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Abstract 
Collegial support plays a vital role in teacher professional development. This qualitative study explored how six EFL university lecturers in Northern Vietnam perceived forms of collegial support, its influence on their professional growth, and key contextual factors. Data gathered from open-ended questionnaires and semi-structured interviews (30-45 minutes) were analyzed thematically. Findings revealed five main support forms: informal conversations, mentoring, peer observation, resource sharing, and collaborative problem-solving. These forms enhanced lecturers’ knowledge, practices, reflection, confidence, and continuous learning. However, their effectiveness was shaped by trust, workload, institutional culture, expertise differences, and collaboration opportunities. The study highlights the need for supportive professional relationships and enabling institutional conditions for sustained development.
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NHẬN THỨC CỦA GIẢNG VIÊN TIẾNG ANH VỀ SỰ HỖ TRỢ TỪ ĐỒNG NGHIỆP ĐỐI VỚI PHÁT TRIỂN CHUYÊN MÔN: NGHIÊN CỨU TẠI CÁC TRƯỜNG ĐẠI HỌC Ở MIỀN BẮC VIỆT NAM
Tóm tắt
Sự hỗ trợ từ đồng nghiệp đóng vai trò quan trọng trong phát triển chuyên môn giảng viên. Nghiên cứu định tính này khám phá nhận thức của 6 giảng viên tiếng Anh tại miền Bắc Việt Nam về hình thức, tác động, và yếu tố ảnh hưởng. Dữ liệu thu thập qua bảng hỏi mở cùng phỏng vấn bán cấu trúc. Kết quả chỉ ra 5 hình thức chính: trao đổi không chính thức, cố vấn, dự giờ, chia sẻ tài liệu, và cùng giải quyết vấn đề. Những hình thức này giúp nâng cao kiến thức, thực hành, phản tư, sự tự tin và học tập liên tục. Hiệu quả phụ thuộc vào niềm tin, khối lượng công việc, văn hóa tổ chức, chuyên môn và cơ hội hợp tác. Kết quả nhấn mạnh môi trường hợp tác thuận lợi.
Từ khóa: hỗ trợ từ đồng nghiệp; phát triển chuyên môn; giảng viên tiếng Anh

