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Chapter 1

1.1 Introduction

The aim of vocational education is to develop graduates’ occupational competence.
Aside from workplace learning, school education is also an important source for
vocational students to acquire occupational knowledge and skills. In particular,
vocational teachers play a crucial role in ensuring the learning achievements of their
students. As contemporary industry and society change rapidly, vocational teachers
are always expected to seize opportunities to keep updated on their occupational
expertise (Andersson & Kdpsén, 2019; Lloyd & Payne, 2012; Tyler & Dymock, 2019).
To support teachers in this, a series of activities have been proposed, such as
stimulating teachers to work part-time in industry, attend industry conferences, and
get involved with a professional body (Broad, 2016; Sirk, Liivik, & Loogma, 2016).
Among these activities, work placement has become popular and has been
implemented in many countries, such as Australia, Sweden, and China, using different
labels, like industry release in Australia and extended work placement in France
(Lloyd & Payne, 2012; Zaid & Champy-Remoussenard, 2015). Work placement refers
to a continuing professional development programme in which vocational teachers
retain their occupational expertise through participating in ‘the vocational, work-life
community of practice of their teaching subject’ (Andersson & Kdpsén, 2015, p.2). In
2016, the Ministry of Education of the People's Republic of China released a national
regulation for work placement, in which all in-service vocational teachers in China
are required to attend this programme for at least six months within each five-year
period. With the guidance of this regulation, almost all vocational teachers in China
have been engaged in work placement.

Although work placement has been implemented nationwide in China, there are
a number of obstacles for different actors that hinder the effectiveness of this
programme. First, for some of teachers, the unfamiliar surroundings, being different
from the school workplace, can result in tensions with regard to their identity as
vocational teachers. As a result, teachers may feel confused about how they can be
able to learn in work placement and how this learning can support their teaching in
school. For example, Zhang and Fang (2016) investigated 604 Chinese vocational
teachers from 13 cities and found that in work placement more than 40% of the
teachers stood aside as bystanders. Second, for school leaders, although they may have
realised that work placement can be beneficial for improving vocational teachers’
occupational competence, they are not so clear about how to support teachers’ learning
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during such programme and stimulate them to apply what they have learnt afterwards
in school. For example, Zhang and Song (2021) revealed that vocational schools did
not develop a long-term plan for vocational teachers’ learning in work placement and
also did not set up a department for coordinating work placement programmes. Third,
programme designers or industry companies involved in organising work placement,
may have no idea of what a desired work placement looks like. This can lead to a lack
of scientific management for work placement and a discrepancy with regard to
providing learning content that meets teachers’ learning needs (Hu, 2020).

In order to gain a better understanding of vocational teachers’ learning process
in work placement, in the past decade, an increasing amount of research has concerned
work placement as one of the most effective professional development programmes
for vocational teachers (Andersson & Kopsén, 2015). Some external barriers or
facilitators for vocational teachers’ participation in this programme have been
identified, such as increasing workload and policy stimulation (Lloyd & Payne, 2012;
Schmidt, 2019). However, how teachers’ learning takes place and how their learning
supports their teaching in school is still unclear. In other words, an overview of
vocational teachers’ professional learning in this programme is still missing (Zaid &
Champy-Remoussenard, 2015). Therefore, this dissertation focuses on vocational
teachers’ professional learning in the context of work placement, which includes
teachers’ learning motivation, goals, activities, and outcomes about cognition and
behaviour. The findings are anticipated to deepen our insights into vocational teachers’
professional learning in work placement and to provide useful practical suggestions
for developing this programme.

1.2 Context of this dissertation

1.2.1 The system of Chinese vocational education

The Chinese vocational education system consists of both secondary vocational
education and higher vocational education, which correspond to level 3 and 5/6/7 with
regard to the International Standard Classification of Education (ISCED 2011),
respectively. Secondary vocational education mostly contains three years and students
usually are aged from 16 years old. And higher vocational education usually
comprises a three-year associate degree or a four-year bachelor, which are
implemented in vocational colleges and universities for applied science. In contrast
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with higher vocational education, secondary vocational education plays a more basic
role within the vocational education system. It takes a high responsibility for inducting
fresh students from school into workplace occasions. As shown in Figure 1.1, students
after graduating from lower secondary school can choose either general upper
secondary education or secondary vocational education, and this mainly depends on
their scores on the upper secondary school entrance examination. The proportion of
students flowing into these two types of education is almost the same. Students after
secondary vocational education usually try to find a job or follow higher vocational

education.
/\\\ Doctor degree I/\
Master academic Master professional]

degree degree
~
/\ ~ achelor | 4 cociate
Bachelor degree “ degree |

degree

Resear_ch-opented Amm Vocational
umiversity science college
/\ university -
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Lower secondary education

Primary education

Preschool education

Figure 1.1 An overview of Chinese education system

Adapted from ‘Modern vocational education system construction plan’ (2014). p.6

In general, Chinese vocational education is typical school-based. Although workplace
learning has been integrated into school education recently, it is usually planned in the
last year. Thus, school-based learning is still the main way for vocational students to
obtain occupational knowledge and skills. The curriculums in school are normally
created or designed as syntheses of theoretical and practical modules in which

10
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vocational teachers have to fulfil different roles simultaneously, such as those of
lecturer, mentor, and career instructor. In this context, the concept of ‘Dual qualified
teachers’ has been popular in Chinese vocational education, which means that
vocational teachers are supposed to keep dual competencies and identities pertaining
to ‘teaching’ and ‘work’ (The State Council of the People's Republic of China, 2005).
Therefore, how to promote vocational teachers’ dual competence has become
important for improving the quality of vocational education. Compared to pedagogical
knowledge and skills, occupational knowledge and skills are more difficult to keep up
to date. This is because the former is easier to be acquired and updated based on
teachers’ teaching work and school-based learning activities, while the latter is usually
situated in the world of work. As Andersson and Kopsén (2018) stated, ‘The
conditions VET teachers face as they seek to develop industry currency are complex
as current vocational knowledge is situated in specific work-life practices separated
from the practice of school’ (p.318).

1.2.2 Work placement in Chinese vocational education

Policy In 1996, the supreme law of Chinese vocational education named ‘The Law on
Vocational Education of the People's Republic of China’ claimed that industrial
companies are supposed to provide learning opportunities for vocational teachers.
This is the first document that referred to work placement. Then, in 2004, seven
central departments including the Ministry of Education of the People's Republic of
China jointly published ‘Some suggestions on developing work on vocational
education’, which addressed the importance of engaging in industry workplace for
vocational teachers and firstly initiated a general regulation for conducting work
placement. In 2006, the Ministry of Education of the People's Republic of China
released ‘Some suggestions on the implementation of the regulation for work
placement of secondary vocational teachers’ which indicated that novice vocational
teachers have to undertake work placement for at least three months before teaching.
After that, in 2011, the Ministry of Education of the People's Republic of China
published ‘Some suggestions on promoting vocational teachers’ education and
training’, in which it pointed out that vocational teachers have to conduct work
placement for at least two months within every two years. This regulation was adapted
into ‘six months within each five-year period’ in the ‘Regulation for work placement
of vocational teachers’ which was published in 2016 by seven central departments and

11
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‘one month annually’ in ‘“The implementation plan of national vocational education
reform’ which was published in 2019 by the State Council of the People’s Republic
of China. Recently, in 2021, in the document ‘The action for developing the
competence of vocational teachers’ enacted by the Ministry of Education of the
People's Republic of China, it was noted that the current places and settings for
national work placement need to be enriched and vocational teachers ought to attend
work placement for at least one month annually.

Implementation With the guidance of the Chinese government, work placement has
been implemented nationwide. Mostly vocational teachers undertake their work
placement during summer or winter breaks, which is due to the lack of teachers who
can take over their teaching work. Vocational teachers usually have three ways to look
for an appropriate company or association for work placement. First, they could seek
by themselves through social media or their network, such as going to friends’
companies. Second, they could agree to the arrangement of their school, which often
has some cooperation with a few companies. Third, they could also register in national
or municipal projects of work placement, which can provide them with company
options, such as ‘National projects of work placement for vocational teachers’ and
‘Shanghai work placement project of secondary vocational teachers’. Although
vocational teachers are not able to get salaries from companies, they can get subsidies
for transportation or meals from their school or the government. Although vocational
teachers are assigned to a certain post, most of them cannot be fully qualified because
of their limited occupational experience. During work placement, vocational teachers
are usually faced with various opportunities to learn, and these learning opportunities
can be quite different within and across companies and occupations.

1.3 Conceptual framework

To shape vocational teachers’ professional learning in the context of work placement,
we applied four types of theories which concerned different research questions.
Concretely, firstly, a motivational theory called ‘expectancy-value theory’ (Eccles et
al., 1983) was used as a framework to understand vocational teachers’ motivational
beliefs for work placement. Secondly, the prior models of workplace learning
activities were employed to characterise vocational teachers’ learning approaches in
work placement. Thirdly, a model of teacher learning outcomes from Harland and

12
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Kinder (2014) was utilised to investigate vocational teachers learning outcomes from
work placement. Fourthly, the previous frameworks on the transfer of learning were
drawn upon to probe into factors predicting vocational teachers’ learning transfer from
work placement to school. We will explain each of them below.

1.3.1 Teacher learning motivation: Expectancy-value theory

Apart from external factors, teachers’ motivation for professional learning is
employed as another vital predictor of their engagement or achievements. Among all
kinds of theoretical perspectives, the expectancy-value theory has been widely
adopted to outline the motivational beliefs of adults, including teachers. It indicates
that an individual’s choice, persistence, and achievement can be understood by a
person’s expectancy for success and task value. The expectancy component addresses
how well individuals believe they can do on upcoming tasks, while the task value
component means how valuable they consider those tasks to be.

Specifically, the expectancy for success can be defined as a personal or efficacy
expectation. Eccles et al. (1983) showed in their model that an individual’s perception
of competence is highly influenced by his or her expectancy belief. Furthermore, a
substantial amount of literature does not distinguish between ability belief, i.e.,
appraisal of one's ability to master a task and expectancy for success. Therefore, more
and more scholars have utilised ability beliefs (self-efficacy) to represent the
expectancy for success. For example, Bergey, Parrila, and Deacon (2018) measured
students’ academic self-efficacy as an expectancy variable. Task value can be defined
as how a task meets individuals’ needs. Eccles et al. (1983) proposed multiple
components, including attainment value, intrinsic value, utility value and cost.
Attainment value means the importance of doing well on a task, intrinsic value refers
to the enjoyment gained from doing a task, utility value refers to the usefulness of
doing a task, and cost refers to what the individual gives up to do a task. In recent
years, the cost was preferred to be separated from task value by researchers (Jiang,
Rosenzweig, & Gaspard, 2018; Kosovich et al., 2015).

1.3.2 Workplace learning activities

Work placement entails a special professional development programme in which
vocational teachers’ learning deviates from both teachers’ learning in school
workplace and professionals’ learning in an industrial workplace. Still, theoretical

13
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models and empirical findings from teachers’ learning in the school workplace and
professionals’ learning in an industrial workplace could provide useful insights to
understand vocational teachers’ learning in work placement.

In general, teachers’ professional learning can be formal and informal, and it can
occur in different contexts. Concretely, formal learning often takes the form of
professional development activities that are organised by the school, by scholars, or
by the government and can be organised both inside and outside school. Informal
learning mainly occurs within the school workplace. Compared to formal learning,
informal learning is more connected to teachers’ routine work and is more commonly
experienced as engaging. Meirink, Meijer, and Verloop (2007) reviewed previous
studies and generated five categories of teachers’ learning activities in the school
workplace: 1) learning from doing, 2) learning from experimenting, 3) learning from
reflecting, 4) learning from others with interaction, and 5) learning from others
without interaction. Similarly, learning activities carried out by professionals as
learners within an industrial workplace can be also formal and informal. Formal
learning within an industrial workplace is usually situated in a professional training
setting, provided by employers. Informal learning within industrial workplaces can be
considered as work-based learning. Nikolova et al. (2014) classified work-based
learning activities into four categories, i.e., learning through reflection, learning
through experimentation, learning from colleagues, and learning from supervisors.

1.3.3 Teacher learning outcomes: A model of learning outcomes

Learning outcomes of teachers refer to the changes in their cognition or behaviour
which result from participating in various kinds of learning activities (Hoekstra et al.,
2009). A well-known assumption is that teachers’ changes in behaviour often follow
changes in their cognition (Harland & Kinder, 2014; Opfer, 2016). The model of
Harland and Kinder (2014) was constructed in the context of continuing professional
development for teachers, or in-service education and training settings (INSET).
Harland and Kinder (2014) distinguish nine types of learning outcomes: (a) material
and provisionary outcomes—physical resources teachers get from INSET; (b)
informational outcomes—facts and news relevant to the curriculum, management and
implications for practice; (c) new awareness—teachers’ perceptual or conceptual
shifts; (d) value congruence outcomes—teachers’ personalised perspectives which are
in line with INSET designers’ views of ‘good practice’; (e) affective outcomes—

14
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emotional changes during INSET situation; (f) motivational and attitudinal
outcomes—teachers’ motivation to apply the ideas obtained from INSET; (g)
knowledge and skills—teachers’ deeper understanding related to teaching content; (h)
institutional outcomes—collective effect on teacher groups; and (i) impact on
practice—intentional changes in practice. Harland and Kinder (2014) also proposed a
hierarchy among these types of outcomes, as shown in Table 1.1. In their model, the
impact on practice is deemed the ultimate outcome with respect to behaviour, which
can be obtained directly or through indirect paths influenced by the other outcomes.

Table 1.1 A sequence of INSET outcomes.

INSET input
3rd order Provisionary Information New awareness
2nd order Motivation Affective Institutional
1st order Value congruence Knowledge and skills

Impact on practice

1.3.4 Transfer of learning

Transfer of learning is defined as ‘the effective (generalisation) and continuing
(maintenance) application in the job environment of the skills, knowledge and
conceptions gained in a staff development context’ (De Rijdt et al., 2013, p.49). A few
influencing factors of learning transfer have been identified in previous work. For
instance, Baldwin and Ford (1988) divided the factors affecting the transfer of training
into three categories: 1) training-input factors, including trainee characteristics,
training design, and work environment; 2) training-output factors, consisting of
learning and retention; 3) conditions of transfer. Lim and Johnson (2002) identified
two main dimensions: 1) individual characteristics, which include motivation toward
transfer and level of technical competence; 2) work environment, which can be
classified into the individual level and organisational level work environment. Subedi
(2004) conclusively showed that the factors influencing transfer can be classified as
trainee characteristics, training design and delivery characteristics, and organisational
or workplace environment characteristics.

In the field of education, De Rijdt et al. (2013) identified many influencing and
moderating factors in the transfer of learning via literature review. The influencing

15
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variables are divided into three constructs, including learner characteristics,
intervention design, and work environment, which were in line with most previous
literature. This model could be a general framework to understand teachers’ transfer
of learning.

1.4 Outline of this Dissertation

This dissertation aims to provide insight into vocational teachers’ professional
learning in work placement, which consists of learning motivation, activities, goals,
outcomes, and factors predicting the transfer of learning. As shown in Table 1.2, to
better understand vocational teachers’ learning in work placement, the first study
focuses on investigating vocational teachers’ learning activities and outcomes in all
various contexts with a systematic literature review (Chapter 2). A total of 54 related
studies published from 2010 to 2020 were analysed. The learning context was
analysed to distinguish vocational teachers’ learning activities, while the model of
learning outcomes developed by Harland and Kinder (2014) was used to frame
vocational teachers’ learning outcomes.

After a general exploration of vocational teachers’ professional learning, we
moved our target to their professional learning in a specific programme referring to
work placement. Since vocational teachers’ learning process in work placement has
been under-investigated, we believe that a deep and comprehensive exploration is
needed. Therefore, the second study (Chapter 3) is aimed at exploring the relationship
between vocational teachers’ motivational beliefs and their engagement in the context
of work placement. The teaching experience was also examined as a moderating factor.
A large-scale sample of 456 secondary vocational teachers answered the questionnaire.

