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Abstract 

The profession of social work in Việt Nam is rebuilding, and as a result, social work 

education is in a period of rapid change. However, the literature about social work in Việt 

Nam is sparse, and there is limited research describing social work education in detail or 

the perceptions of Vietnamese social work educators regarding the current state of social 

work education in Việt Nam. Việt Nam’s history of colonialism and professional 

imperialism within international social work points to the need for a closer examination 

of social work education in Việt Nam and the perception of social work educators to its 

current state. Utilizing critical theory as a guiding framework, critical ethnography as the 

research methodology, and thematic analysis, this thesis attempts to understand how 

social work education in Việt Nam was perceived by Vietnamese social work educators 

based on the current state of social education in Việt Nam.  
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CHAPTER ONE 

INTRODUCTION 

1.1 Background 

My family history has strongly influenced who I am today. I am a Canadian 

woman of Vietnamese and Chinese ancestry. My parents were born and raised in Việt 

Nam but fled as boat people, arriving in Canada in 1979. I was the first child on both 

sides of my family to be born outside of Việt Nam. We lived in rural Saskatchewan, and 

here we experienced social isolation, prejudice and an ongoing struggle to make sense of 

our unique identity. It was these experiences that led me to have a keen interest in 

cultural issues in social work. My parents felt it was important to instill Vietnamese and 

Chinese culture in my siblings and me to the best of their ability in their new 

environment. One of these cultural beliefs was fate’s guiding hand in everything – 

nothing comes about by chance.  

I visited Việt Nam for the first time in 2008, returning again in 2010. On my first 

visit, I met the family I never knew as a child, but my stay was short. My second trip left 

a significant impact on me as unknowingly, the seeds of my research were formed. 

During this trip my relatives and I got to know each other. When I told them that I was a 

social worker, looks of confusion crossed their faces. My mother tried to explain. My 

family loosely interpreted social work as volunteer work, it was not entirely clear to them 

what social workers did. Their confusion was baffling to me, and it was clear there were 

reasons for their misperceptions. Later on in the trip, Mợ Sáu (Auntie Number Six) told 

us about a recent case of child abuse in her home province of Cà Mau. A child had been 

horrifically beaten and burnt, and the story received wide media attention (Overland, 
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2010). While it can be “normal” in Việt Nam to turn a blind eye to child abuse, the case 

was severe enough to have government officials involved – a rarity at that time 

(Overland, 2010). It was heartbreaking to hear this story as a social worker and a 

compassionate human being.  

When I returned to Canada, I hastily researched social work in Việt Nam. The 

child abuse story was fresh in my mind, and I needed to know more about social work in 

Việt Nam. What I learned surprised me. The profession of social work was experiencing 

a period of resurgence in the country. With this growth, however, came numerous 

difficulties. Although I was able to satiate my initial curiosity, it was not enough. The 

more I learned, the more I questioned, and the more I questioned, the more I wanted to 

understand how social work education was developing in Việt Nam. 

1.2 What is the Research About?  

My research and this thesis aimed to better understand what modern social work 

education in Việt Nam looked like and how its current state1 was perceived by their 

educators. For the purpose of this study, social work education2 includes the 

development, teaching and delivery of modern undergraduate social work curricula. 

Educators3 are defined as Vietnamese individuals who deliver the undergraduate 

curricula and engage in social work-related activities.  

My research focus was developed from an understanding of international social 

work, social work education in Việt Nam, and how the profession has rapidly developed 

                                                           
1 Current state encompasses the physical, cultural and political context of social work education in Việt 

Nam 
2 Social work education includes college and bachelor program including coursework and field education. 
3 These educators may or may not have educational backgrounds in social work. If they do not have 

education in social work, they will possess graduate education in a related social science with extensive 

experience in the field. 
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in the past decade in that country (Durst, Nguyen, & Le, 2006; Hugman, Nguyen, & 

Nguyen, 2007; Hugman, Durst, Le, Nguyen, & Nguyen, 2009; Nguyen & Nguyen, 2017). 

I discovered that the profession was resurrected in response to various social issues 

manifesting from modernization and rapid economic growth brought about by the Đổi 

Mới4 policy (Hugman et al., 2007; Hugman et al., 2009; Le, 2005). I was surprised to 

learn international social work has been guilty of professional imperialism – the 

promotion of social work practice and research from dominant cultures in other cultures 

(Healy, 2001, 2008b). As I scoured for literature on social work in Việt Nam, I found the 

literature was somewhat limited but with a focus on vocational qualifications and the 

need to build the educational curriculum (Durst et al., 2006; Hines, Cohen, Tran, Lee, & 

Le, 2010; Hugman et al., 2009; Nguyen, Hugman, & Briscoe, 2010; Stevens, Taylor, & 

Nguyen, 2011; Taylor, Stevens, & Nguyen, 2009). What was even more interesting was 

that there were few social workers who possessed advanced social work education and 

those who did, had obtained their degrees from Western universities (Hines et al., 2010; 