1. Introduction 
Teacher professional development (TPD) is increasingly understood as a continuous and career-long process rather than a series of isolated training activities. Professional learning allows teachers to update their knowledge, refine pedagogical practices, respond to changing learner needs, and adapt to new educational demands. Avalos (2011), in a ten-year review of research on teacher professional development, emphasises that teacher learning is a complex process shaped by individual, organisational, and contextual factors, including opportunities for collaboration. Similarly, the Organisation for Economic Co-operation and Development (OECD, 2019) views teacher professional learning and development from a lifelong-learning perspective, encompassing not only formal courses and workshops but also mentoring, reflection, joint problem-solving, networking, and the sharing of expertise and experience. 
Within this broader understanding of professional development, collegial support and teacher collaboration have received increasing attention. Collaboration provides opportunities for teachers to exchange ideas, reflect on practice, share expertise, and learn from one another. A systematic review by Vangrieken et al. (2015), which synthesised 82 studies, shows that teacher collaboration can take multiple forms and may generate benefits for both individual teachers and their professional communities, although its effectiveness depends on facilitating conditions and the quality of interaction. A later systematic review by Vangrieken et al. (2017) similarly identified teacher communities as important contexts for professional development, while highlighting the role of trust, respect, leadership, and group dynamics in determining whether such communities function effectively. 
Large-scale international evidence also highlights the importance of collegial interaction in teachers’ professional learning. TALIS 2018 distinguishes between routine collaboration, such as sharing teaching materials and discussing students, and deeper forms such as team teaching, classroom observation, feedback, and collaborative professional learning. Teachers who engaged more frequently in these deeper forms tended to report higher self-efficacy and job satisfaction, although such practices were less common than routine exchanges (OECD, 2020). This suggests that the quality and depth of collegial interaction are important for meaningful professional learning.
Collegiality is particularly important in higher education, where lecturers balance teaching, research, and institutional responsibilities. Research shows that pedagogical collaboration, peer review, and professional communities can support lecturers’ professional learning, although their effectiveness depends on institutional structures, resources, and organisational culture. Similar patterns are found in EFL contexts, where collegial learning can enhance pedagogical knowledge, self-efficacy, and professional identity but may be constrained by hierarchy and limited time. Zhang (2021) likewise found that colleagues supported EFL teachers through informal discussion, mentoring, role modelling, and classroom observation, while the value of such support varied across individuals. Building on this perspective, the present study examines how EFL university lecturers in three universities in Northern Vietnam perceive collegial support and its influence on their professional development.
The study is guided by the following research questions:
(1) What forms of collegial support do EFL university lecturers perceive in their professional development?
(2) How do EFL university lecturers perceive the influence of collegial support on their professional development?
By examining lecturers across three university contexts, the study seeks to provide a context-sensitive understanding of how collegial support may facilitate or constrain professional development. The findings may also offer practical implications for universities seeking to strengthen mentoring, professional dialogue, peer observation, knowledge sharing, and other collaborative forms of professional learning.
2. Literature review 
2.1 Teacher professional development (TPD)
Teacher professional development (TPD) is a continuous, career-long process through which teachers develop their knowledge, skills, beliefs, and practices. It extends beyond formal training to include learning embedded in teachers’ professional contexts and everyday work (Day, 1999; Avalos, 2011). Effective professional development is often characterised by active learning, coherence, sustained engagement, content focus, and collective participation, highlighting the importance of learning with and from colleagues (Desimone, 2009). Guskey (2002) further emphasises that professional development should be understood in relation to changes in classroom practice and teachers’ subsequent beliefs. These perspectives support the present study’s view of TPD as a continuous, context-sensitive, and socially mediated process, providing a basis for examining collegial support in the professional development of EFL university lecturers.
2.2 Collegial support as a form of professional development support
Collegial support refers to professional assistance received through interactions with colleagues, ranging from informal exchanges to structured practices such as mentoring, peer observation, feedback, and collaborative learning. Such interactions can promote knowledge sharing, reflection, collective problem-solving, and new teaching approaches (Vangrieken et al., 2015). OECD TALIS similarly distinguishes between routine exchanges, such as sharing materials, and deeper forms of professional collaboration, including classroom observation, feedback, and team teaching.
However, collegial support does not automatically lead to professional development. Its value depends on the quality, depth, and context of interaction. Collaboration may produce both positive and negative outcomes, while factors such as leadership, resources, and institutional conditions can shape its effectiveness and sustainability (Vangrieken et al., 2015; Sandholtz & Ringstaff, 2016). Therefore, this study examines how EFL university lecturers perceive different forms of collegial support and their contribution to, or constraint on, professional development.