In the third study (Chapter 4), vocational teachers’ learning activities, goals, and
outcomes in work placement are probed from a qualitative perspective. We invited 27
secondary vocational teachers to participate in our interview after completing their
work placement. In this interview, they were asked to talk about their learning
experience during work placement and their intention on how to make use of that
learning experience.

To further understand vocational teachers’ benefits from work placement, a
longitudinal observation seemed necessary. We thus investigated the impact of work
placement on vocational teachers’ teaching and other practices in school within a
longer period (Study4, Chapter 5). Of the 27 participants in the third study, 18

16
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participated in the following interview after completing work placement for around a
semester. We strived to ask them to report the real changes in their school practice
resulting from work placement for the past semester. A part of the data linked to
vocational teachers’ intentions to change from Chapter 4 was integrated into this study,
which could reveal more insights into both vocational teachers’ intentional and actual
changes in their school practice after work placement. Moreover, the factors
influencing vocational teachers’ changes in their school practice were also captured
based on vocational teachers’ experience. Although vocational teachers’ changes and
influencing factors were captured, they were obtained from a small-scale group.

To provide further evidence, we employed a quantitative way to examine
vocational teachers’ changes in school practice and their predicting factors which were
generated from the fourth study (Study5, Chapter 6). Data was collected using a
questionnaire which was answered by 372 participants.

Finally, in chapter 7, we report the main conclusions from each study, and then
we discuss the general findings and the implications of this dissertation.

17
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Table 1.2 Schematic overview of the studies

Chapter Research focus Research ~ Measurement Participants Time of
type instruments data
collection
2 Vocational teachers’ professional Systematic  N/A N/A January
learning activities and outcomes literature 2010-
in all various of contexts review August
2021
3 Relationship between vocational Quantitative Questionnaire 426 secondary February-
teachers” motivational beliefs vocational March
and engagement in work teachers 2020
placement
4 Vocational teachers’ learning Qualitative  Interview 27 secondary  August-
activities, goals, and outcomes Digital profile vocational September
in work placement teachers 2020
5 Impact of work placementon  Longitudinal Interview 18 secondary January
vocational teachers’ school ; Qualitative vocational 2021
practice and factors that teachers

influence its impact

6 Factors predicting vocational Quantitative Questionnaire 372 secondary March
teachers’ transfer of learning vocational 2022
from work placement to school teachers
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Vocational teachers’ professional learning:
A systematic literature review of
the past decade

This chapter is an adapted version of
Zhou, N., Tigelaar, D. E., & Admiraal, W. (2022). Vocational teachers'
professional learning: A systematic literature review of the past decade.

Teaching and Teacher Education, 119, 103856. https://doi.org/10.1016/j.tate.
2022.103856
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Abstract

In the last decade, how to promote in-service vocational teachers’ capabilities has
become one of the most important concerns in the field of vocational education. This
study presents the results from a systematic review of vocational teachers’ learning
activities and outcomes, based on an analysis of 54 journal articles published between
2010 and 2021. These results illuminate that, first, vocational teachers’ learning can
occur in academia, school workplace, and industry settings, and in various formal and
informal ways. Second, vocational teachers’ learning outcomes are related to the
changes in their cognition and behaviour as well as student and institutional benefits.

20
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2.1 Introduction

Vocational teachers play a crucial role in ensuring vocational graduates’
competitiveness in the labour market. To raise the quality of vocational education,
vocational teachers are expected to seize opportunities to develop themselves, both
inside and outside school (Dymock & Tyler, 2018; Schmidt, 2019; Virkkula & Nissila,
2014). In recent years, the professional learning of vocational teachers has obtained
much attention as contemporary society and industry are changing rapidly, which
means vocational teachers have to adapt their teaching practice to the newest
developments (Andersson & Kodpsén, 2018; Hoekstra & Newton, 2017). In order to
support vocational teachers to deal with these ongoing changes, a variety of
professional learning initiatives or activities have been employed. Moreover, a
substantial number of innovations or reforms have been implemented in the field of
vocational education, which alters the competence requirements of vocational
teachers and hence stimulates them to keep up with professional learning. For example,
in the Netherlands ‘competence-based education” was introduced, i.e., an educational
innovation that entails curricula in vocational education should be derived from an
analysis of the actual roles of professionals in society. To realise it, vocational teachers
across different disciplines are advocated to work jointly and engage in team learning
(van Griethuijsen et al., 2019; Wijnia et al., 2016).

Vocational teachers’ work is based on dual professionalism and they are expected
to keep their competencies of both teacher and professional up to date (Andersson &
Kopsén, 2015; Fejes & Kopsén, 2014; Képsén & Andersson, 2017; Virkkula & Nissild,
2014). As Lloyd and Payne (2012) explained in their research, ‘For those teaching
vocational programmes, there are ‘dual’ skill needs which require them to keep up to
date with their particular craft or trade, while also developing the pedagogic skills
needed to impart this knowledge to learners.’ (p.2) This dual focus has been a common
guide to implement pre-service or in-service vocational teacher learning activities in
most countries. For example, in Germany, aside from vocational teacher training,
vocational student teachers have to conduct subject-related internships, work, or other
practical activities for at least 12 months before starting their teaching career (der
Lénder, 2018). In China, a country with a typical school-based vocational education
system, the concept of ‘dual qualified teachers’ has been developed, which implies
that vocational teachers are supposed to possess both theory-based and work-based
teaching abilities (The State Council of the People's Republic of China, 2005). In
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addition to regular professional development, all vocational teachers are required to
engage in the industry context for at least one month every year (The State Council of
the People's Republic of China, 2019).

In the past decade, an increasing number of studies have strived to characterise
vocational teachers’ professional learning. Some studies mixed vocational teachers
with general teachers, while other studies only explored vocational teachers. Based
on these studies, four main topics can be distinguished: learning needs, antecedents,
activities, and outcomes (Hoekstra, Kuntz, & Newton, 2018; Serafini, 2018). More
than learning needs and antecedents, learning activities and outcomes are the heart of
understanding learning processes. They provide an overview of what vocational
teachers do and with which results when developing professionally. Yet these findings
are scattered over various studies and many of those only cover one particular activity
or outcome. Until now, a comprehensive overview is still missing. Therefore, in this
study, we aim to synthesise vocational teachers’ learning activities and outcomes. Two
questions directed our research:

RQ1. How can vocational teachers’ professional learning activities be characterised?
RQ2. What outcomes of vocational teachers’ professional learning can be
distinguished?

2.2 Method

2.2.1 Literature search

In this study, we followed the principle of the PRISMA (Preferred Reporting Items
for Systematic Reviews and Meta-Analysis) 2020 statement and explanation and
elaboration (Page et al., 2021). The literature search was performed across all
electronic databases with the number of 779 available at the Library of Leiden
University, such as the Web of Science, Educational Resources Information Center
(ERIC), and Social Science Research Network (SSRN). We employed the following
search terms combined with Boolean operators: Title included professional
development OR professional learning OR teacher training OR teacher learning AND
Any field included vocational teachers OR VET teachers. The literature search was
restricted to the period from Jan 2010 to August 2021 because of two reasons. First, a
body of research on vocational teachers’ professional learning has emerged since 2010.
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Second, new developments in society and vocational education, including vocational
teachers’ professionalisation occurred from 2010, which was already predicted by
Béduwé et al. (2009). To ensure the quality of our study, only journal articles were
selected that were peer-reviewed, which means there was no grey literature included.
This search resulted in 1307 hits.

2.2.2 Literature screen and selection

As shown in Figure 2.1, after removing 15 duplicates, we screened the titles and
abstracts of the remaining 1292 articles based on the following initial inclusion criteria:
1) Participants in the studies are in-service vocational teachers, i.e., either teachers in
vocational schools or vocational teachers in general schools. 2) The topic of the
studies is professional learning. Drawing upon these criteria, 53 articles were included
and 904 articles were excluded. However, a barrier appearing in the process of
screening was that a number of studies did not explicitly describe the participants in
their abstracts. Therefore, 335 articles were further scrutinized by screening the
methods sections of the full texts. As a result, 42 articles were added for eligibility
assessment.

To evaluate the eligibility of the selected 95 articles, two more specific criteria
were employed in our study. First, the included research had to be focused on
vocational teachers’ professional learning with consideration of either learning
activities or outcomes, or both. Second, we excluded the studies with vocational
teachers and other types of teachers as participants that did not present findings for
vocational teachers separately. After this step, 41 articles were excluded and 54
articles were included in further analysis.
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Figure 2.1 Flowchart of the article search and selection

2.2.3 Literature coding and analysis

In order to analyse the full texts of the selected literature, we first selected the
fragments linked to vocational teachers’ professional learning activities and outcomes.
Learning activities and learning outcomes have been described in 54 articles and 37
articles, respectively. Three categories of learning activities have been generally
distinguished: pre-defined professional development programmes, school-based
learning, and industry-based learning, which focus on formal learning in programmes,
informal learning in the school workplace, and formal and informal learning in the
industrial workplace, respectively. Although informal learning outside school and
industry, such as informal online learning has been indicated as an emerging learning
approach (Macia & Garcia, 2016), we only found two studies that reported this kind
of learning, consisting of ‘accessing materials, resources, or communities online’
(Broad, 2016) and ‘watching online presentations’ (Hoekstra, Kuntz, & Newton,
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2018). Although these two activities were conducted in a virtual context, they can be
deemed as an updated form of self-directed or collaborative learning in the workplace.
Therefore, we moved them to the category of school-based learning. Furthermore, as
collaborative learning has been a particularly important component of school-based
learning (Oude Groote Beverborg et al., 2015), we then split school-based learning
into self-directed/initiated and collaborative learning, which means four categories of
learning activities were finally generated. The descriptions for coding categories were
listed in Table 2.1.

Table 2.1 The coding categories of learning activities

Learning activities

Descriptions

Examples

Pre-defined
professional
development
programme
Self-directed/initiated
activities in school

Collaborative activities

in school

Industry-based

activities

Learning activities which are well-

designed and organised inside or

outside school (excluding industry).

Learning activities in which
vocational teachers have ownership
over their learning process in
school.

Learning activities which need
interactions or cooperation with
colleagues, supervisors, or students
in school.

Learning activities occurring in the
industry context or being organised

by companies.

Academic course,
Formal education,

Academic workshops.

Learning from doing,
Learning from reflection,

Learning from reading.

Peer sharing,

Peer observation,

Asking for feedback from
students.

Work placement,
Part-time job,

Industrial conference.

To categorise vocational teachers’ learning outcomes, the model of learning outcomes
developed by Harland and Kinder (2014) was applied as a coding scheme. Although
this model is developed for general teachers, it proved to be useful for analysing
vocational teachers’ learning outcomes as well (Zhou, Tigelaar, & Admiraal, 2021).
Two categories (i.e., material and provisionary and informational outcomes) were not
found and one category (student outcomes) was added. The coding categories are
described in Table 2.2. To further describe the characteristics of these learning
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outcomes, we assessed the significance of the outcomes with positive, negative, mixed,
or non-significant.

Table 2.2 The coding categories of learning outcomes

Categories

Descriptions

Examples

Material and
provisionary
Informational

outcomes

Knowledge and
skills

Value

congruence

Affective
outcomes
Motivational
and attitudinal
outcomes

New awareness

Institutional
outcomes
Impact on

practice

Student

outcomes

Physical resources obtained from
participation in learning activities.
Background information about
curriculum and management
developments.

Teachers’ deeper understanding of
the issues related to pedagogy and
teaching content.

Teachers’ personalised perspectives
which are in line with others’ views
of ‘good practice’.

Teachers’” emotional experience with
learning.

Teachers” motivation to apply the
ideas obtained from learning and
changes in their attitudes.

Teachers’ perceptual or conceptual
shifts.

Collective effects on teacher groups
or other stakeholders.

Teachers’ changes in practice.

The changes in students’ learning

achievement or engagement.

Teachers get working manuals, pictures,
and videos from industry practice.
Teachers get the latest information on
educational reforms in vocational
education.

Occupational knowledge,

Pedagogical knowledge.

Teachers perceive the importance of

learning content for their teaching.

Teachers are satisfied with their
learning experience.
Teachers desire to make applications of

learning in their teaching.

Teachers acquire new insight from
learning with respect to their teaching.
Team performance,

Industrial development.

Teaching quality including classroom
management, learning support, and
application orientation.

Quality of student workplace learning.
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2.3 Findings

All 54 selected studies were empirical, using qualitative, quantitative, or mixed
research methods. The majority of the reviewed studies were conducted in Europe
(40), particularly in the Netherlands (20). Others were conducted in North America
(6), Oceania (5), Asia (2), and Africa (1). Besides, most of the selected articles were
about secondary vocational education, of which graduates can either apply for a job
or follow higher education. In this section, we will report the findings derived from
the selected articles with respect to vocational teachers’ learning activities and
outcomes. In Appendix A, we summarised how the studies were classified.

2.3.1 Vocational teachers’ professional learning activities

All 54 selected studies were found to be connected with vocational teachers’
professional learning activities. The learning activities in these studies were classified
into the following four categories:

2.3.1.1 Pre-defined professional development programme

Overall, 32 studies reported pre-defined learning programmes or activities, which
were usually purposefully designed and supported by schools, educational
departments, or scholars working inside or outside the schools. Some of them were
organised nationwide for vocational teachers, such as the Swedish national initiative
and Indonesia community-based teacher training (Andersson & Kopsén, 2015;
Sumaryantaetal., 2019). Usually, a pre-defined professional development programme
comprises several specific learning activities and is implemented over a long period.

Five of the 32 studies did not identify specific activities but used general terms
to represent them, such as in-service teacher training programs, and education
development days (Bouwmans et al., 2019; Csikos, Kovécs, & Kereszty, 2018; Igbal
2020; Sirk, Liivik, & Loogma, 2016; Sumaryanta et al., 2019). Other studies explicitly
specified and described those well-structured learning activities. Of these activities, a
common one was a course, in which vocational teachers mainly learn from expert
presentations, either in an online or offline setting. Based on the descriptions of the
eight reviewed studies that reported on courses as a learning activity, the courses were
often designed with several sessions and performed for from several weeks to a
semester. The topics of these courses were often related to vocational teachers’
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pedagogical skills, such as assessment skills and ICT skills (Castafio-Mufioz et al.,
2018; Cochrane & Narayan, 2011; Hoekstra & Newton, 2017; Sandal, 2021; Winberg
& Pallitt, 2016).

Another learning activity linked to courses was formal education, which was
reported in four studies. Formal education is executed to upgrade vocational teachers’
educational attainment or qualifications with a systematic combination of courses.
The field of formal education was found to be related to teaching qualifications or
specific vocations (Andersson, Hellgren, & Kopsén, 2018; Andersson & Kopsén,
2018; Lahiff, 2015; Lloyd & Payne, 2012). Regarding teaching qualifications, a
number of vocational teachers attended in-service initial teacher training while
already being employed in schools (Lahiff, 2015).

Moreover, some separate learning activities, i.e., workshops, seminars,
conferences, forums, and meetings were also mentioned in 21 studies. These activities
were always concentrated on a specific topic and conducted in one day or several days
within a period. All of these separate activities in the selected studies were described
with a high demand for interactions among vocational teachers except for conferences
(Hodes et al., 2011). Apart from the above-mentioned learning activities,
coaching/mentoring was also found to be a common activity, concerning specific
guidance from professional supervisors for vocational teachers with regard to their
practice in school. In the seven studies that reported on coaching/mentoring, these
activities were not organised independently, which means it was usually followed by
or combined with other formal activities, such as workshops or short courses (Smets
& Struyven, 2020; Zeggelaar, Vermeulen, & Jochems, 2018, 2020). The duration of
coaching or mentoring was usually at least several months.

2.3.1.2 Self-directed/initiated activities in school

Similar to general teachers, the school workplace is also an important context for
vocational teachers’ professional learning. As an important part of workplace learning
activities, the self-directed/initiated activities in the school workplace emphasise
vocational teachers’ learning through their active exploration. Of the 54 selected
studies, 19 studies reported learning from school-based and self-directed/initiated
activities and more than half of them examined at least two specific activities.

