reflective journals can be utilized during 4-6 week
workshops, where teachers document their Reciprocal Teaching (RT)
experimentation and self-assess via Zalo groups, similar to similar to
the approach of Zulfikar and Mujiburrahman (2018) with Indonesian
teachers. Second, online communities of practice on Facebook/
WhatsApp can facilitate the sharing of RT lesson plans and flexible
peer feedback, drawing on the model proposed by Chamo et al.
(2023). Third, teachers can independently investigate specific class-
room challenges in RT implementation, such as identifying the most
difficult strategies or optimizing group activities, through iterative
improvement cycles inspired by Mwinkaar and Lonibe (2024). School
principals will provide support, encouragement, and recognition to
participating teachers, enabling year-end rewards for adopting

this method.

6 Conclusion

A teacher’s reflection on RT’s practical application: “Teachers
today are not merely knowledge transmitters but motivators who

»

foster students’ passion for learning” (Teacher 12, non-experienced
RT user), captures the enthusiasm and creativity of Vietnamese
teachers in adopting innovative methods. Grounded in these
insights, this study offers a constructivist perspective on teacher
readiness for RT in Vietnamese primary classrooms, centering
teachers’ voices to elucidate the dynamic interplay of cognitive
beliefs, intrinsic motivation, professional experience, and institu-
tional support (Charmaz, 2014). Using abductive reasoning within
SCT’s framework (Bandura, 1986), the Reciprocal Triadic Model
illustrates how self-efficacy, practical engagement, and supportive
environments shape teachers’ capacity to innovate, while acknowl-
edging variability in RT enactment despite similar knowledge
(Timmermans and Tavory, 2012).

These findings reveal teacher readiness as a complex, evolving
capacity shaped by social interactions rather than a static charac-
teristic. Teachers’ reflections suggest that professional experience
and confidence significantly influence their openness to innovative
methods, tempered by challenges rooted in traditional practices.
Empbhasizing learner agency and reflective professional practice,
consistent with heutagogical principles, supports transformative
educational practices and provides a contextual lens for interpreting
teacher readiness. Previous research indicates that self-determined
learning enhances engagement, adaptability, and professional
growth across educational contexts (Blaschke, 2012; Singh and
Sisodia, 2024).

These insights bridge theory and practice, proposing a framework
to guide mentorship, peer collaboration, and tailored professional
development (Zhu et al., 2019; Shahid and Din, 2021). Although
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limited RT adoption was observed, the identified patterns align with
broader educational research, emphasizing the role of socially embed-
ded support systems. Consistent with CGT, these interpretations are
provisional and warrant further empirical validation. Ultimately, this
study enriches conceptual understanding and provides practical guid-
ance for fostering reflective, student-centered, and transformative
learning environments.
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