2.3 How collegial support may influence professional development
Collegial support can promote professional development by enabling teachers to exchange knowledge, receive feedback, reflect on practice, and solve problems collaboratively. Research shows that meaningful collaboration can expose teachers to alternative perspectives and support changes in teaching practice (Vangrieken et al., 2015). In higher education, peer observation and review can also contribute to teaching knowledge, professional judgement, and continued improvement (Zeng, 2020). However, collegial support is not always beneficial. Its effectiveness depends on factors such as trust, respect, leadership, and the quality of professional relationships (Vangrieken et al., 2017). Supportive and relevant interactions can facilitate professional growth, whereas superficial or overly evaluative collaboration may have limited value. Therefore, this study focuses on how lecturers themselves perceive the influence of collegial support on their professional development.
2.4 Collegial support in higher education and EFL contexts
In higher education, collegial support is an important source of professional learning, as lecturers often develop their teaching through peer interaction as well as formal training. Such learning may occur through peer observation, professional dialogue, mentoring, joint reflection, and communities of practice. Research suggests that collegial learning is most effective when it involves trust, constructive feedback, critical reflection, and sustained professional interaction. Zeng’s (2020) systematic review similarly found that peer review of teaching can contribute to several dimensions of university teachers’ teaching expertise.
In EFL contexts, collaborative professional learning may support instructional development, pedagogical knowledge, self-efficacy, and professional identity, while also reducing professional isolation. However, its effectiveness can be constrained by limited time, hierarchical relationships, institutional culture, and sociocultural expectations (Li et al., 2026). These findings highlight the importance of examining how EFL university lecturers experience collegial support within different institutional contexts.
2.5 Theoretical and conceptual framework
This study is grounded in Vygotsky’s Sociocultural Theory, complemented by Communities of Practice, and informed by Little’s (1990) framework of collegial relations. Sociocultural Theory views learning as socially mediated through interaction and support from others (Vygotsky, 1978), while Communities of Practice emphasises learning through participation in shared professional practices (Lave & Wenger, 1991; Wenger, 1998). 
Little’s (1990) framework provides an initial lens for conceptualising forms of collegial interaction. In the present study, storytelling and scanning for ideas is reflected in informal professional conversations; aid and assistance in mentoring and professional guidance; sharing in the exchange of teaching resources and experiences; and joint work in collaborative problem-solving. Peer observation and feedback is treated as an additional form because it involves direct engagement with teaching practice and may combine elements of both assistance and joint professional work. Thus, Little’s framework is used as a sensitising framework rather than as a fixed classification system.
Figure 1
A provisional continuum of collegial relations (Little, 1990)
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3. Methodology 
3.1 Research design and procedure
This study adopted a small-scale qualitative research design to explore EFL university lecturers’ perceptions and experiences of collegial support for professional development. A qualitative approach was considered appropriate because the study sought to understand how lecturers interpreted professional interactions within their institutional contexts rather than to measure the effects of collegial support quantitatively.
The research followed six procedural steps, including the administration of an open-ended questionnaire, semi-structured interviews, transcription and anonymisation, thematic analysis, translation of selected excerpts, and the development of final themes, as summarised in Table 1.
Table 1. Research procedures
	Step
	Procedure
	Main purpose

	1
	Open-ended questionnaire
	Collect professional background information and initial accounts of collegial support

	2
	Semi-structured interviews
	Explore participants’ experiences and perceptions in greater depth

	3
	Transcription and anonymisation
	Prepare interview data for analysis and protect confidentiality

	4
	Thematic analysis
	Identify recurring patterns, similarities, and differences across participants 

	5
	Translation of selected excerpts
	Translate relevant Vietnamese excerpts into English while preserving intended meanings

	6
	Development of final themes
	Review, refine, define, and name the final themes


3.2 Research context & participants
The study involved six EFL university lecturers from three universities in Northern Vietnam. Participants were selected through purposive sampling to ensure variation in teaching experience and institutional context. All participants were actively involved in English language teaching at university level and were willing to share their professional experiences related to collegial support and professional development. 
Table 2. Profiles of Research Participants
	Pseudonym
	Institution
	Teaching experience