More specific, 11 of 54 studies reported the activities ‘learning from
experimenting’ and ‘doing’, which, respectively, concern vocational teachers’
attempts to learn through trying new ideas or approaches, and through undertaking
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daily work without a purpose of learning. Ketelaar et al. (2014) investigated eleven
vocational teachers’ learning experiences and found their learning activities had to do
mostly with both learnings from experimenting and doing. However, compared to
learning from doing, learning from experimenting was more frequently presented in
the reviewed studies. Runhaar et al. (2014) found that learning from experimenting
was a beginning and basic activity for implementing an educational innovation.
Hoekstra, Kuntz, and Newton (2018) use ‘trial and error’ as a classification for
referring to vocational teachers’ learning activities concerned with making mistakes
and trying to fix them.

Furthermore, learning from reflection is recognised as a common learning
activity in 12 reviewed studies. In particular, many quantitative studies used reflection
as an important activity to measure vocational teachers’ engagement in professional
learning (Messmann, Mulder Regina, & Gruber, 2010; Oude Groote Beverborg et al.,
2015; Runhaar et al., 2010). Hoekstra, Kuntz, and Newton (2018) distinguished three
levels of vocational teachers’ reflective learning activities, i.e., action-oriented
reflection (an evaluation of their actions), meaning-oriented reflection (a rational
reason for selecting a certain way), and rapid/intuitive responses (a rapid/intuitive
cognition).

Another self-directed/initiated activity mentioned in seven reviewed studies was
learning from materials, such as books and videos (Andersson, Hellgren, & Kopsén,
2018; Andersson & Kopsén, 2018; Chatigny, Levesque, & Riel, 2012). In particular,
reading books was more frequently reported in the reviewed studies and the types of
books were diverse, like textbooks, journals, and professional literature (Chatigny,
Levesque, & Riel, 2012; Runhaar et al., 2014; Sirk, Liivik, & Loogma, 2016). In the
study of Runhaar et al. (2014), reading was found to occur much more frequently at
the beginning of the implementation of an educational reform. Considering all the
self-directed/initiated activities, reflection is frequently identified as the most
common activity by the selected studies.

2.3.1.3 Collaborative activities in school

In addition to self-directed/initiated activities, collaborative activities are also an
important source for vocational teachers’ professional learning in the context of school.
Of the 54 studies, 26 reported on vocational teachers’ collaborative learning activities.
Most of these activities happened among vocational teachers and some of them were
implemented with a form of teacher professional learning community or team
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(Alhanachi et al., 2021; Bouwmans et al., 2019; Runhaar et al., 2014; Vangrieken,
Dochy, & Raes, 2016).

Concretely, several activities of peer collaboration were reported in the reviewed
studies. Of these activities, sharing among vocational teachers was identified as the
most common and basic activity (reported in 14 studies), which specifically refers to
vocational teachers’ exchange of materials, methods, and practical information and
opinions. Although the researchers of the selected studies utilised different words to
describe this activity, such as ‘discussing different ideas’ (Lloyd & Payne, 2012),
‘learning in dialogue’ (Hoekstra & Crocker, 2015), ‘exchanging experiences’ (Sirk,
Liivik, & Loogma, 2016), and ‘informal talk’ (Runhaar et al., 2014), ‘ask colleagues
for advice’ (Hoekstra, Kuntz, & Newton, 2018), sharing was seen as a fundamental
feature of this activity.

In addition, peer observation or coaching was another valued activity (reported
in 10 studies), which was particularly important for novice vocational teachers
(Bouwmans et al., 2019; De Jong, Meirink, & Admiraal, 2021; Hoekstra & Newton,
2017; Hoekstra, Kuntz, & Newton, 2018). However, Runhaar et al. (2014) found that
this activity was seldomly carried out by vocational teachers due to their lack of time.

Moreover, some studies reported a series of activities with a higher level of
interaction among vocational teachers, which were related to collaborative work or
research. These activities concerned lesson study or preparing lessons or assignments
together, and were usually carried out in teams or professional learning communities
(PLCs) (Alhanachi et al., 2021; Bouwmans et al., 2019; Runhaar et al., 2014).
Throughout the above-mentioned activities, sharing was not only described as a
separate activity but also frequently mentioned as a learning activity during peer
observation or coaching and joint work activities (Hoekstra & Newton, 2017;
Saunders, 2013).

Aside from colleagues, vocational teachers were also reported to learn from
others, i.e., their vocational students and supervisors. For example, feedback from
students and supervisors promotes them to reflect on their teaching practice and
subsequently, to make changes in their practice (Hoekstra, Kuntz, & Newton, 2018;
Hoekstra & Crocker, 2015). Regarding students’ feedback, based on an analysis of the
results from three related studies, vocational teachers were found to be merely actively
instead of passively engaged in collecting feedback from their students, particularly
when they were making changes in their classes (Hoekstra & Crocker, 2015). With
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regard to supervisors’ feedback, the performance management cycle is an important
source for vocational teachers to receive feedback. For example, in the study of
Hoekstra and Newton (2017), vocational teachers were assessed by supervisors based
on classroom observations and by using a feedback template, and these activities were
carried out in the context of a performance management cycle.

2.3.1.4 Industry-based activities

Due to the characteristics of vocational education and the dual-skill demand for
vocational teachers, industrial working life has been considered a crucial context for
vocational teachers’ professional learning. This is particularly the case for teachers
from school-based vocational education systems (Andersson & Kdpsén, 2015, 2018).
Learning activities occurring in an industry setting were reported in 12 of the 54
studies. In particular, Andersson & Kopsén (2018) and Broad (2016) summarised
vocational teachers’ possible learning activities related to specific vocations and a part
of them were characterised as ‘industry-based’.

Specifically, since plenty of vocational teachers take a responsibility for
supervising or coordinating students in their placement or internships, they need to
access to industrial places frequently, which may provide them with learning
opportunities (Andersson, Hellgren, & Kodpsén, 2018; Andersson & Kdpsén, 2019).
While being engaged with such activities, vocational teachers sometimes discuss with
others (such as employees, and managers) in the industry about the current skill
requirements and developments regarding a certain area. Additionally, courses
organised by manufacturers are also an important source for vocational teachers’
learning (Andersson, Hellgren, & Kopsén, 2018; Andersson & Kopseén, 2018;
Andersson & Kopsén, 2019; Broad, 2016). Different from academic courses, these
courses are usually focused on improving vocational teachers’ occupational and
practical expertise.

Moreover, learning from industry practice was reported by 10 studies addressing
vocational teachers’ learning through authentic experience in the real work context.
In the investigation research of Broad (2016), vocational teachers’ practice in the
industry was carried out by more than 60% of participants. In particular, working part-
time jobs and undertaking their work placement in the industry were deemed as the
most common learning activities. Compared to working part-time, work placement in
the industry is more prone to vocational teachers’ professional learning in terms of its
non-financial purpose. Until now, work placement has been implemented in many
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countries, such as England and Australia (Lloyd & Payne, 2012; Schmidt, 2019). In
Sweden, it is even considered as a primary activity and vocational teachers who
participate in this activity are supported by the government (Andersson & Kdpsén,
2015).

Other separate PD activities are also provided in the industry context, such as
industry conferences, involvement with a professional body, and conducting research
or projects in the industry (Andersson, Hellgren, & Kopsén, 2018; Broad, 2016;
Schmidt, 2019). Considering all the activities occurring in the industry, learning from
industry practice is becoming a more common activity that recently has been
advocated more often by policymakers and school leaders (Andersson & Kopsén,
2015).

2.3.2 Vocational teachers’ professional learning outcomes

Concerning the second research question, we found 37 studies that examined the
learning outcomes of vocational teachers. And most learning outcomes were
recognised as positive. Based on the model of Harland and Kinder (2014), eight types
of learning outcomes were yielded.

2.3.2.1 Knowledge and skills

Among 37 reviewed studies on learning outcomes, 15 studies investigated vocational
teachers’ knowledge and skills as a type of learning outcome. Based on the
descriptions in these studies, knowledge and skills were mainly divided into
pedagogical and occupational aspects. More than half of these selected studies
clarified pedagogical knowledge and skills, which specifically refer to vocational
teachers’ knowledge of employing and utilising student assessment (Hodes et al., 2011;
Sandal, 2021), stimulating students’ reflection (Tigelaar & Sins, 2020; Verberg,
Tigelaar, & Verloop, 2013), understanding and responding to student differentiation
(Alhanachi, de Meijer, & Severiens, 2021; De Jong, Meirink, & Admiraal, 2021), and
applying technologies in the classroom (Cochrane & Narayan, 2011). Occupational
knowledge and skills are described as vocational teachers’ knowledge concerning
subject-related occupations or crafts. These knowledge types are rather professional
and practical in nature, which is in accordance with what students most need in
vocational education. Only two studies explicitly focused on vocational teachers’
pedagogical content knowledge (PCK). And learning PCK was found to be
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particularly promoted when teachers have to teach a course which was not taught
before (Hoekstra, Kuntz, & Newton, 2018; Virkkula & Nissilg, 2014).

2.3.2.2 Teaching practice

Changes in teaching practice were the most frequently reported outcome of vocational
teachers’ professional learning. These changes in teaching practice were examined in
25 of the 37 articles which reported on learning outcomes. According to our category
system, vocational teachers’ intended changes for teaching practice are also involved
in this category, because the occurrence of impact on teaching practice usually needs
an extensive time span. The changes in vocational teachers’ teaching practice were
mainly reflected and examined in the following two aspects.: First, vocational teachers
use what they have learned to try out new ideas or make changes in their classroom
practice. For example, Voerman et al. (2015) found that feedback interventions could
significantly facilitate vocational teachers’ frequency of offering feedback. Second,
carrying out professional learning activities has been associated with an overall
improvement of vocational teachers’ teaching quality instead of particular behavioural
changes. For instance, Warwas and Helm (2018) found that certain types of vocational
teachers’ professional learning community (PLC) were associated with their
instructional quality including classroom management, learning support, and
application orientation. This suggests that vocational teachers’ learning outcomes
about teaching practice were examined with either a specific or general perspective.

2.3.2.3 Affective outcomes

Affective outcomes were reported in 9 of 37 reviewed studies on learning outcomes,
and address vocational teachers’ feelings associated with learning, usually classified
as ‘reaction’. The reaction of vocational teachers towards their own learning has been
described to become manifest in two forms, i.e., personal concerns and satisfaction.
With regards to personal concerns, in four of the reviewed studies, the concerns-based
adoption model (Hall & Hord, 2006) was used to describe the affective journeys of
professional change experienced by vocational teachers while being involved in
certain learning programmes or activities (Saunders, 2012, 2013; Zeggelaar,
Vermeulen, & Jochems, 2018, 2020). This model illustrates four types of concerns,
consisting of unrelated concerns, self-concerns, task -concerns, and impact concerns
(George, Hall, & Stiegelbauer, 2006). The findings of Saunders (2012) indicated that
collaboration which belongs to impact concern is the highest stage of concern for
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vocational teachers. Besides, vocational teachers’ satisfaction with their learning
experience was also investigated in four studies. The scholars posited that most
vocational teachers were satisfied with their learning availability, learning experience
or learning transfer to their classroom practice (Hodes et al., 2011; Lloyd & Payne,
2012).

2.3.2.4 Value congruence

Value congruence refers to that vocational teachers perceive the importance of what
they have learned for their teaching practice, and was reported in nine reviewed
studies. From the reviewed studies, Sandal (2021) examined vocational teachers’
professional development in assessment for learning within a programme and found
that vocational teachers perceived ‘the importance of setting goals together with the
students, and as a basis for monitoring learning processes’. Smets and Struyven (2020)
observed that vocational teachers who attended a programme related to differentiated
instruction perceived the usefulness of what they implemented for their classes.
Winberg and Pallitt (2016) explored the effect of an e-portfolio-related programme on
vocational teachers’ teaching practice and the results showed that vocational teachers
began to understand how the e-portfolio could enhance and develop their teaching
experience. Although most outcomes of value congruence were reported as positive,
there was also a study reporting that vocational teachers believed ‘learning from
publications’ had little use for their teaching (Broad, 2016).

2.3.2.5 Motivational and attitudinal beliefs

The category motivational and attitudinal beliefs describes vocational teachers’
enhanced enthusiasm and desire to apply what they learned in their teaching practice,
and was examined in 5 of 37 reviewed studies on learning outcomes. According to
Harland and Kinder (2014), this category could also include vocational teachers’ sense
of self-efficacy and their identities. To begin with, three reviewed studies
conceptualised vocational teachers’ working or learning motivation as learning
outcomes. For example, the vocational teachers participating in the study of Smets
and Struyven (2020) expressed their desire to improve the use of assessment data
based on their learning experience. In addition, vocational teachers’ self-efficacy was
identified as a crucial attitudinal outcome by some reviewed studies. A few qualitative
studies reported that the vocational teachers participating in courses and workshops
indicated in interviews that they felt more confident in their capabilities and
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implementation of what they learned in their classroom practice (Cochrane & Narayan,
2011; Sandal, 2021; Saunders, 2013). Some quantitative literature also yielded
positive effects of vocational teachers’ professional learning on their self-efficacy
(Oude Groote Beverborg et al., 2015). Moreover, only one study uncovered vocational
teachers’ identities as a learning outcome (Andersson & Kdpsén, 2019). The identities
were separated into teacher identity and occupational identity, which were related to
vocational teachers’ dual competencies.

2.3.2.6 Institutional outcomes

Institutional outcomes in our study describe the benefits or impact of professional
learning on collegial, school, and even industry work-life development. There were
13 studies that reported this type of outcome. Concretely, regarding collegial
development, most of these 13 studies focused on team learning or professional
learning community (PLC) and employed quantitative methods. The results show that
vocational teachers’ team learning or professional learning community (PLC)
facilitated shared cognition, task and goal interdependence among team members as
well as team performance (Runhaar et al., 2014; Vangrieken, Dochy, & Raes, 2016).
Besides, Schaap and De Bruijn (2018) presented not only colleagues’ benefits from
vocational teachers’ professional learning, but also school benefits, including school
environment benefits. Considering industrial development, the reviewed research
discovered that vocational teachers’ professional learning can promote industrial
development. Broad (2016) noted that the hairdressing vocational teacher participants
were more likely to recommend the manufacturer’s tools and products to their students
when they received guidance in their professional development activities from the
manufacturer. Also, promoting vocational teachers’ networks in the industry, and
improving the industry’s interest in vocational education were also considered as the
outcomes of industrial development (Andersson & Kdpsén, 2018).

2.3.2.7 New awareness

As outlined in the methods, based on the findings from the reviewed studies, we use
an extended definition of the category of new awareness from the framework of
Harland and Kinder (2014), i.e., it both refers to vocational teachers’ shifts of their
prior assumptions related to the curriculum and their teaching and also to an awareness
that was not perceived before as learning. Among the 37 studies reporting on learning
outcomes, 5 studies identified vocational teachers’ new awareness as a learning
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outcome. For example, Hoekstra, Kuntz, and Newton (2018) reported that a
vocational teacher after participating in a series of learning activities proposed a new
insight that vocational students might need an orientation to new teaching strategies.
Ketelaar et al. (2014) who explored how to promote vocational teachers to familiarise
themselves with their coaching role through work-based learning revealed that 28
vocational teachers thought the learning experience brought new insights for them.
Also, Verberg, Tigelaar, and Verloop (2015) in their study on teacher learning with
regards to supporting vocational students’ reflections through negotiated assessment,
found that the learning experience helped vocational teachers to become aware of their
competence.

2.3.2.8 Student outcomes

The category student outcomes is an additional learning outcome category, based on
the reviewed studies on vocational teachers’ professional learning, which was not
included in the model of Harland and Kinder (2014). It addresses students’ changes
resulting from vocational teachers’ professional learning. However, only three studies
examined vocational students’ benefits from teachers’ professional learning.
Respectively, Schaap and De Bruijn (2018) employed questionnaires to investigate
students’ benefits from teachers’ learning in a professional learning community (PLC),
and their findings showed that students’ mean scores varied with different types of
professional learning communities (PLCs) and time. More specific, students’ benefits
had the highest score on a professional learning community (PLC) in which reflective
dialogues were perceived as meaningful. In the study of Verberg, Tigelaar, and
Verloop (2013), 15% of vocational teachers reported changes in their students’
learning outcomes halfway through the learning procedure and 12% of them reported
such changes at the end of the procedure. Andersson and Kdpsén (2019) found that
vocational teachers’ visits to the industry could promote the engagement of
supervisors in students’ learning process and then influence the quality of workplace
learning of students.