Hugman et al., 2007; Nguyen, 2002; Nguyen & Nguyen, 2017). There has been much 

international collaboration with scholars outside Việt Nam (Hines et al., 2010; Unicef, 

2005), but an identified need to develop indigenized social work5 education (Hugman et 

al., 2009; Nguyen et al., 2010; Stevens et al., 2011; Unicef, 2005). It was not clear how 

social work education in Việt Nam addresses issues of indigenization, universalism, and 

                                                           
4 Đổi Mới is a policy implemented in 1986 to renew Việt Nam’s economy, which will be discussed in 

2.5.4. 
5 The phrase “indigenized social work” has been historically used in international social work literature and 

will be used in this thesis. For this thesis, indigenized social work is understood as social work that has 

been adapted to mirror and integrate the local culture, values, and beliefs in practice rather than social work 

with Indigenous populations.  
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imperialism commonly seen in international social work (Cox & Pawar, 2013; Gray, 

2005; Gray & Fook, 2004; Gray & Heatherington, 2010; Karikari & Bettmann, 2013). 

My own personal experiences and professional interest, coupled with the spirit of 

anti-oppressive social work practice, fueled my desire to understand how social work 

educators in Việt Nam perceived the current state of social work education in Việt Nam. 

This led me to my research, the objectives of which were to describe the current context 

of social work education in Việt Nam; document how social work curricula was created 

and implemented while summarizing identified areas of growth and successes; and to 

analyze and explore the cultural congruence of social work curricula in Việt Nam.  

1.3 Why do the Research?  

“Why understand social work education in Việt Nam?” was a question I 

encountered numerous times from faculty, peers, and family. I was also asked the same 

question by social work educators and students in Việt Nam. The answer is multifaceted. 

Social work education is developing and playing a critical role in Việt Nam. The need for 

the profession initially arose from high rates of poverty experienced after the war 

(Hugman et al., 2007; Hugman et al., 2009; Le, 2006). The need was further emphasized 

by social problems that arose from rapid societal growth and modernization after the 

implementation of Đổi Mới, such as rural to urban migration, the HIV/AIDS epidemic, 

homelessness, drug use, prostitution and human/sex trafficking to name a few (Hugman 

et al., 2007; Hugman et al., 2009; Le, 2006). To alleviate these social issues, the 

Vietanamese government responded by formally recognizing the profession (Durst et al., 

2010; IFSW, 2010; Nguyen et al., 2010; Tran, 2015) and implementing an ambitious plan 

in 2010 to produce several tens of thousands of social workers in a decade (IFSW, 2010; 
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Nguyen et al., 2017; Nguyen, 2010; MOLISA, 2014; Vietnam Office of the Prime 

Minister, 2010).  

The literature provides a brief description of social work education in Việt Nam. 

The literature is vague about what social work education looks like in practice and how it 

is perceived. There are a few articles that explore Vietnamese practitioners’ perspectives, 

but they only refer to the limitations that have been experienced in developing the 

curriculum (Durst, Nguyen, & Le, 2006; Hugman, Nguyen, & Nguyen, 2007; Hugman, 

Durst, Le, Nguyen, & Nguyen, 2009). The intent of the study was to contribute to the 

existing knowledge base on current social work education in Việt Nam and more 

specifically, provide a qualitative lens to the existing research. A qualitative research 

approach may provide deeper insight on social work education in Việt Nam as to why 

education is currently structured the way it is and provide explanations to why and what 

current gaps exist. This insight can then be utilized to shape future social work curricula 

and potentially help address specific barriers to teaching and program delivery. 

Social work educators in Việt Nam have identified the need for indigenized social 

work education (Cohen, 2017; Durst et al., 2006; Hines et al., 2015; Hugman et al., 2007; 

Hugman et al., 2009; Nguyen, Hugman, & Briscoe, 2010). However, the reasons for this 

need are not explicitly clarified by educators. Given that Việt Nam has a history of 

colonization and Western influence and that international social work has engaged in 

colonialist practice (Haug, 2005; Healy, 2001, 2008b; Midgely, 1981, 1990, 2001), this 

research reflects on the nuances involved in developing social work education, especially 

when considering indigenized or decolonized approaches.  
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For these reasons, this study intentionally places social work education in Việt 

Nam within cultural, historical, and global contexts to critically understand its 

development. This research hoped to raise consciousness about how culturally unique and 

local forms of social work pedagogy is practiced by social work educators in Việt Nam 

while being cognizant of the potential and implicit forms of colonialism that globalization 

brings.  

1.4 Summary of the Thesis 

 The study aimed to answer the research question: how do Vietnamese social work 

educators perceive the current state of social work education in Việt Nam? My research is 

situated within a historical and cultural context through critical ethnography which 

utilized various methods to collect data. Thematic analysis was utilized to understand the 

data as six overarching themes. In addition to adding to the existing literature and 

offering in-depth insights into social work education in Việt Nam, I hope the study 

engages social workers in critical thought about covert oppression that can exist in 

modern international social work. More importantly, I hope the study’s insights 

encourage social workers around the globe – Western or “Other” – to counter oppressive 

and colonial social work through critical, participatory, and empowering education and 

practice. 