	Linh
	University A
	4.5 years

	Han
	University B
	3 years

	Phi
	University A
	12 years

	Dinh
	University C
	5 years

	Tuan
	University C
	7 years

	Le Anh
	University B
	3.5 years



3.3 Research instruments
Two research instruments were used: an open-ended questionnaire and individual semi-structured interviews. The questionnaire collected basic professional information, including teaching experience and institutional context, and invited participants to provide initial accounts and examples of collegial support in their professional lives.
The semi-structured interviews lasted approximately 30-45 minutes and explored participants’ experiences and perceptions in greater depth. The interviews focused on the forms of collegial support participants had experienced, how they interpreted these experiences, and how such interactions had influenced their professional learning and development. Follow-up prompts addressed areas such as mentoring, peer observation and feedback, informal professional conversations, resource sharing, and collaborative problem-solving.
3.4 Data collection procedure and analysis
Participants first completed the open-ended questionnaire, after which individual semi-structured interviews were conducted and audio-recorded with their consent. The recordings were transcribed and anonymised before analysis. As the interviews were conducted in Vietnamese, relevant excerpts selected for reporting were translated into English with attention to preserving participants’ intended meanings.
The data were analysed using thematic analysis following Braun and Clarke’s (2006) general procedures: familiarisation with the data, generation of initial codes, development and review of potential themes, definition and naming of themes, and production of the final account. The analysis was primarily inductive, allowing patterns to emerge from participants’ accounts. The study’s theoretical and conceptual frameworks were used as sensitising concepts rather than predetermined coding categories, enabling the analysis to remain open to themes emerging from the data.
3.5 Trustworthiness and researcher reflexivity
To enhance the trustworthiness of the analysis, the researcher adopted a reflexive approach to interpreting participants’ accounts, considering how personal assumptions and professional experiences might influence the interpretation of the data. The analysis sought to establish clear connections between participants’ accounts, the identified themes, and the research questions. Direct quotations were included to illustrate the themes and make the interpretations transparent. Coding and theme development were conducted by a single researcher, without the involvement of a second coder. Member checking was not conducted. These methodological limitations were acknowledged when interpreting the findings, which represent the researcher's interpretation of participants’ experiences.
3.6 Ethical considerations
Formal ethics approval was not obtained for this study. The researcher considered the study to involve minimal risk because it focused on lecturers’ professional experiences and their voluntary participation. However, no formal exemption from ethical review was granted. The researcher contacted each lecturer directly and invited them to participate as individuals rather than as representatives of their universities. Permission from the universities was not sought because the study did not involve institutional records or interfere with university activities. All participants gave their informed consent before data collection. Pseudonyms were used for both participants and universities to protect their identities.
4. Results and discussion
4.1 Forms of collegial support
The participants reported several forms of collegial support that contributed to their professional development. These forms ranged from informal everyday interactions to more structured collaborative practices, including professional conversations, mentoring, peer observation and feedback, sharing teaching resources and experiences, and collaborative problem-solving. This diversity is consistent with Vangrieken et al. (2015), who conceptualise teacher collaboration as a continuum involving different levels and forms of interaction among colleagues. 
4.1.1 Informal professional conversations 
Participants described exchanging ideas, discussing classroom issues, and seeking advice from colleagues during everyday interactions. Teacher Linh, for example, explained:
Sometimes when I have a problem in class, I just ask a colleague, ‘How do you usually deal with this?’ We may talk for only a few minutes, but I often get a useful idea that I can try in my next lesson.
Such conversations were valued because they provided immediate, practical, and context-relevant support. Rather than requiring formal meetings or organised training, lecturers could seek help when a particular teaching issue arose and receive suggestions from colleagues who were familiar with similar students and institutional conditions. This finding is consistent with Zhang (2021), who found that informal discussions with colleagues enabled teachers to obtain practical advice, exchange ideas, and identify new possibilities for teaching and professional development. It also suggests that seemingly routine conversations can function as meaningful opportunities for professional learning when they involve relevant experience, mutual trust, and genuine exchange.
4.1.2 Mentoring 