2.4 Discussion

This study provides an overview of findings on vocational teachers’ professional
learning in the past decade (2010-2021). To our knowledge, this is the first study to
generalise the professional learning of vocational teachers. The review results provide
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an overview of vocational teachers’ learning activities and outcomes with
consideration of a variety of contexts.

2.4.1 Learning activities

Four categories of learning activities were identified in our study, i.e., pre-defined
professional development programme, self-directed/initiated activities in school,
collaborative activities in school, and industry-based activities. These categories
confirm that vocational teachers’ professional learning can occur in academia,
industrial, and work settings, and in both formal and informal ways.

Specifically, concerning the pre-defined professional development programme,
most of the relevant learning activities are also implemented commonly for general
teachers, which means vocational teachers’ professional development experience is
similar to general teachers. Our finding that initial teacher training was available for
in-service vocational teachers could well be caused by the backgrounds of vocational
teachers (Lahiff, 2015; Lloyd & Payne, 2012). In many countries, such as England,
initial teacher training is not a precondition for being a vocational teacher. Vocational
teachers who transform from the industry may not receive any teacher training, despite
already being employed in schools (Lahiff, 2015). Moreover, we found that, in a
number of studies, specific learning activities were organised as following each other,
in particular mentoring/coaching or other experimenting activities. This could be an
indication that the design of vocational teachers’ learning procedures is becoming
more coherent and consecutive, which might provide vocational teachers with a better
learning experience.

Considering school-based learning activities, our study enriches the previous
framework of school-based learning activities and makes it more comprehensive in
the context of vocational education. Specifically, school-based learning activities were
separated into self-directed/initiated activities and collaborative activities in school,
the findings suggest that this classification provides a typical description of vocational
teachers’ school-based learning. As Oude Groote Beverborg et al. (2015) noted, ‘VET
colleges are expected to improve instruction through fostering individual and
collaborative learning.” Regarding self-directed/initiated activities, our findings show
that the learning activities in this category align well with four activities of general
teachers’ work-based learning activities concluded by Meirink, Meijer, and Verloop
(2007) through reviewing previous studies, and this suggests that vocational teachers’
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individual learning is quite similar to how other teachers learn within the school
context. Although collaborative activities in school are also involved in the categories
of Meirink, Meijer, and Verloop (2007), which is called ‘learning from others with
interaction’, our study provides more detailed descriptions and classifications of it.
We found that sharing, peer observation or coaching, and collaborative work or
research were in accord with three categories of general teacher collaboration
developed by Little (1990).

Furthermore, industry-based activities can be seen as a unique category of
learning activities for only vocational teachers. There are many specific learning
activities situated in the industry, and among these, a common one is learning from
industry practice, which addresses working in a part-time job or doing a work
placement in particular. Although relatively few studies focused on this category, the
value of it has been emphasised. For example, Andersson and Kopsén (2018)
explained the reason for engaging in the industry as “‘current vocational knowledge is
situated in specific work-life practices separated from the practice of the school.” In
addition, we found that relevant studies of this category were mainly conducted in
certain countries, such as Sweden, Australia, Finland, and England. The reason might
be that the importance of vocational teachers’ occupational competence is particularly
attached in these countries.

2.4.2 Learning outcomes

Our systematic review also examined the learning outcomes of vocational teachers
within different learning contexts. The model of learning outcomes from Harland and
Kinder (2014) was utilised as a framework in our study. Generally, this model is
proven to be useful to analyse and interpret vocational teachers’ learning outcomes.
The findings show that most of the relevant fragments could be framed well within
this model, yet still, some adaptions were made for the role of vocational teachers.
Firstly, material and provisionary outcomes and informational outcomes were not able
to be observed in any of the reviewed studies. An explanation for this could be that
both these two categories are considered as the lowest level within the hierarchy
structure of learning outcomes in the model of Harland and Kinder (2014), and
possibly the reviewed studies rarely investigated the outcomes which were
preliminarily obtained by vocational teachers. Secondly, an additional category of
student outcomes was supplemented to enrich the model. The adapted model extended
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learning outcomes from vocational teachers’ changes in cognition and behaviour to
students’ achievements, which enriches our understanding of the influence route of
vocational teachers’ professional learning.

A notable finding is that most of the learning outcomes reported in the reviewed
studies were classified as positive, while negative, mixed, or non-significant results
of learning outcomes were hardly reported. This is possibly due to a publication bias,
because articles with significant and positive results of learning outcomes are more
likely to be published or reported (Pigott et al., 2013). Among the categories of
learning outcomes, we found that knowledge and skills, as well as teaching practice,
were the most frequently identified learning outcomes. In terms of knowledge and
skills, we found that most of the relevant studies concentrated on pedagogical and
occupational knowledge and skills. The latter is more related to the real production or
service instead of merely subjects. Furthermore, pedagogical content knowledge
(PCK), as an important component of teachers’ professional knowledge, was not often
explicitly mentioned in the reviewed studies. However, Hoekstra, Kuntz, and Newton
(2018) claimed that vocational teachers have ‘a large portion of learning episodes
involving PCK and pedagogy’. It appears that the learning of vocational teachers in
terms of PCK has been overlooked in existing research on vocational teacher learning.
Apart from changes in vocational teachers’ knowledge and teaching practice, their
emotional and attitudinal changes (such as affective outcomes and new awareness)
were also illustrated in our findings, however, these were often only described in very
general terms. An explanation could be that some of these aspects are not within the
research concern of scholars. Moreover, the category of student outcomes was least
frequently explored in the selected studies, possibly because student outcomes are
only indirectly influenced by teachers’ learning activities, and come along with
changes in teaching practice.

2.4.3 Limitations

The current study has several limitations. Firstly, although we tried to generalise
vocational teachers’ professional learning, we only focused on learning activities and
outcomes. Others, such as learning needs and antecedents have been not synthesised
yet. Secondly, the findings are based on the search strings we have used. These search
strings are related to combinations of informal and formal learning activities of
vocational teachers. This focus has two limitations. The first one is that some studies
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did include vocational teachers but together with general teachers and it was not clear
which findings were related to which type of teachers. These studies were left out of
the analysis. Furthermore, the search yielded activities and outcomes that were
explicitly labelled as 'learning’, either formal or informal. Yet it might be that studies
on teachers' activities in school, industry or elsewhere include learning activities and
outcomes of vocational teachers without labelling these as such. This might be the
case for some studies on teachers' collaboration in school, which can be aimed at either
work performance or learning or both.

Thirdly, in our literature search, we have restricted the language to English,
which means that studies on our topic written in other languages have been excluded.
This limitation might mean that we have missed out relevant publications in this field.
This might be especially the case for regions with many potentially interesting studies
like the well-documented vocational system in German-speaking countries in Europe.

Fourthly, although informal learning activities outside school and industry have
been indicated as an emerging trend in professional learning (Macia & Garcia, 2016),
only two studies were extracted in this literature review. The reason might be that
many of these studies are not explicitly presented as studies about learning activities
of vocational teachers.

2.4.4 Implications

With the rapid development of contemporary society and industry over the past decade,
vocational teachers are facing challenges in maintaining their teaching and industry
currency. In this context, vocational teachers’ professional learning has become more
important and has raised more attention from policymakers, school leaders, and
scholars. As noted previously, this is the first study that reviews vocational teachers’
professional learning. The findings provide an overview of vocational teachers’
learning activities and outcomes, which can be used as a theoretical basis for future
researchers to discuss vocational teachers’ learning as well as can offer certain
potential directions for future professional development.

For theoretical implications, regarding vocational teachers’ learning activities,
first, our study summarised learning activities into four categories, which provides a
comprehensive understanding of vocational teachers’ learning approaches. This
overview can be employed as a framework to investigate vocational teachers’
engagement in professional learning and whether learning activities are different for
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vocational teachers and general teachers. Second, the descriptive characteristics of
learning activities may help scholars to select a focus of future research on
professional learning. For example, reflection came out as the most common activity
in the school workplace, learning from industry practice as the most frequent activity
in the context of industry, and peer observation or coaching as particularly important
for novice teachers.

Concerning learning outcomes, firstly, the adapted model with eight types of
learning outcomes enriches our insight into vocational teachers’ learning results and
can be used as a general framework to examine vocational teachers’ learning outcomes
in various contexts. Secondly, although knowledge and skills were frequently
explored by previous studies, PCK as an important aspect of it was less examined.
Thirdly, in contrast with knowledge and skills and teaching practice, the other learning
outcomes were much less reported in previous work. This might stimulate future
researchers to extend their focus on vocational teachers’ learning outcomes.

In addition, our results provide practical implications for the organisation of
learning programmes or activities. For programme designers, to begin with, our
findings showed that the current learning programmes usually contain more than one
activity and those activities were connected well, which seems that the design of
vocational teachers’ learning programmes is becoming more coherent and consecutive.
Some of the descriptions of current programmes or activities from the reviewed
studies can provide designers with information on how the designs of programmes
might look like and can support them to think about how to improve their programme
designs. For example, in the study of Smets & Struyven (2020), a programme includes
two consecutive phases: first an academic training on a specific pedagogical topic,
and second an implementation period in which the participants were coached.
Additionally, the eight types of learning outcomes summarised by us could be both
the learning objectives and the desired learning outcomes of programmes. So,
designers could take into account all of these outcomes as specific objectives to guide
their programme designs. Finally, as we found that learning content varied with
learning activities, programme designers may make use of these results to select
appropriate activities to match certain learning content. For example, in the reviewed
studies, teachers usually participated in academic courses to obtain pedagogical
knowledge and skills, whereas their participation in industry practice was mainly
aimed at improving their occupational knowledge and skills.
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For school leaders, the first implication is that they may encourage vocational teachers
to learn from a combination of different contexts instead of one single context. The
review showed that vocational teachers’ professional learning can occur in academia,
school workplace, and industrial context, and with formal and informal learning ways.
Second, our study also illustrated the conditions for the occurrence of learning
activities. For example, learning from experimenting is particularly common, when
implementing an educational innovation. Peer observation or coaching, however, is
seldomly conducted by vocational teachers because of a lack of time. These results
could reinforce school leaders to consider measures on how to promote vocational
teachers’ learning engagement or outcomes. Third, the adapted model of eight types
of learning outcomes could be a practical framework for school leaders to assess
vocational teachers’ learning.

2.4.5 Concluding remarks.

Vocational teachers’ professional learning is still not synthesised yet. Our research
systematically reviewed 54 articles on vocational teachers’ professional learning. Four
categories of learning activities were identified with consideration of various learning
contexts and eight types of learning outcomes were classified, which related to
teachers’ changes in cognition and behaviours as well as student and institutional
outcomes. These results contribute to a basic but comprehensive theoretical overview
for future scholars and provide practical suggestions for school leaders or programme
designers to support vocational teachers’ professional learning.
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Abstract

Work placement has been regarded as one of the most effective ways of developing
vocational teachers’ occupational expertise. Guided by expectancy-value theory, we
aim to explore how vocational teachers’ motivation towards professional learning
shapes their engagement when on work placement. Two research questions were
addressed: 1) What is the relationship between vocational teachers’ motivational
beliefs and engagement in work placement? 2) Does teaching experience have a
moderating effect on this relationship? The data was collected from an online survey
and analysed in a quantitative way. The participants were 426 Chinese secondary
vocational teachers. Exploratory factor analysis identified four motivational beliefs:
task value, self-efficacy, task effort, and emotional cost. Regression analysis revealed
that vocational teachers’ task value, self-efficacy, and task effort were positively
related to their engagement. Teachers’ emotional cost was negatively linked to their
behavioural, cognitive, and emotional engagement, but positively linked to agentic
engagement. Moreover, a negative moderation of teaching experience was seen. These
findings facilitate the understanding of vocational teachers’ professional learning at
the work site and provide suggestions on how to reinforce their engagement. Future
research could examine the relationship between vocational teachers’ motivational
beliefs and engagement from a longitudinal perspective or within other learning
contexts.
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3.1 Introduction

Keeping vocational knowledge updated plays a crucial role in the advancement of
vocational teachers’ teaching practice (Broad, 2016; Tyler & Dymock, 2019; Zaid &
Champy-Remoussenard, 2015). Specialist knowledge, skills and behaviours for work
are best acquired through hands-on, work-based learning, rather than a theoretical,
desk-based school curriculum (Andersson & Kopsén, 2018; Hordern et al., 2022). To
retain vocational teachers’ occupation-specific expertise, work placement has been
implemented in many countries, including Finland, Australia, China, and England,
albeit with different labels, such as work placement periods, industry release, and
hands-on programmes. In our study, the term ‘work placement’ is defined as a
continuing professional development programme in which vocational teachers
acquire occupational knowledge and skills through participating in ‘the vocational,
work-life community of practice of their teaching subject’ (Andersson & Kopsén,
2015, p2). It facilitates and stimulates vocational teachers in the expansion of their
traditional role and in crossing boundaries between schools and working life
(Andersson & Kdpsén, 2015; Lloyd & Payne, 2012).

For the past decade, work placement has obtained much support from policy-
makers in many countries, especially those countries with a typically school-based
vocational education system. For example, a Swedish national initiative included
work placement as the primary programme, and teachers who attended this
programme were entitled to receive financial support from the state (Swedish National
Agency of Education, 2019). Similarly, the Chinese government issued a series of
documents that required all vocational teachers to undertake work placement for at
least one month annually and for six months within each five-year period (Ministry
of Education of the People’s Republic of China, 2016; The State Council of the
People's Republic of China, 2019). In this context, a growing number of vocational
teachers are being encouraged to take part in work placement arranged by educational
departments, vocational schools, or themselves.

Although work placement has potential benefits, several Chinese studies have
indicated that many vocational teachers show a low commitment towards this
programme, despite being forced to attend under the pressures of school leaders or
policies (Gou & Yang, 2019; Zhang & Fang, 2016). Zhang and Fang (2016)
investigated 604 Chinese vocational teachers from 13 cities and found that in work
placement more than 40% of them stood aside as bystanders. Earlier research has
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discerned that there are certain obstacles that cause vocational teachers to avoid
participating in or engaging in work placement, such as increased workload and
financial problems (Lloyd & Payne, 2012). In contrast to these external barriers,
teachers’ motivational beliefs might provide an important additional explanation for
their engagement. However, no researchers have explored in depth how teachers’
motivational beliefs relate to their efforts in work placement. In our study, the
expectancy-value theory is employed to clarify the association between vocational
teachers’” motivational beliefs and their engagement in work placement. Two research
questions are formulated as follows:

RQ1. What is the relationship between vocational teachers’ motivational beliefs and
their engagement in work placement?

RQ2. Does teaching experience have a moderating effect on this relationship?

3.2 Work placement: a theoretical framework
3.2.1 Expectancy-value theory

Teachers’ motivation to engage in professional learning has enjoyed a great deal of
attention in the past decade (Appova & Arbaugh, 2018; Gorozidis & Papaioannou,
2014). Expectancy-value theory has been captured as an influential framework in
explaining teachers’ learning motivation and performance (Richardson & Watt, 2010).
Although this theory was originally developed to understand children’s and
adolescents’ motivation for achievement, it has proved to be fruitful in exploring
adults’ learning motivation (Gorges & Kandler, 2012).

Expectancy-value theory was introduced and developed by Eccles et al. (1983)
in the field of education. It acknowledges that individuals’ choice, persistence, and
performance can be explained by their expectancy for success and their task value.
These two motivational components are associated with two questions that individuals
can ask themselves: ‘Can | do this task?’ and ‘Do | want to do this task and why?’
(Eccles et al., 1983; Eccles & Wigfield, 1995; Wigfield & Eccles, 2000; Wigfield,
1994). The following three sub-sections set out the research on these motivational
factors.

3.2.1.1 Task value

Task value refers to an individual’s perception of the value of working on a future task
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(Eccles et al., 1983; Eccles & Wigfield, 2002; Pintrich et al., 1991). Eccles et al. (1983)
split task value into multiple components: attainment value, intrinsic value, utility
value, and cost. Attainment value refers to the importance of doing a task well,
intrinsic value to the enjoyment gained from doing the task, and utility value to the
usefulness of doing the task. In many studies, task value has been measured with these
three value subscales, which appear to be highly correlated (Eccles & Wigfield, 1995).
Muis et al. (2018) conducted a confirmatory factor analysis to examine the structure
of task value, and their results showed that a one-factor model was the best fit, rather
than a three-factor model. Recently, scholars have preferred to separate cost from the
task value component, and have identified it as a new factor that is used to represent
motivation (Jiang, Rosenzweig, & Gaspard, 2018; Osman & Warner, 2020).

Building on expectancy-value theory, teachers’ task value for professional
learning is conceived as a powerful driver of teachers’ choice to participate and
perform. Teachers like to attend those learning programmes or activities that intrigue
them or assist them in improving their teaching practice (Guskey, 2002; Rutherford,
Long, & Farkas, 2017). Besides, teachers’ perception of value has been found to be
positively associated with performance in professional learning. Zhang et al. (2016)
found that the task value perception of pre-service teachers was positively linked to
their performance in a learning programme, via extrinsic learning motivation.

3.2.1.2 Cost

The term “cost’ refers to what an individual has to invest and give up to accomplish a
task (Osman & Warner, 2020; Wigfield, 1994). Eccles et al. (1983) defined cost as a
multifaceted factor comprising the effort required to achieve a task, the lost
opportunities to become involved in other valued programmes, and the emotional cost
concerned with the anxiety and stress of undertaking a task. Recently, Flake et al.
(2015) suggested a new construct named ‘outside effort’, which describes the time,
effort, or amount of work needed for all other tasks. Jiang, Rosenzweig, and Gaspard
(2018) developed another construct to describe an individual’s fear of failing in a task.

The role of cost in motivation has been debated in the last decade. Many scholars
who stand by Eccles et al. (1983) consider cost as a part of task value (Berge, Parrila,
& Deacon, 2018; Trautwein et al., 2012). However, a growing number of researchers
have become sceptical, and have attempted to split cost from the task value component
(Flake et al., 2015; Jiang, Rosenzweig, & Gaspard, 2018; Perez, Cromley, & Kaplan,
2014). Jiang, Rosenzweig, and Gaspard (2018) discovered that if the perceived cost
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is treated as an independent variable, this could result in additional variance in
predicting students’ academic outcomes. Moreover, recent studies have proposed that
cost should not be considered as a totally negative component. The high or low level
of cost doesn't mean that the tasks are worth doing or not. As Gorges mentioned, ‘even
an educational program associated with high levels of costs may be the best choice
from a range of alternatives’ (2016, p34).

To date, there has been some research that traces the link between students’
perceived cost and their academic achievement. The cost was found to predict students’
academic goals, grades, and persistence. Higher perceived cost induces avoidance of
achievement and higher drop-out intentions (Perez, Cromley, & Kaplan, 2014).
However, increasingly contradictory findings about this relationship have been found.
Jiang, Rosenzweig, and Gaspard (2018) clarified that there is a positive relationship
between students’ perceptions of cost and approach goals. In the field of teachers’
professional learning, there are no studies focusing on the association between
teachers’ perceived cost and performance or persistence.

3.2.1.3 Self-efficacy

Self-efficacy is generally conceptualised to mean how well individuals believe they
can do in an upcoming task (Wigfield & Eccles, 2000). Expectancy for success is
treated as a vital factor to predict achievement. A high correlation between ability and
expectancy has been proved (Eccles et al., 1993; Eccles & Wigfield, 1995), and in
some pieces of research ability belief and expectancy for success are not separated
(Wigfield, 1994). Pintrich et al. (1991) adopted both ability belief and expectancy for
success to measure individuals’ expectancy component. Authors of more recent
studies have used self-efficacy to represent the expectancy component (Bergey, Parrila,
& Deacon, 2018; Perez, Cromley, & Kaplan, 2014; Trautwein et al., 2012).

The linkage between self-efficacy and performance has been contentious for a
long time. Self-efficacy theory stated that individuals with high belief in their ability
would set themselves a difficult goal, which may lead them to great effort and high
performance (Bandura 1977, 1997). Conversely, ample research has insisted on the
opposite view, that is, that self-efficacy negatively influences performance, especially
at the within-person level (Vancouver & Kendall, 2006; Vancouver, Thompson, &
Williams, 2001). This standpoint is supported by control theory, which emphasises
that higher self-efficacy implies that a closer goal is set and less effort is needed
(Powers, 1973). Several moderating indicators in the relationship between self-
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efficacy and performance have been identified, such as goal difficulty and experiences
of failure (Beck & Schmidt, 2012; Hardy, 2014).

3.2.2 Learning engagement

Learning engagement is commonly used as an indicator for assessing teachers’
professional learning. Fredricks Blumenfeld, and Paris (2004) recognised engagement
as a multidimensional factor that encompasses the behavioural, cognitive, and
emotional aspects of engagement with a programme. Behavioural engagement refers
to an individual’s effort, attention, and persistence throughout a learning programme.
Cognitive engagement is defined as the strategies used to achieve a greater
understanding of ideas. Emotional engagement is realised as the emotional
involvement during a programme, shown in such aspects as enjoyment and curiosity
(Li et al., 2016; Skinner et al., 2008). Conceptualisations of learning engagement
mostly address individuals’ reactions to learning programmes, but neglect their
agentic action to develop and modify the programmes. Thus, Reeve and Tseng (2011)
distinguished agentic engagement to depict an individual’s efforts to promote learning
programmes and issues.

Although several constructs of engagement have been identified, a majority of
scholars commonly draw on behavioural indicators to measure teachers’ or students’
learning engagement. For instance, Flowerday and Shell (2015) used reading and
writing time to assess students’ engagement in a learning programme. Jansen in de
Wal et al. (2014) measured the frequency of participation in diverse learning
programmes or activities to appraise teachers’ engagement in professional learning.
Zhang and Liu (2019) conducted open coding based on teachers’ behaviours to
investigate their online learning engagement. So far, no studies have been performed
to investigate teachers’ engagement in learning programmes based on multiple
constructs.

3.2.3 Relationship between motivation and learning engagement

In expectancy-value theory, engagement has been viewed as a pivotal mediating factor
that links motivation and achievement (Wigfield et al., 2015). The existing research
has revealed the linkages between teachers’ motivation and engagement in various
contexts and in a general way. For example, Jansen in de Wal et al. (2014) showed
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that teachers with an autonomous profile were most engaged in all learning activities,
whereas ‘externally regulated’ teachers were the least engaged. Jones, Johnson, and
Campbell (2015) showed that undergraduates’ task value for reading was positively
connected with their cognitive engagement, and Wang and Eccles (2013) reported that
students’ academic self-concept and task value were positively related to their
engagement in school. Yet these studies have limited value for the current study. First,
the role of cost in explaining engagement has not been identified. Second, most
research on the relationship between motivation and engagement has been focused on
students instead of teachers. Third, the underlying structure of motivational beliefs
and engagement in these studies is ambiguous.

3.2.4 Motivation, engagement, and teaching experience

In several studies on teachers’ professional learning, differences between novice and
experienced teachers have been found. First, compared to experienced teachers,
novice teachers experience lower teaching efficacy (Tschannen-Moran & Hoy, 2007;
Zhu et al., 2018). Other research has shown that, as teaching experience increases,
teachers’ participation in professional learning may reduce (Grangeat & Gray, 2007).
Secondly, teachers in different career stages usually have different knowledge
structures, which are related to differences in learning needs, motivations, and
preferential approaches (Louws et al., 2017b). Thus, when they are participating in
the same programme, novice teachers’ motivation and engagement may differ from
those of experienced teachers. Thirdly, the literature shows that teachers with less
experience in a learning programme report higher growth in their professional
knowledge after participation (Xie et al., 2017). It can be inferred from these studies
that, in contrast to experienced teachers, novice teachers find it particularly effective
to engage in learning programmes. Based on the above, teaching experience seems to
be an important factor both related to teachers’ motivation for and engagement in
professional learning. However, no research ever involved teaching experience while
exploring the association between motivation and engagement.

From the literature, it appears that teachers’ motivational beliefs about
professional learning are related to their engagement and performance. However, until
now, most literature only revealed a partial relationship between them, while no
comprehensive exploratory research in this area has been conducted. This suggests a
space for further research on the relationship between vocational teachers’
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motivational beliefs and their engagement in professional learning and the
contribution of their teaching experience as a moderator in the context of work
placement.

3.3 Work placement in the context of the Chinese vocational
education

The Chinese vocational education system includes secondary vocational education (3
years, age 16-18 years) and higher vocational education (3-4 years, age from 18 years).
More than 40% of students after lower secondary education step into secondary
vocational schools. Although the general courses are still available, more occupation-
related courses are arranged at this level of education. After graduation, two main
routes can be identified that lead them to either college or a job.

Until now, vocational education in China has been traditionally school-based,
despite increasing opportunities for student internship or placement in the last year of
graduation. In recent years, the concept of ‘double-qualified teachers’ was introduced
and developed in the Chinese vocational education system, which implies that
vocational teachers are supposed to have both theory-based and practice-based
teaching competence (The State Council of the People's Republic of China, 2005). In
this context, a variety of programmes have been provided for in-service vocational
teachers, in a particular work placement, a programme which promotes teachers’
occupational competence.

To date, work placement has been designed and organised nationwide with the
guidance of the Chinese government. Although teachers have the freedom to seek
companies and occupations by themselves, a number of teachers prefer considering
the options offered by schools. During work placement periods, teachers could work
on tasks just like the other employees or attend other activities occurring in working
life to develop an understanding of the world of work.

3.4 Methodology

To answer our research questions, a quantitative research approach was applied. The
theoretical model underlying our study is shown in Figure 3.1. The survey was
designed and conducted to investigate vocational teachers’ motivational beliefs and
engagement for work placement.
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Figure 3.1 Conceptual model of our study

3.4.1 Participants

The participants were 426 Chinese secondary vocational teachers who taught students
aged fifteen to seventeen (56% were female, and 90% had attained a bachelor’s degree
or higher level of education). Their age ranged from 23 to 57, with the mode age group
being 34-40. Their teaching experience in years ranged from 1 to 37. All participants
had experience with work placement, and more than half (57.51%) of them had
attended a work placement in the last year. Among all the participants, 182 teachers
(42.72%) had worked in companies for at least a year before becoming a teacher. The
sample reflected a wide range of teaching subjects (e.g., mechanical engineering,
computer, cooking, accounting, and nursing).

3.4.2 Procedures

An online survey using Qualtrics was applied to collect data. To improve the measures
of the survey, five vocational teachers were invited to participate in a pilot test. This
test was performed by a cognitive interview which involves ‘interviewers asking
survey respondents to think out loud as they go through a survey questionnaire and
tell them everything they are thinking’ (Drennan, 2003, p57). The questionnaire items
were further adapted using the opinions provided by these participants. For the final
investigation, we obtained support from Tongji University, which had partnerships
with a number of vocational schools. We sent the participants a link or QR code to the
questionnaire via email and WeChat. Most teachers spent 10 to 15 minutes completing
the questionnaire with 62 items. Data collection started on 15 February 2020 and
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ended on 15 March 2020. It was explained to participants that participation was
voluntary, and that the data would be kept confidential and would only be available
for research purposes. Our study acquired ethical approval from ICLON Research
Ethics Committee with the number IREC_ICLON 2020-06.

3.4.3 Measures

The questionnaire used in this study was presented in Appendix B, and it contained
four scales that separately aimed at measuring task value, cost, self-efficacy, and
engagement.

3.4.3.1 Task value

Teachers’ task value was assessed using a scale adapted from the paper by Bergey,
Parrila, and Deacon (2018) that focused on undergraduates’ task value of attending
university. This questionnaire covered four dimensions: intrinsic value, attainment
value, utility value, and cost, as originally defined by Eccles et al. (1983). Fifteen
items from the first three positive value dimensions were adopted in the present study
(the cost dimension will be presented below), and two items adapted from the work
of Braten and Ferguson (2015) were added to make the scale more comprehensive.
Intrinsic value was assessed through five items (e.g., ‘I enjoy work placement’).
Attainment value was measured with six items (e.g., ‘It is important to me to be a
person who has experience with work placement’). Utility value was investigated with
six items (e.g., “What | learn in work placement helps me in my teaching’). Teachers
rated their agreement with each item, ranging from 1 (*It’s not applicable to me at all’)
to 7 (“It’s totally applicable to me”) with ‘neutral’ serving as the midpoint. Considering
the current disputation of the structures of task value and the different contexts
between the adapted scales and original scales, the exploratory factor analysis was
conducted in our study to explore the possible constructs, which is also applicable for
other beliefs and engagement. The results with varimax rotation show that there was
only one factor specified from the task value scale, with a total of 65.61% of the
variance explained. This means task value is a unidimensional factor, which is
consistent with the finding of Muis et al. (2018). The Cronbach’s alpha for this scale
was 0.97.

3.4.3.2 Cost

Cost was measured using a scale based on the paper by Flake et al. (2015). The
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original scale used ‘too much’ language to stress the negative nature of cost, with
statements such as ‘I worry too much about this class’. As a number of studies find
that cost is different from the barriers and it could even promote participation in
educational programmes (Gorges, 2016), the word ‘too’ was deleted from the original
items to change the attribute of cost. Based on a principal component analysis with
varimax rotation on the 13 items, two components were extracted, including task
effort and emotional cost, with 64.38% explained variance. Three items were taken to
assess teachers’ task effort (e.g., “Work placement demands much of my time”) and
four items were used to measure teachers’ emotional cost (e.g., ‘I worry much about
work placement’). The items were measured on a 7-point Likert scale ranging from 1
= ‘It’s not applicable to me at all’ to 7 = ‘It’s totally applicable to me’, with ‘neutral’
serving as the midpoint. The Cronbach’s alphas for these two subscales were,
respectively, 0.79 and 0.73.

3.4.3.3 Self-efficacy

Teacher self-efficacy for work placement was measured with a five-item scale adapted
from the MSLQ-SE (Pintrich et al., 1991). This scale investigates the extent to which
teachers believe that they can do well in a work placement. The original scale with
eight items was developed to assess two domains of the expectancy component:
expectancy for success and self-efficacy. Five items were extracted from it (e.g., ‘I'm
certain | can master the skills being presented in work placement’). The items were
measured on a 7-point Likert scale ranging from 1 = “It’s not applicable to me at all’
to 7 = “It’s totally applicable to me’, with ‘neutral’ serving as the midpoint. Based on
the result of an exploratory factor analysis with varimax rotation for the self-efficacy
scale, all five items were grouped into one factor with 68.76% explained variance.
The Cronbach’s alpha for all items was 0.89.

3.4.3.4 Learning engagement

Learning engagement was assessed with four subscales adapted from the works of
Skinner et al. (2008) and Reeve and Tseng (2011). All scales used a 7-point Likert
response scale, ranging from 1 (“It’s not applicable to me at all’) to 7 (“It’s totally
applicable to me’), with ‘neutral’ serving as the midpoint. The behavioural
engagement scale had five items (e.g., ‘I pay attention in work placement’). The
cognitive engagement scale covered four items (e.g., ‘In work placement, | try to
connect what I’m learning with my teaching experience’). The emotional cost scale
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included four items (e.g., ‘In work placement, | feel curious about what we are
learning’). The agentic engagement scale consisted of five items (e.g., ‘During work
placement, | express my opinions’ ). An exploratory factor analysis with varimax
rotation was conducted, and two factors were extracted: one, a combination of
behavioural engagement, cognitive engagement, and emotional engagement, and the
other agentic engagement. The explained variance was 63.56%, and the Cronbach’s
alphas were, respectively, 0.94 and 0.80.