Mentoring was another important form of collegial support, particularly for lecturers with less teaching experience. Participants described more experienced colleagues as valuable sources of guidance in areas such as lesson planning, course preparation, classroom management, and professional decision-making. Teacher Han recalled that, when she was “unsure what to do,” a senior colleague who “was especially warm and approachable from the beginning” was often the first person she turned to during the early stage of her teaching career. Similarly, Teacher Phi emphasised the practical nature of the support she received: 
She didn’t just answer my questions. Sometimes she would look through my lesson plan with me and point out what might not work before I went into class. 
These accounts suggest that mentoring was valued not only as a source of advice but also as a form of personalised, experience-based support that helped less experienced lecturers anticipate problems and make more informed teaching decisions. This finding is consistent with Hobson et al. (2009), who argue that mentoring can support professional learning when mentors possess relevant expertise and when the mentoring relationship is supportive and constructive. Thus, the value of mentoring appears to depend not merely on its presence, but on the relevance, quality, and perceived usefulness of the support provided.
4.1.3 Peer observation and feedback 
Participants described learning from observing colleagues’ classes, receiving comments on their own teaching, and discussing lessons afterwards. Teacher Dinh, who had 5 years of teaching experience, valued classroom observation because it allowed her to “pick up small techniques” that she could later adapt to her own classes. Similarly, teacher Tuan, with seven years of experience, emphasised the usefulness of post-observation discussion, particularly when colleagues pointed out “things I had not noticed myself.” These accounts suggest that peer observation was valued not simply as an opportunity to watch others teach, but as a means of reflecting on one’s own practice and identifying possible areas for improvement. This form of support represents a deeper level of professional collaboration because it involves direct engagement with teaching practice. OECD (2020) identifies classroom observation and feedback as a form of professional collaboration requiring greater interdependence among teachers, while Zeng’s (2020) systematic review indicates that peer review of teaching can contribute to the development of university teachers’ teaching expertise.
4.1.4 Sharing teaching resources and professional experiences 
Participants described exchanging lesson plans, teaching materials, assessment tasks, digital resources, and practical suggestions for addressing classroom situations. Teacher Dinh explained that sharing materials with colleagues often helped her “save time and get new ideas”, especially when several lecturers were teaching the same course. Teacher Tuan similarly valued colleagues’ practical experiences, noting that their suggestions were often “more useful than starting from scratch” when he encountered unfamiliar teaching problems. 
Digital resources may further support this process by enabling lecturers to access, adapt, and discuss teaching materials beyond face-to-face interactions. This interpretation is consistent with OECD TALIS 2018, which identifies the exchange of teaching materials as a common form of teacher collaboration that helps colleagues support one another in lesson preparation. In university EFL contexts, such sharing may be particularly valuable when lecturers teach similar courses or face comparable instructional challenges.
4.1.5 Collaborative problem-solving 
The teacher participants also discussed difficult classroom situations with colleagues, seeking advice when they encountered unfamiliar problems, and working together to find practical solutions. Teacher Han explained that talking through a problem with colleagues often helped her “see another way of dealing with it,” particularly when her own approach had not worked as expected. Similarly, Teacher Le Anh valued situations in which colleagues could “work out a solution together” rather than simply offer individual suggestions. These accounts indicate that collaborative problem-solving involved more than exchanging resources or advice; it enabled lecturers to jointly interpret professional challenges and develop context-sensitive responses. This finding is consistent with Vangrieken et al. (2015), who suggest that collaborative interaction can promote knowledge exchange, reflection, and collective problem-solving, although its benefits depend on the quality and context of collaboration.
4.2 Perceived influence of collegial support on professional development
Beyond identifying different forms of collegial support, participants also described how such support contributed to their professional development. Five main areas emerged from their accounts: professional knowledge, teaching practices, reflection, confidence and motivation, and continued professional learning.
4.2.1 Development of professional knowledge