3.4.4 Data analysis

A Pearson correlation analysis was employed with SPSS 26.0 to examine the
correlations between all the measured variables as well as teaching experience.
Furthermore, to ascertain the relationship between motivational beliefs and
engagement (RQ1), multivariate linear regression analysis was conducted with SPSS
26.0. Learning engagement was used as a dependent variable, while motivational
factors were utilised as independent variables. To verify the influence of teaching
experience on the linkage between motivational beliefs and engagement (RQ2),
moderating effect analysis was conducted with Mplus 8.3. Apart from motivational
variables, the interaction terms between the teaching experience variable and the
motivational variables were also added as independent variables. R-squared (R?) was
used to represent the proportion of the variance for a dependent variable that is
explained by the independent variables in the model. The unique contribution of each
independent variable to the model was appraised with squared semi-partial correlation
(Srd).

3.5 Results

3.5.1 Descriptive statistics and bivariate correlations

In Table 3.1, descriptive statistics and correlations for all the measured variables and
teaching experience are displayed. The highest score among the motivational
variables was for the teachers’ task value (M=5.99), and the lowest score was for the
emotional cost (M=3.97). The Pearson correlation coefficients showed that teachers’
task value was positively correlated with task effort, self-efficacy and learning
engagement, but negatively correlated with emotional cost. Teachers’ perceived task
effort had a positive correlation with all the other motivational and engagement
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variables. Moreover, teachers’ emotional cost was negatively correlated with self-
efficacy and behavioural, cognitive, and emotional engagement. Finally, the results
showed that teaching experience had a positive correlation with task value, task effort,
emotional cost, and engagement.
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3.5.2 The relationship between motivation and learning engagement

Regression analysis was adopted to identify the association between teachers’
motivational beliefs and learning engagement with work placement (see Table 3.2).
The results of collinearity diagnostics showed that there was no multicollinearity
problem existed (VIF<10 and Tolerance >0.1). The results show that task value and
self-efficacy were significantly positive predictors (f=0.652, 0.236), whereas
emotional cost was a negative predictor of behavioural, cognitive, and emotional
engagement (B=-0.061). It is worth noting that teachers with stronger perceived task
effort showed higher behavioural, cognitive, and emotional engagement (3=0.122).
Similarly, task effort and self-efficacy positively predicted agentic engagement
(B=0.111, 0.576). In addition, teachers’ emotional cost was positively related to
agentic engagement ($=0.098). This suggests that if teachers’ perceived cost and self-
efficacy are stronger, their agentic engagement with work placement tends to be higher.
In terms of explained variance, the task value accounted for the largest proportion of
variance in predicting behavioural, cognitive, and emotional engagement (Sr?=0.110),
and self-efficacy had the largest percentage of variance in predicting agentic
engagement (Sr=0.089).
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3.5.3 The moderating effect of teaching experience

After importing teaching experience into the model, the interaction variables between
teachers’ motivational measures and teaching experience were created. As shown in
Table 3.3, there were two interaction variables that significantly predicted teachers’
behavioural, cognitive, and emotional engagement: task effort by teaching experience
(B=-0.305) and emotional cost by teaching experience ($=0.204). At the same time,
task effort was a positive predictor (=0.211), but the emotional cost was a negative
predictor (B=-0.144) of teachers’ behavioural, cognitive, and emotional engagement.
These results suggest that the lower the teaching experience, the stronger the
relationship of task effort and emotional cost with behavioural, cognitive, and
emotional engagement in the context of work placement. No interaction variable
displayed a significant relationship with teachers’ agentic engagement, which means
there was no moderating effect of teaching experience on the relationship between
motivational beliefs and agentic engagement.

Table 3.3 Results of moderating effect analysis of teaching experience.

Predictor Behavioural, cognitive and Agentic engagement

emotional engagement

B SE. B B SE. B
Task value 0.576 0.064 0.611** 0.182 0.148  0.157
Task effort 0.162 0.037 0.211** 0.171  0.085 0.181*
Emotional cost -0.105 0.034 -0.144** 0.119 0.078  0.133
Self-efficacy 0.209 0.063 0.231** 0.557 0.146  0.501**
Teaching experience -0.005 0.015 -0.049 0.032 0.035 0.266
Task value x teaching experience  0.003  0.004 0.186 -0.005 0.009 -0.250
Task effort x teaching experience  -0.005 0.002 -0.305* -0.005 0.005 -0.228
Emotional cost x teaching 0.004  0.002 0.204* -0.002 0.005 -0.095
experience
Self-efficacy x teaching 0.000  0.004 0.002 0.006 0.009 0.308
experience

Note: *p<0.05, **p<0.01.
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3.6 Discussion and conclusion

In our study, the expectancy-value theory was applied in order to investigate
vocational teachers’ motivation and how this motivation was linked to teachers’
engagement in the context of work placement. The results revealed that vocational
teachers’ motivational beliefs were highly relevant to their engagement, and that their
years of teaching experience moderated this relationship. The current empirical
evidence clarified the roles of distinct motivational beliefs in explaining vocational
teachers’ engagement in work placement.

3.6.1 Relation between motivational beliefs and engagement in work placement

The findings of our study provide evidence that vocational teachers’ task value and
self-efficacy are the prominent predictors of their engagement in work placement,
which is in line with most previous studies. Specifically, task value was identified as
a positive predictor of behavioural, cognitive, and emotional engagement. This means
that the more highly vocational teachers value their work placement, the greater the
attention they will pay to work-based learning, the higher the cognitive strategies and
resources they will implement, and the more emotionally involved they will be in
work placement. This finding is in line with the stipulations of expectancy-value
theory and with most previous research (Eccles et al., 1983; Jones, Johnson, &
Campbell, 2015; Zhang & Liu, 2019). Task value explained the largest proportion of
variance in behavioural, cognitive, and emotional engagement, which indicates that
task value was most prominent among motivational beliefs.

Turning to self-efficacy, a positive relationship between vocational teachers’
self-efficacy and their engagement with work placement was revealed. This finding
resonates with Bandura’s self-efficacy theory, which proposed that individuals’ ability
belief is related to their goal setting, activity choice, intention to increase investment,
and persistence (Bandura, 1997). A body of research has shown that a person with
greater self-efficacy invests more effort or resources in a task (Judge et al., 2007).
Furthermore, the results showed that self-efficacy explained the largest proportion of
variance in predicting teachers’ agentic engagement. A possible explanation is a close
connection between individuals’ ability and their agency (Kurunsaari, Tynjila, &
Piirainen, 2018; Toom, Pyhalto, & Rust, 2015). When vocational teachers believe that
they are capable of a work placement, they have more confidence and initiative in
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voicing their opinions to develop this programme.

We also explored the relationship between teachers’ perceived cost and their
engagement in work placement. The finding was that teachers’ task effort was
positively related to their engagement, which is in contrast with most previous
research. This finding may be explained by insights with regard to attribution theory
and self-worth theory from Asian perspectives. Regarding attribution theory, some
authors have found that in Asian cultures an individual’s success or failure is attributed
more to their effort than to their ability (Mok, Kennedy, & Moore, 2011). From these
studies, it can be inferred that, in Asian cultures, the greater one’s desire to succeed or
improve, the greater the effort one perceives to be required. Another possible
explanation for this finding that teachers’ task effort was positively related to their
engagement is based on research conducted by Jiang, Rosenzweig, and Gaspard
(2018). This research found that Korean students’ perceived cost positively predicted
their approach goals. According to these authors, this finding could be attributed to
East Asian students’ perceptions of self-worth. Following this explanation, when
students perceive the costs to be higher, they might endorse stronger performance-
approach goals, to retain their self-worth. Maintaining self-worth can also be a
plausible explanation for the finding that teachers’ task effort is positively related to
their engagement in work placement, because, in China, work placement is a
mandatory programme for vocational teachers. Teachers who perceive the task effort
to be higher may tend to be more highly engaged in work placement in order to
maintain their self-worth among colleagues who are all participating in this
compulsory programme.

Moreover, our study confirmed that teachers’ emotional cost was negatively
associated with behavioural, cognitive, and emotional engagement, and yet positively
associated with agentic engagement in work placement. This finding highlighted that
vocational teachers’ stress, exhaustion, and weariness in their work placement were
detrimental to their fundamental engagement, but could provoke their agentic
engagement. Other research has indicated that teachers’ unpleasant emotions in
professional learning might lead to disengagement, rudeness, and even a refusal to
implement the practices presented during training (Gaines et al., 2019). However,
these negative emotions perhaps stimulate teachers to develop professional
development programmes through expressing their opinions and suggestions.
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3.6.2 Effect of teaching experience on motivation and engagement in

work placement

Our study showed that teachers’ teaching experience was positively correlated with
their motivation for and engagement in work placement. In addition, the relationship
between motivational beliefs and engagement varied with teaching experience. The
association between task effort and emotional cost, on the one hand, and behavioural,
cognitive, and emotional engagement, on the other, was stronger for novice teachers
than for experienced teachers. Building on previous research, a possible explanation
for the linkage between teaching experience and motivation and engagement is that
teachers vary in their learning aims and goals during their careers (Anderson & Olsen,
2006; Louws et al., 2017c). Novice teachers might be more eager to learn and improve
their repertoire of teaching skills such as classroom management and classroom
instruction than to acquire more occupational knowledge and skills. Therefore, novice
teachers’ motivation for and engagement in work placement may be lower than those
of experienced teachers. Furthermore, novice teachers are always faced with more
learning opportunities than experienced teachers. However, their energy is limited,
which means that they are not able to put much effort into each learning programme.
They might be more concerned about the costs of learning programmes, especially
those programmes that are not generally expected. Therefore, in the context of work
placement, novice teachers’ perceived cost might be more strongly associated with
their engagement than is the case for experienced teachers.

3.6.3 Conclusions

Our study sought to answer two research questions. First, what is the relationship
between vocational teachers’ motivational beliefs and their engagement in work
placement? Second, does teaching experience have a moderating effect on this
relationship? The regression analysis results of our study revealed that task value and
self-efficacy explained the largest percentage of variance and had positive
relationships with engagement. The results of moderating effect analysis indicate that
there is a difference in the association between motivational beliefs and engagement
depending on teaching experience. These findings facilitate the understanding of
vocational teachers’ professional learning from the work site and provide evidence of
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how to promote vocational teachers’ engagement.

There are four limitations addressed, which provide directions for future
research. Firstly, the participants were all secondary vocational teachers from China.
In future research, more attention could be given to higher vocational teachers’
motivation and how this links to their engagement in work placement. Secondly, our
study observed different constructs of motivational beliefs and engagement from the
previous studies, which were related to student learning. Future studies are suggested
to continually verify these structures in other contexts or conditions of teacher
professional learning. Thirdly, the relationship between cost and engagement was
demonstrated in our study. However, the results are opposite to most other studies,
which have been explained with the attribution theory and self-worth theory from
Asian perspectives. Further research is necessary to validate these explanations.
Fourthly, the data collected in our study is cross-sectional, which means causal
conclusions can’t be generated. Therefore, longitudinal studies could be considered in
the future to explore the influence of teachers’ motivational beliefs on their
engagement.

Our study has strong implications for future research. Vocational teachers’ low
engagement in work placement has been usually explained from the perspective of
external barriers (Andersson & Kdpsén, 2015; Lloyd & Payne, 2012), while internal
beliefs are less concerned. Our study enriches the current explanation for vocational
teachers’ learning engagement in the work context. In particular, the significant
moderating effect of teaching experience moves beyond previous research and could
inspire future researchers to pay more attention to differences connected to teaching
experience when exploring the linkage between vocational teachers’ motivation,
engagement, and performance for professional learning.

Aside from the contribution to research, there are three potentially important
implications for practice. Although the current research uses a cross-sectional design,
we would like to formulate implications on how to increase vocational teachers’
engagement in work placement. Since the results of our study showed a significant
relationship between teachers’ motivation and their engagement in work placement,
policy-makers and school leaders ought to bring in measures to stimulate vocational
teachers’ motivation for work placement. First, the positive association between task
value and engagement implies that improving vocational teachers’ task value
perception would provide an impetus to their engagement in work placement.
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Teachers’ value perception of work placement could be improved in a positive way
by, for example, encouraging vocational teachers to share their experiences in work
placement with their colleagues to help their colleagues to become aware of its
potential and benefits. Second, because of the positive relationship between self-
efficacy and engagement, it may be feasible to increase teachers’ self-efficacy for
work placement to boost their engagement. Enhancing teachers’ self-efficacy in work
placement might be done by linking the placements to the teachers’ teaching subjects
to align with their sense of control and providing more information related to the
companies and occupations before placement. Third, as the linkage between
emotional cost and behavioural, cognitive, and emotional engagement is negative,
reducing the pressure on teachers and their exhaustion in relation to work placement
would be an option to make them more engaged in this programme. Maximising
teachers’ freedom of choice during the placement process may relieve teachers of the
emotional burden of this programme. A good way would be to encourage teachers,
especially novice teachers, to give voice to their opinions about the types of work
placement they would like. Teachers with different preferences should be entitled to
more personalised options for placement programmes.
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Abstract

This study provides an insight into the professional development of vocational
teachers within the context of work placement, a continuing professional development
programme situated in the industry. Learning goals, activities, and outcomes have
been described based on vocational teachers’ learning experiences in this programme.
We conducted interviews with 27 secondary vocational teachers from China and 5 of
these participants completed digital logs. Seven categories of learning activities were
identified, of which learning from others with and without interaction were the most
common categories, while mentoring was more frequently perceived as an important
category than others. Moreover, there were eight types of learning goals and twelve
types of learning outcomes reported. The participants preferred teaching and working
knowledge and skills as their learning goals more than beliefs and attitudes with
respect to learning from work placement. Intentions for teachers’ practice were
concentrated on the school, collegial, and individual classroom practice levels.
Regarding the perceived relationship between learning activities and outcomes,
mentoring and learning from others (with and without interaction) were connected
with all or almost all learning outcomes. The occupational knowledge and skills were
frequently generated from all identified activities except reflecting. Limitations and
theoretical and practical implications are discussed.
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4.1 Introduction

‘I’m really afraid that my students can’t be qualified for a job. The knowledge from
textbooks is possibly not enough. I need to know what is happening in the industry
and bring it to my class.” (Barbara, one of the teachers in this research)

How to promote vocational students’ successful transition from school to work
has always been an intriguing and important topic in the field of vocational education
(Akkerman & Bakker, 2012; Esmond, 2020). To be able to prepare vocational students
for the role of competent practitioners, vocational teachers are supposed to keep their
occupational knowledge and skills up to date and relate this to their school practice
(Andersson & Kopsén, 2018; Tyler & Dymock, 2019). This is particularly important
for vocational teachers from school-based vocational education systems (Andersson
& Kopsén, 2018). To support vocational teachers in this task in several countries
various learning activities and programmes have been employed. For example, in
Australia, a series of activities are advocated by the government, such as working part-
time in industry, belonging to industry associations, and undertaking accredited
training relevant to the industry area (Australian Skills Quality Authority, 2017).

An example of such a programme for vocational teachers situated in the industry
world is ‘work placement’, a continuing professional development programme in
which vocational teachers retain their occupational expertise through participating in
‘the vocational, work-life community of practice of their teaching subject’ (Andersson
& Koépsen, 2015, p.2). The literature indicates that work placement has been the most
prevalent programme for vocational students to develop their occupational
competence, and therefore it is also considered valuable for vocational teachers’
professional development and advocated by policy-makers (Andersson & Képsén,
2015; Zaid & Champy-Remoussenard, 2015). To date, work placement has been
implemented in many countries, such as England, Finland, Sweden, France, Australia,
and China, using different labels, like industry release in Australia and hands-on
programmes in England (Schmidt, 2019; Lloyd & Payne, 2012). The value of work
placement for vocational teachers has been illustrated in the recent literature
(Andersson & Kopsén, 2015; Zaid & Champy-Remoussenard, 2015). Little is known,
however, about how vocational teachers’ learning takes place and what changes occur
in their mind and school practice related to the context of work. Therefore, our study
aims to reveal the process of vocational teachers’ professional learning during work
placement with an exploration of their learning goals, activities, and outcomes.
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4.1.1 Work placement as a context for Chinese vocational teachers’

professional development

In China, as the context of our study, work placement has been implemented
nationwide. In recent years, the concept of ‘double-qualified teachers’ was proposed
by the Chinese government and developed within the Chinese vocational education
system, which implies that vocational teachers are supposed to acquire both theory-
based and practice-based teaching competence (The State Council of the People's
Republic of China, 2005). To achieve this goal, work placement was designed and
organised with the guidance of the Chinese government. Since 1997, the government
has enacted several policies of first encouraging and later forcing vocational teachers
to participate in work placement. A document issued in 2019 requires that all
vocational teachers should undertake work placement for at least one month every
year (The State Council of the People's Republic of China, 2019).