Collegial interaction helped lecturers gain practical knowledge that they might not have developed independently. Participants reported learning new teaching techniques, assessment approaches, technological tools, and ways of dealing with classroom challenges through discussions with colleagues. Teacher Le Anh, for example, explained that conversations with more experienced colleagues often helped her “learn things I had never thought about before,” particularly when preparing lessons or dealing with unfamiliar teaching situations. Such experiences suggest that professional knowledge can be developed through interaction and the exchange of expertise, rather than through individual learning alone. This finding is consistent with Desimone (2009), who identifies changes in teachers’ knowledge and skills as an important outcome of professional development, and with Vangrieken et al. (2015), who show that collaboration can create opportunities for teachers to exchange expertise and learn collectively.
4.2.2 Changes in teaching practices
Collegial support also influenced how participants approached their teaching. Suggestions from colleagues, peer feedback, shared materials, and observation of others’ classes encouraged lecturers to reconsider lesson organisation, teaching strategies, assessment practices, and ways of engaging students. Teacher Phi, for example, explained that feedback from a colleague led her to “change the way I organised the activity” after realising that her original approach did not work well with students. Such experiences suggest that collegial learning became particularly meaningful when ideas exchanged with colleagues were translated into concrete changes in classroom practice. This finding is consistent with Guskey (2002), who highlights the relationship between professional development and changes in teachers’ classroom practices, and with Zeng (2020), whose systematic review shows that peer review of teaching can contribute to different dimensions of university teachers’ teaching expertise.
4.2.3 Enhanced reflection
Collegial support also encouraged participants to reflect more critically on their teaching. Conversations with colleagues and feedback on classroom practice prompted lecturers to reconsider familiar routines, recognise weaknesses, and view classroom problems from different perspectives. Teacher Dinh, for example, noted that comments from colleagues sometimes made her “question why I always did it that way,” leading her to reconsider practices that she had previously taken for granted. This suggests that reflection was not always an entirely individual process but could be stimulated through professional dialogue and interaction with others. From a sociocultural perspective, such reflection can be understood as socially mediated, as lecturers develop new understandings through engagement with colleagues. This finding is also consistent with Vangrieken et al. (2015), who identify reflection and exposure to alternative perspectives as important benefits of collaborative professional learning.
4.2.4 Increased confidence and motivation
Collegial support also appeared to strengthen participants’ confidence and motivation. Lecturers described feeling more assured when colleagues validated their ideas, offered reassurance, or helped them deal with unfamiliar professional situations. Teacher Tuan, for example, explained that encouragement from colleagues made him feel “more confident to try something new” in his classes. Supportive collegial relationships also motivated participants to experiment with different teaching approaches and become more actively engaged in professional learning. These accounts suggest that collegial support can have an affective as well as a practical dimension, helping lecturers feel more secure and willing to take professional risks. However, such effects were not experienced uniformly, as the value of collegial interaction depended on the quality of relationships and the conditions in which collaboration occurred. This interpretation is consistent with Vangrieken et al. (2015), who identify both positive and negative outcomes of teacher collaboration depending on the quality and context of interaction.
4.2.5 Continued professional learning
Collegial support also encouraged participants to continue developing professionally beyond immediate teaching concerns. Advice and encouragement from colleagues prompted some lecturers to seek further training, participate in academic activities, conduct research, or experiment with new teaching approaches. Teacher Le Anh, for example, recalled that a colleague’s encouragement made her feel that “I should keep learning, not just stop at what I already know.” Such experiences suggest that collegial support can extend beyond solving immediate problems by stimulating lecturers to pursue further opportunities for professional growth. This finding is consistent with Zhang (2021), who found that supportive interactions with colleagues could motivate teachers to take further professional actions and remain engaged in their development over time. Thus, collegial support may function not only as a source of immediate assistance but also as a stimulus for sustained professional learning.
4.3 Factors facilitating or constraining collegial support
Participants’ accounts showed that the effectiveness of collegial support was shaped by the conditions in which professional interaction occurred. Five main factors emerged: trust and collegial relationships, time and workload, institutional culture, differences in expertise and experience, and opportunities for collaboration. These factors helped explain why similar forms of collegial support were experienced differently across participants and institutional contexts.