Although vocational teachers have the freedom to seek host organisations and
occupations by themselves to undertake their work placement, options for work
placement are also offered to them by designers from schools or municipal educational
departments. The designers of work placement usually schedule tasks for the
participating teachers in work placement that are similar to those of the other
employees in the host organisations. However, while being engaged in work
placement, not all teachers actually work on the tasks that are organised for them. This
can occur for several reasons. Firstly, because the vocational teachers that take part in
work placement are not part of the regular staff within the host organisations, they are
not entitled to multiple benefits and they do not have to follow the rules of the host
organisations. Secondly, the tasks on the job are generally rather professional and
complicated, which means that vocational teachers, especially those teachers with less
occupational experience, might have difficulties in performing in the everyday work
process. Thirdly, the period of work placement is usually not long, which means that
vocational teachers must go back to school when they become familiar with the daily
work. Fourthly, the main aim of work placement is teacher learning, which means that
teachers attend other activities, such as observing others’ work, rather than carrying
out tasks all the time. The Chinese government also encourages vocational teachers
to learn from a variety of activities during work placement (Ministry of Education of
the People's Republic of China, 2016). Normally, the activities in work placement are
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designed and arranged for vocational teachers based on the setting of the host
organisations, on the one hand, and the preferences of the participating vocational
teachers within those organisations with regards to what and how to learn, on the other
hand.

From the previous section, it becomes clear that work placement can be seen as
a continuing professional development programme for vocational teachers situated in
the industry. Still, the complicated context of work placement involves that teachers’
learning in this context is different from professional learning in other common
contexts, such as teachers in schools or other professionals at the workplace.
Consequently, when exploring vocational teachers’ learning in work placement, the
vocational context should be particularly taken into account. However, the current
literature on vocational teachers’ professional development in work placement and
vocational contexts is quite limited. Therefore, in our theoretical framework, we will
use the perspective of teacher professional development, with consideration of studies
on learning at work by other professionals.

4.1.2 Teachers’ professional development

4.1.2.1 Teacher learning activities

In the past two decades, a number of scholars have worked on the identification and
categorisation of teacher learning activities in the school context as a work setting
(Hoekstra et al., 2009; Meirink, Meijer, & Verloop, 2007). Meirink, Meijer, and
Verloop (2007) distinguished five categories of teacher learning activities in school
by reviewing previous studies, consisting of (a) learning from doing, (b) learning from
experimenting, (c) learning from reflecting, (d) learning from others with interaction,
and (e) learning from others without interaction. A similar categorisation was
generated by Lecat et al. (2019), while learning from doing, experimenting, and
reflecting are viewed as the subcategories of learning from oneself. Studies on teacher
learning activities in the school as a workplace indicate that this learning can be both
formal and informal, and a body of research describes informal activities that are not
structured or planned (Hoekstra et al., 2009; Lecat et al., 2019).

Given that our study is conducted in the Chinese vocational education context,
and that the participating teachers are learning in companies, the company workplace
may influence the forms of learning activities. For example, vocational teachers may
have opportunities to receive in-company training which is provided for employees

71



Chapter 4

during work placement (Zhang & Fang, 2016). In previous insights from studies on
learning at work, common learning activities have been identified, including in-
company formal training, learning through task execution, learning through reflection,
learning through exploration, learning via colleagues, and mentoring (Lapointe &
Vandenberghe, 2017; Manuti et al., 2015; Nikolova et al., 2014). The learning
activities found in studies on learning at work are quite similar to teachers’ informal
learning activities in school as reviewed by Meirink, Meijer, and Verloop (2007). This
is possibly because, the school context is also a type of workplace.

4.1.2.2 Teachers’ learning goals and outcomes

In previous research, a positive association between teachers’ learning goals and
participation in learning activities has been found, which entails that high learning
goal orientation could motivate teachers’ efforts to learn (Kunst, Woerkom, & Poell,
2018). Learning goals refer to teachers’ aspirations regarding changes in their
behaviour or cognition (Louws et al., 2018). With regard to participation in a
programme, learning goals can also be regarded as teachers’ expectancies of learning
outcomes with respect to professional development and school practices. In this way,
learning goals and outcomes can be analysed and interpreted from the same
perspective.

A substantial amount of literature has explored teachers’ learning outcomes from
the perspective of changes in their professional development (Harper-Hill et al., 2020).
Within the teacher change model initiated by Guskey (1986) the changes in teachers’
beliefs and attitudes, teaching practices, and student outcomes are understood as the
three major components of teacher development. However, it could be difficult to
catch these three types of outcomes at the same time because often there is a sequence
in their occurrence. Harland and Kinder (2014) took into account this sequential
perspective when developing their model for understanding the possible outcomes of
the continuing professional development of teachers in in-service education and
training (INSET). It encompasses nine types of learning outcomes, such as knowledge
and skills and new awareness. In Table 4.1, the sequence of the different types of
outcomes is summarised. In Harland and Kinder’s (2014) model, the impact on
practice is deemed the ultimate outcome with respect to behaviours, which can be
obtained either directly or through indirect paths, in a process that is influenced by the
other outcomes.
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Table 4.1 A sequence of INSET outcomes.

INSET input
3rd order  Material and provisionary Informational New awareness
outcomes
2nd order Motivational and  attitudinal ~ Affective outcomes Institutional
outcomes outcomes
1st order  Value congruence Knowledge and skills

Impact on practice

4.1.2.3 The connection between learning activities and outcomes

A large number of studies have revealed what teachers learn without depicting a clear
relationship with what these teachers did. In some other studies, this relationship has
been made. For example, Bakkenes, Vermunt, and Wubbels (2010) utilised chi-square
tests to quantify the relationship between learning activities and outcomes. The results
showed that learning activities reported by the teachers, such as considering one’s own
practice and getting ideas from others, could be associated to a significant extent with
changes in teachers’ knowledge and beliefs, intentions for practice, emotions, and
actual practice. Moreover, Hoekstra et al. (2009) explored to what extent teacher
learning activities can be connected with changes in their conceptions and behaviour
and found a significant difference in frequencies of a variety of activities among four
clusters of teachers created according to their initial and change scores on the
questionnaire.

4.1.3 The present study

Previous studies have provided insights into teachers’ professional development
through their learning goals, activities, and outcomes. Nevertheless, most of these
studies have been constructed in a school-based environment instead of other
professional contexts which enable additional learning opportunities for teachers in
vocational education in particular. Although work placement has been a popular and
valuable programme for in-service vocational teachers in many countries, until now,
research in this area has been limited. Our study aims to contribute to a comprehensive
understanding of teachers’ professional development in work placement. The findings
can inspire programme designers, school leaders, or policymakers in their efforts to
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support teachers’ learning. In our study vocational teachers’ professional development
in work placement is investigated from the perspective of teachers’ perceived learning
goals, activities, and outcomes. Three research questions direct this study:

RQ1. What are vocational teachers’ perceived learning activities in work placement
and which activities do they perceive to be important?

RQ2. What are vocational teachers’ perceived learning goals and outcomes?

RQ3. How do vocational teachers perceive the connection between their learning
activities and outcomes?

4.2 Method

4.2.1 Participants

To explicitly portray vocational teachers’ learning experiences in work placement, in-
depth interviews were conducted in this study, for which we used a semi-structured
interview guide. The participants were 27 secondary vocational teachers from
Shanghai, who were selected based on the following criteria: 1) participants should
attend work placement during the summer break of 2020; 2) participants should
undertake work placement for at least one month; 3) the sample is heterogeneous in
age, gender, teaching experience, teaching subjects, occupational experience, and
school. It was explained to the participants that participation was voluntary and that
their digital logs and interview data would be kept confidential and would only be
available for research purposes. The current study received ethical approval from
ICLON Research Ethics Committee with the number IREC_ICLON 2020-06. Table
4.2 shows teacher participants’ background information, including fictional names,
teaching domain, teaching experience, and occupational experience.
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Table 4.2 Participants’ information.

Fictional Teaching Occupational

Num Gender Teaching domain experience experience
names (Years) (YYes/No)
1 Alice Female  Agriculture information 2 No
2 Barbara Female  Accounting 24 No
3 Cara Female  Accounting 22 No
4 Baron Male Internet of things technology 6 Yes, several years
5 Calvin Male Automobile beauty 14 No
6 Dora Female English for tourism 1 Yes, 3 years
7 Grace Female Engine inspection and 4 No
maintenance
8 Dave Male Automobile maintenance 3 Yes, 4 years
9 Frank Male Painting 7 No
10 Harry Male Electric control 6 No
11 Jeff Male Welding 7 No
12 Kristin Female Marketing and e-commerce 3 No
13 Mark Male Intelligent manufacturing 13 Yes, several years
14 Maria Female Computer application 21 No
15 Mike Male Welding 1 Yes, 18 years
16 Peter Male Internet of things technology 3 Yes, 1 year
17 Rose Female Graphic design 7 No
18 Sara Female Package design 12 No
19 Wendy Female  Architectural working drawing 4 Yes, 2 years
20 Steven Male Mould  manufacturing 15 No
design

21 Tina Female Construction project budget 16 No
22 Tom Male Digital controlled lathe 18 No
23 Sandy Female Digital publishing 20 No
24 Penny Female Nursing gerontology 3 Yes, 2 years
25 Nancy Female Physiology 7 No
26 Mona Female New media 1 Yes, 1 year
27 Nydia Female Digital media 15 No
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4.2.2 Data collection

4.2.2.1 Procedures

The participants were interviewed individually within one week of completing their
work placement. All the interviews were conducted by the first author and online via
WeChat. The average time of each interview was around 45 minutes. All the
interviews were audio taped and transcribed verbatim with the permission of the
interviewees. After the interviews, each transcript was sent back to the interviewee
with a request to respond to the first author concerning whether it was accurate. All
the interviewees responded positively, which means that there were no revisions or
additions needed in the transcripts.

Furthermore, the authors received five profiles of digital logs from those teacher
participants who indicated that they would like to share their logs with the first author
during the interviews. Then, the authors organised the data based on a timeline for
each participant. As shown in Table 4.3, each of these five participants had at least
four digital logs for work placement.

Table 4.3 The number of digital logs for the participants.

Name Number of digital logs
Kristin 4
Mark 8
Peter 4
Tina 6
Penny 4

4.2.2.2 Semi-structured interview

Semi-structured interviews were developed to understand vocational teachers’
perceptions of their process of professional development in work placement. The
interview protocol was focused on three themes: 1) learning activities that teachers
used in work placement; 2) learning goals that teachers set for work placement; 3)
learning outcomes that teachers obtained from work placement, including their
intentions for practice (see Appendix C for the interview protocol). Interviews started
with open questions, such as ‘Could you please introduce your experience with this
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work placement you just completed?’. Following the open starting questions of each
interview, teachers were asked to report on their learning activities, goals, and
outcomes. A checklist with follow-up questions was applied with a list of possible
constructs.

4.2.2.3 Digital logs

Although the authors did not request vocational teachers to write down their learning
experiences during their work placement, several vocational teachers were required
by their school leaders or programme providers to write logs recording their work
placement experience weekly. All these logs had a similar structure, which aimed to
answer three main questions related to the period of work placement, including ‘What
did you do during this week’, “What do you get from this week?’, and “What are your
feelings about this week?’. Although the writing logs were not included as data
sources in the research design, we did use them in our analyses to examine the validity
of the findings from the interviews (see the section on coding and analysis), which
means that the digital logs were not used in the findings.

4.2.3 Development of schemes

The authors analysed the raw data with the guidance of the coding schemes generated
from previous literature. The categories of learning activities are derived from Meirink,
Meijer, and Verloop (2007). To adapt the context for our study, two categories from
professionals’ workplace learning were supplemented. Mentoring and formal training
were added from Lapointe and Vandenberghe (2017) and Manuti et al. (2015).
Therefore, a seven-category scheme of vocational teachers’ learning activities has
been constructed (see Table 4.4). Regarding learning goals and outcomes, a coding
scheme was developed based on the model of Harland and Kinder (2014). To elaborate
on teachers’ knowledge changes, the category of knowledge and skills was split into
occupational knowledge and skills and new ideas for teaching, which address teachers
occupational and pedagogical aspects, respectively. Impact on practice in the original
model refers to teachers’ intentional changes in their school practice, and it is
described with teachers’ intentions for school practice for the next semester after
participation in work placement in our study. To make vocational teachers’ changes in
practice clearer, the impact on practice was excluded from the scheme and explored
independently.
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Table 4.4 The categories in coding schemes.

Learning activities Learning goals and outcomes

Doing tasks Material and provisionary outcomes
Experimenting Informational outcomes

Formal training Occupational knowledge and skills
Learning from others with interaction New ideas for teaching

Learning from others without interaction New awareness

Mentoring Affective outcomes

Reflecting Motivational and attitudinal outcomes

Institutional outcomes

Value congruence outcomes

4.2.4 Coding procedures and analysis

To answer the research questions, the coding and analysis of the 27 interviews were
carried out. The authors chose the fragments in which teachers reported their learning
goals, activities, outcomes, and the relationship between activities and outcomes as
coding and analysis units. A fragment usually represents one coherent and continuous
view, no matter the length or number of sentences. Additionally, to check the inter-
rater reliabilities, an independent researcher coded six transcripts independently by
using the final categories for learning goals, activities, and outcomes. The Cohen’s
kappa statistic was used to measure the agreement on the ratings of two independent
coders. The benchmarks were as following: <t O=poor, 0.01-0.20=slight, 0.21-
0.40=fair, 0.41-0.60=moderate, 0.61-0.80=substantial, and 0.81-1=almost perfect
(Landis & Koch, 1977). Based on the inter-rater reliabilities, no adaptions were
needed for the categories.

Specifically, to generate the categories of teacher learning activities in work
placement, the relevant fragments were firstly identified and then placed into the
existing categories from the scheme in terms of their meanings. All fragments could
be included within the scheme, which means that teachers’ learning activities in work
placement could be grouped into seven categories in line with the scheme (with
Cohen’s kappa 0.85).

The same procedure was conducted in coding and analysing teachers’ learning
goals and outcomes except intentions for practice. Yet, for learning outcomes, aside
from the nine codes of categories from the scheme applied in the transcripts, six new
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codes were produced and then adjusted as three new categories, which were named as
finding a gap, personal life, and research ability. Moreover, three categories were
redefined with the content of the fragments. The Cohen’s kappa for the final categories
of learning outcomes was 0.78.

Concerning learning goals, three categories (motivational and attitudinal
outcomes, new awareness, and value congruence) from the scheme could not be
connected to any fragment, while two categories (finding a gap and research ability)
were added to the scheme (with a Cohen’s kappa of 0.87).

Considering intentions for practice, the transcripts were coded and analysed with
the following three steps: Firstly, the fragments related to teachers’ planned changes
in their school practice were realised and labelled. Next, the labels were merged into
categories based on the main issues that teachers would like to perform. There were
six categories generated (with Cohen’s kappa 0.89). Then, these categories were
formed into levels with regard to their perspectives. Three levels, including the school,
collegial, and classroom practice were identified finally.

Based on the identified learning activities and outcomes, the perceived
relationship between the activities and outcomes was coded. An example of the reports
was, ‘I talked with some new employees who had just graduated from school to get
the points of competence requirement for entry’, which was coded as ‘learning from
others with interaction related to occupational information’. As teachers seldom talked
about what types of activities led to their intentional changes in practice, this study
would like to ignore the intentions for practice and focus on other outcomes when
exploring the relationship between learning activities and outcomes.

For a check on the validity of the findings from the semi-structured interviews,
the digital logs were also coded by using the final coding schemes. Also, the codes
from digital logs were compared with the interview codes to check for consistencies
between these two types of data. The results showed that all fragments in the logs
could be coded with the categories in the revised scheme and for each of these five
participants, the codes for their digital logs were also observed in their interview
transcripts.

To answer the first and second research questions, the categories relevant to the
teacher participants’ learning goals, activities, and outcomes are described, and the
number of participants who mentioned these categories was counted to identify the
most common categories. To answer the third research question, a cross table was

79



Chapter 4

applied to analyse the participants’ perceived relationship between learning activities
and outcomes.

4.3 Results

4.3.1 Learning activities

To obtain information about vocational teachers’ learning activities in work placement,
teachers were asked to report the specific activities that they attended during their
most recent experience. In Table 4.5, the descriptive results are presented. Seven
categories were identified separately: 1) ‘doing tasks’ refers to vocational teachers’
engagement in routine work; 2) ‘experimenting’ means teachers make trials in their
practice; 3) ‘mentoring’ describes assigned mentors’ guidance for teachers’ practice
or learning; 4) ‘reflecting’ describes teachers’ thinking with purpose, which is related
to their practice in host organisations or schools; 5) ‘learning from others with
interaction’ underlines teachers’ communication with different individuals during
work placement as teachers might learn from colleagues, managers, and other teacher
participants who attend work placement with them through direct dialogues; 6)
‘learning from others without interaction’ implies that teachers learn from various
objects or through self-exploration. Reading materials, observation, and searching for
information online are all included; 7) ‘formal training’ refers to activities arranged
by host organisations and obtained via an elaborate design, such as lectures, organised
visiting inside or outside host organisations, and practical training. A participant
described her formal training experience during work placement:

‘I experienced a comprehensive induction training with other new
employees. It started from acquainting the company culture, then
focused on improving work-related skills. It’s an opportunity for me to
become familiar with this occupation. This training took me around
one week in total.” (Cara, 21st August, 2020)

For activity categories, the results in Table 4.5 show that most teacher participants
used combinations of various activities during work placement. Learning from others
with and without interaction were the most frequently reported categories and
mentoring was most frequently perceived as an important category, followed by
learning from others with interaction and formal training.
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Table 4.5 The categories and specific activities with the number of participants reported (n = 27).

Activity Number of Number of Specific Number of Number of
category participants participants activity participants participants
(Attending) (Important) (Attending) (Important)
Doing tasks 19 10
Experimenting 16 8
Mentoring 16 14
Reflecting 15 4
Learning from 25 12 Colleague 16 9
others with Manager 6 1
interaction Teacher participants 11 1
Meeting/discussion 8 0
Learning from 24 7 Observation 20 7
others  without Reading 13 1
interaction Searching online 5 0
Formal training 19 11 Lecture 14 5
Practical training 6 5
Visiting 12 2

4.3.2 Learning goals and outcomes

Based on the analysis, twelve categories of learning outcomes were identified and
eight categories of them were reported as learning goals. The descriptions for each
category are displayed in Table 4.6. Six categories were in line with the coding scheme
in terms of the descriptions, including affective outcomes, motivational and attitudinal
outcomes, new awareness, new ideas for teaching, occupational knowledge and skills,
and value congruence. Three categories from the scheme generated by Harland and
Kinder (2014) were redefined based on the interviews. The first one is materials and
provisionary outcomes. As most materials can be captured as teaching cases in our
study, combining materials and cases appeared to be a good way to reconstruct this
type of outcome. The second category that has been adapted is institutional outcomes,
which not only relates to school or collegial development but also contributes to host
organisations, such as relieving employees’ workload. The third category is
informational outcomes, which were originally described as the information linked to
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teachers’ courses. In our study, the informational outcomes that teachers obtain from
work placement are concentrated on occupational information, which refers to
information about work culture, work environment, salaries and benefits, career
development, and staff regulations that are relevant to vocational students’ career
identity. This category as a type of learning outcome is further illustrated in the
following quotation:

‘During work placement, | talked a lot with several employees. For
example, | asked them how did they get the qualification of technician,
how many years did they work before getting this qualification, and
whether some qualifications were only accepted by certain companies
instead of the whole industry. Then, | could tell my students all of
these.” (Grace, 27th August, 2020)
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Table 4.6 The categories of goals and outcomes with the number of participants reported (n = 27).

Categories Descriptions Goal Outcome
Affective outcome Emotional changes during work placement. 1 23
Finding a gap Experiencing a gap between vocational education 4 18
and work.
Institutional Outcomes on the level of schools, teacher groups, 11
outcome and work organisations.
Materials and cases Physical resources or cases that teachers get from 3 17

work placement.
Motivational and Teachers’ motivation to apply the ideas obtained 0 9

attitudinal outcomes  from work placement.

New awareness Teachers’ perceptual or conceptual shifts in thinking. 0 16
New ideas for teaching Teachers’ deeper understanding or concrete ideas 12 19
related to teaching.
Occupational Occupational information related to students’ career 5 26
information choice and development.
Personal life The benefits for teachers’ personal life instead of 0 6
teaching practice.
Occupational The improvement of teachers’ knowledge and skills 23 27
knowledge and skills  of work.
Research ability The development of teachers’ research competence. 4 5
Value congruence Teachers’ personalised perspectives which are in line 0 15

with work placement designers’ views of ‘good

practice’.

In addition to the revision of three categories of learning outcomes, three new
categories were developed: (1) finding a gap, involving that vocational teachers
discover the gap between vocational education and work, which could inspire them to
explore how to fix it in their future school practice; (2) personal life, referring to the
benefits for teachers’ socialising, interests, and some other personal aspects, which are
separated from their roles as teachers; and (3) research ability, which concerns
teachers’ research and project knowledge or experience that could be reinforced
through involvement in the work context. One participant stated how his research
ability was developed during work placement:
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‘At that time, | was doing a research project relevant to a particular
technology. Therefore, during work placement, | focused on the related
knowledge through discussing with mentors, intentionally collecting
materials while doing tasks. | think it’s quite effective.” (Mark, 31st
August, 2020)

In comparing the types of learning goals and outcomes, it is clear that the participants
reported learning goals for work placement related to acquiring knowledge and skills,
whereas their learning outcomes were much more diverse. Furthermore, as shown in
Table 4.6, occupational knowledge and skills were most frequently reported by the
participants as learning goals, followed by new ideas for teaching, while occupational
knowledge and skills and occupational information were the most common outcomes
for them.

To understand vocational teachers’ possible changes in their school practices, the
participants were invited to talk about their intentions for practice in the next semester.
These intentions for school practice refer to the category of impact on practice of the
original model of Harland and Kinder (2014). The results in Table 4.7 show the
teachers’ intentions with respect to three levels: school, collegial, and individual
classroom practice. Within the school level, the results included developing new
curricula or educational standards and maintaining school-company cooperation, both
of which were beneficial for school education in general. The collegial level
emphasised teachers’ sharing and collaboration with their colleagues to improve the
collective teaching performance or professional development based on their work
placement experience. The intentions within their classroom practice level were
focused on teachers’ planning changes for their teaching practice after participation in
work placement. Four categories were specified from the interviews, including
adapting teaching content, enriching teaching resources, providing career guidance,
and organising competence-based activities or settings. For example, a participant
talked about how she planned to adapt teaching content based on her work placement
experience:

‘I seldom noticed the details when working on web design in my
previous teaching practice. For instance, how to choose a typeface. |
didn’t know that before and | used to pick one at random. However, |
got some standards for selecting a typeface during work placement. |
would like to explain them to my students.” (Maria, 31st August, 2020)
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Table 4.7 The categories and specification of intentions for practice with the number of participants
reported (n = 27)

Level Category Specification Num
School Improving school -Developing new curricula or educational 6
education standards.
-Prompting school-company cooperation.
Collegial  Collaborating with -Sharing work placement experience with 7
colleagues colleagues.
-Helping colleagues to improve teaching
practice.
Individual ~ Adapting teaching -Importing newly acquired content from work 17
classroom  content placement.
practice -Restructuring the current teaching content.

Enriching teaching

resources

Providing career

guidance

Organising competence-

based activities or

settings

-Introducing cases acquired from work 16
placement.
-Adding materials obtained from  work

placement, such as videos, pictures, and manuals.

-Introducing  occupational information to 16
students.

-Offering students career advice.

-Adjusting the time of theoretical and practical 12
sections of courses to develop students’ practical
skills.

-Organising other activities, such as teamwork, to
work-related

develop students’ other

competence.

4.3.3 The relationship between learning activities and outcomes

As shown in Table 4.8, in general, all learning activity categories were related to many
learning outcomes, with mentoring and learning from others (with and without
interaction) as the categories connected to all or almost all learning outcomes.
Vocational teachers’ occupational knowledge and skills were obtained most frequently
from all learning activity categories except reflecting. For example, Alice mentioned
‘If I want to know this equipment, my colleagues would tell me what’s the function
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of it, how it works, and how to operate it’. The quotation indicates that this participant
acquired significant occupational knowledge and skills, particularly from
communication with colleague employees during work placement. It is worth
mentioning that not all perceived learning outcomes displayed in Table 4.6 were
related to the specific categories of learning activities because some outcomes were
generated from attending the whole programme instead of specific activities. For
example, participant Calvin said, ‘Through work placement, | found a gap between
what our students learned from school and what they were supposed to perform in the
real company workplace’. However, he did not mention which specific activity or
context made him find this gap. Therefore, each value related to the connection
between a certain learning activity category and outcome in Table 4.8 was less than
the total number of participants mentioning this learning activity or outcome.
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4.4 Discussion and conclusion

Our study provides a comprehensive understanding of vocational teachers’ learning
experiences in work placement. Learning goals, activities, and outcomes related to
work placement were explored with semi-structured interviews. The connection
between learning activities and outcomes was also revealed.

4.4.1 Learning activities in work placement

Our study identified seven learning activity categories of which teacher participants
mostly employed combinations during work placement. Learning from others with
and without interaction were the most frequent activity categories in which the
participants engaged. These results illustrate that vocational teachers in the industry
are always faced with rich formal and informal learning sources. In the review of
Tynjéla (2008), learning in the workplace was divided into three modes: 1) incidental
and informal learning, such as doing work; 2) intentional but informal learning, such
as mentoring; and 3) formal training. These modes are entirely congruent with the
results of the categories in our study but are less specific. Compared to the framework
of teachers’ learning activities in school workplace summarised by the review of
Meirink, Meijer, and Verloop (2007), the categories of informal learning activities in
work placement were almost the same, which means that teachers, no matter in a
school or work context, would like to use similar ways to learn. Moreover, mentoring,
formal training, and learning from others with interaction were more commonly
conceived as important categories of activities by participants than others. All these
three categories are linked to host organisations or stakeholders. It could be suggested
that as beginners in the work context, teachers attach particular importance to the
structured or non-structured support of others in host organisations.

4.4.2 Learning goals and outcomes toward work placement

Our study generated eight types of learning goals and twelve types of learning
outcomes. Compared to the model of Harland and Kinder (2014), several categories
in our study were developed or adapted to the context of work placement or the roles
of vocational teachers, such as occupational information. The results of the categories
of learning goals show that teachers prefer setting knowledge and skills instead of
beliefs and attitudes as their learning goals in work placement, which is consistent
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with the findings of teacher educators’ self-initiated learning from Koster et al. (2008).
In contrast to pedagogical knowledge and skills, teachers in our study selected
occupational knowledge and skills as their goals more frequently. Previous studies
have found that teachers’ learning goals could be connected to their current
professional concerns and learning conditions (Louws et al., 2017a; Louws et al.,
2018). This can be used to explain our results: work placement is perceived by
vocational teachers as a setting to prompt their occupational competence and, in
addition, vocational teachers appear to be more concerned with their occupational
knowledge and skills than their pedagogies for teaching. The latter can be connected
with the findings from Schmidt (2019) in Australia, who found that industry currency
was emphasised over pedagogical skills development. He explained that this was
caused by the interpretation of the policies. Similarly, in China, a series of policies
have been published to promote vocational teachers’ occupational expertise in the past
years, which may also increase teachers’ awareness of its importance.

In contrast with the learning goals, the teacher participants’ learning outcomes
were more diverse. All types of knowledge and beliefs were perceived by the
participants. Moreover, the findings from this study show that, according to the
participating teachers, learning from work placement led to teachers’ intentions to
adapt classroom practice, make suggestions for colleagues, as well as develop school-
company cooperation. This is an exploration of the components of impact on practice
which is considered as the ultimate outcome in the model of Harland and Kinder (2014)
and the classification can be supported by the model initiated by Clarke and
Hollingsworth (2002), which acknowledges that the domain of practice for teacher
professional growth is conceived as encompassing all forms of professional
experimentation, rather than just classroom experimentation. In addition,
occupational knowledge and skills and occupational information were reported as the
most frequent types of outcomes, which were also considered as the main goals of the
policymakers in China (Ministry of Education of the People's Republic of China,
2016).

4.4.3 The relationship between learning activities and outcomes

In previous studies, a quantitative approach has been used to examine the relationship
between teachers’ learning activities and outcomes (Bakkenes, Vermunt, & Wubbels,
2010; Hoekstra et al. 2009). Yet no research has been carried out in a way concerning
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teachers’ perceptions of the possible linkage. The findings of this study show that all
the types of learning outcomes, except the ones concerning personal life, could be
acquired from combinations of different activities. Additionally, learning from others
(with or without interaction) and mentoring in the workplace were seen as the main
learning activities that led to various learning outcomes and might be considered
valuable activities that were almost consistent with teachers’ perception of important
activities. The learning sources of knowledge and skills were more frequently reported,
while the linkage between beliefs and attitudes (such as motivational and attitudinal
outcomes) and learning activities were seldom mentioned by the participants. A
possible explanation could be that the outcomes of beliefs and attitudes are hard for
teachers to perceive as the benefits from the specific activities.

4.4.4 Limitations and directions for future research

There are three limitations to our study which need to be addressed. Firstly, in our
study, interviews with teachers to explore their perceived learning goals, activities,
and outcomes in work placement were conducted only once. Future research could
include observations or short interviews during the work placement to gain more
comprehensive insights into teachers’ professional development in this programme.
Secondly, intentions for practice were employed to describe the school practice in our
study, while the actual changes in school practice were still unclear. Therefore, future
research could explore what real changes occur in vocational teachers’ school practice
after participation in work placement and what student achievements can be observed.
Thirdly, we did not reveal the difference in learning goals, activities, and outcomes
among teachers with different teaching and occupational experience and teaching
domains because of the limited number of participants. Future studies could explore
these differences in a larger sample.

4.4.5 Implications

The present study leads to some theoretical and practical implications. For the
theoretical implication, to begin with, we explore teachers’ professional development
in work placement, a context which differs from the school workplace. The results on
learning activities, goals, and outcomes in work placement enrich the existing insights
on workplace learning and may inspire future researchers to explore vocational
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teachers’ learning in different contexts further. In addition, the model of Harland and
Kinder (2014) was applied and found to be a useful model for the outcomes of teachers’
professional development programmes. It has been adapted for learning from the work
placement of teachers in vocational education. This might inspire scholars to employ
and further develop this model in future research.

With respect to practical implications, the results of our study are useful for
programme development in three ways. First, although work placement has been
applied in several countries, it is still not available in many other countries. As the
acquisition of outcomes has revealed the value of work placement for vocational
teachers’ professional development, policymakers and school leaders in more
countries are recommended to import such a programme. However, this may be
influenced by the types of vocational education systems. In the workplace-based or
dual vocational education system, as students can obtain work-related knowledge and
skills from the workplace, teachers may be more eager to develop their pedagogies
than their vocational knowledge. Since vocational teachers need to have up-to-date
occupational knowledge, work placement should be firstly encouraged in countries
with a school-based vocational education system. Secondly, in the present study,
various learning activities and their relationship with learning outcomes during work
placement were identified, and support from host organisations was reported as being
important for teachers’ learning during work placement. Therefore, the designers of
work placement