Trust emerged as an important condition for meaningful collegial support. Participants were more willing to discuss teaching difficulties, seek advice, and accept feedback when they felt comfortable and respected by colleagues. Teacher Han, for example, emphasised that she could “talk openly without feeling judged” with colleagues she trusted. In contrast, concerns about criticism or interpersonal tension made some lecturers more hesitant to share professional difficulties. This finding is consistent with Vangrieken et al. (2017), who identify trust, respect, and positive group dynamics as important conditions for effective teacher communities. Thus, the quality of collegial relationships appeared to influence whether professional interaction developed into genuine learning or remained superficial.
Heavy workloads were frequently identified as a constraint on collegial interaction. Participants explained that teaching, assessment, research, and administrative responsibilities often left little time for peer observation or extended professional discussion. Teacher Tuan noted that “sometimes we want to discuss more, but everyone is too busy.” This suggests that lecturers may value collegial learning while still struggling to participate consistently. This finding is consistent with Smith and Wyness (2025), who identify workload and organisational support as important factors influencing university teachers’ engagement in professional development.
Participants also perceived institutional culture as shaping the extent to which collegial support occurred. In departments where sharing and mutual assistance were encouraged, collaboration tended to become part of everyday professional practice. Teacher Dinh described her department as a place where “sharing materials is quite normal,” which made it easier to seek help from colleagues. By contrast, a more individualised or competitive environment could discourage open professional exchange. This finding is consistent with OECD (2020), which highlights the importance of collaborative cultures characterised by mutual support and professional cooperation.
The perceived usefulness of collegial support also depended on the expertise of the colleague providing it. Participants tended to value advice more when it came from someone with relevant teaching or institutional experience. Teacher Phi explained that she preferred to seek help from “someone who really knows that area” rather than simply from a more senior colleague. This suggests that seniority alone did not necessarily make support valuable; the relevance and credibility of the colleague’s expertise were also important. A similar pattern was reported by Zhang (2021), whose participants perceived mentoring as more useful when mentors possessed relevant experience and expertise.
Finally, participants emphasised the importance of having sufficient opportunities to work and learn together. Formal arrangements such as peer observation, mentoring, departmental meetings, and joint teaching activities, as well as informal spaces for professional discussion, created conditions for sustained collegial interaction. Teacher Le Anh commented that lecturers “need more chances to actually work together” rather than meeting only for administrative purposes. This finding aligns with OECD (2020), which distinguishes routine exchanges from deeper forms of professional collaboration requiring greater interaction and interdependence. Thus, even when lecturers were willing to learn from colleagues, limited institutional opportunities could restrict the depth and continuity of collegial support.
4.4 Limitations 
This study has several limitations. First, the small sample of six EFL university lecturers from universities in Northern Vietnam limits the transferability of the findings to other institutional and geographical contexts. Second, the study relied on participants' self-reported experiences, which may have been influenced by recall and social desirability biases. Third, as the findings were derived from qualitative thematic analysis, their interpretation may have been influenced by the researcher's perspectives. Despite these limitations, the study provides context-specific insights into the perceived role of collegial support in EFL lecturers' professional development.
5. Conclusion
This study explored how EFL university lecturers in Northern Vietnam perceived collegial support and its influence on their professional development. The findings showed that collegial support took both informal and more structured forms, including professional conversations, mentoring, peer observation and feedback, resource sharing, and collaborative problem-solving. These forms of support were perceived to contribute to lecturers’ professional knowledge, teaching practices, reflection, confidence and motivation, and continued professional learning. Their effectiveness, however, was shaped by contextual factors such as trust, workload, institutional culture, differences in expertise, and opportunities for collaboration.
The findings also highlight several practical implications for universities. Institutions should create more opportunities for mentoring, peer observation, professional dialogue, resource sharing, and collaborative problem-solving, while addressing barriers such as heavy workload, limited time, and lack of trust. Given the small qualitative sample, the findings are not intended for statistical generalisation. However, they provide context-sensitive insights that may be transferable to similar EFL higher-education settings.
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