The following chapters represent various aspects of the research study to meet my 

objectives of discerning the current context of social work education in Việt Nam, 

documenting the current state of social work education in Việt Nam, and analyzing the 

congruence of social work education in Việt Nam with Vietnamese culture and its 

development in this modern world. The second chapter provided a foundation to 
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rationalize the research by sharing existing information on international social work and 

its approaches, background information on Việt Nam, and what is known about social 

work education in the country. This chapter draws attention to the complexities and 

contradictions within international social work, indigenized and decolonized approaches, 

and globalization.  

After careful consideration, I chose critical ethnography as my research 

framework for my thesis. Chapter three discusses how the research was implemented, 

more specifically the critical ethnographical methodology and tools that were utilized, the 

philosophical underpinnings of the study, and the ethical concerns and limitations that 

arose. There were three locations of field work and nine participants in the study. I 

collected data using participant observation, semi-structured interviews (formal and 

informal), documents/artifacts and reflective journalling. My data analysis was informed 

by thematic analysis, looking at commonalities throughout the data to come to 

overarching themes (Fetterman, 2010; Madison, 2012). Six overarching themes resulted 

from the analysis utilizing analytical software, NVivo 10. Lastly, critical theory and anti-

oppressive philosophical approaches guided my research process. 

The fourth chapter is descriptive and provides a presentation of the findings of the 

current state of Vietnamese social work education and how it was perceived by social 

work educators in Việt Nam that took part in the research. The findings were derived 

from data collected from observations from the field, interviews, and documents. The 

following chapter five is a critical analysis of the research findings to present and discuss 

the study’s six themes. The sixth and final chapter of the thesis provides insight about the 
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findings and considers possible further direction for Việt Nam social work education, 

including social work research and practice.  
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CHAPTER TWO 

EXISTING KNOWLEDGE 

Knowledge emerges only through invention and re-invention, through the 

restless, impatient, continuing, hopeful inquiry human beings pursue in the 

world, with the world, and with each other. (Freire, 2011, p. 72) 

 

2.1 Introduction  

Understanding social work in another country can be a difficult task. It required 

intense preparation to familiarize myself with Việt Nam and social work in the country. 

This section will provide relevant information about the research topic, taken from 

current and existing literature, and the researcher’s philosophical understanding of the 

world. I have relied on peer reviewed and secondary material (i.e. books, websites, 

newspapers) to discuss international social work, indigenized and decolonized social 

work, the culture and context of Việt Nam, and social work in Việt Nam. 

2.2 International Social Work  

 What does it mean to practice social work in different cultures and countries? 

What are the tensions within the global profession? The International Federation of 

Social Workers (IFSW), the profession’s global social work organization supports 116 

country members in promoting best practices. This includes promoting social 

development, social justice, and human rights worldwide (IFSW, 2014).  

When I was conducting my research in Viet Nam, the ISFW’s (2000) definition of 

global social work stated that the profession 

promotes social change, problem solving in human relationships and the 

empowerment and liberation of people to enhance well-being. Utilising 

theories of human behaviour and social systems, social work intervenes at 

the points where people interact with their environments. Principles of 

human rights and social justice are fundamental to social work. 
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However, this definition was revised in 2014. This most recent definition of international 

social work now acknowledges the importance of the local context in practice. It states: 

Social work is a practice-based profession and an academic discipline that 

promotes social change and development, social cohesion, and the 

empowerment and liberation of people. Principles of social justice, human 

rights, collective responsibility and respect for diversities are central to 

social work. Underpinned by theories of social work, social sciences, 

humanities and indigenous knowledge, social work engages people and 

structures to address life challenges and enhance well-being (IFSW, 

2014). 

 

Consistent in these two definitions is the notion that human rights and social justice are 

the basis for social work around the globe (IASSW, 2001; IFSW, 2000, 2014). Social 

work is a hands-on, applied profession that aims to address inequality, create 

empowerment for the oppressed, and most of all, strive for the well-being of humankind.  

While the IFSW provides a basic understanding of international social work, the 

above definitions do not illustrate what practice at the local level looks like or how it is 

carried out. The Encyclopedia of Social Work provides an elaborate and complex 

description of international social work that includes, a type of social work practice, a 

social work method, social work activities, social concerns that go beyond national 

boundaries to include all cultures, the work of international organizations that address 

social issues, the use of an international perspective in the local context in both policy 

and practice, and the global growth of social work as a profession (Healy & Hokenstad, 

2008). Other authors define international social work as cross-cultural social work, social 

work practiced in another country, research which focuses on social work in other 

countries, and social work that addresses social issues from an international point of view 

(Gray & Fook, 2004; Healy, 2008b; Hugman, Moosa-Mitha, & Moyo, 2010; Tripodi & 

Potocky-Tripodi, 2007; Yip, 2005).  
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Many scholars recognize that a commonly agreed upon and clear-cut definition of 

international social work is difficult to establish, and as a result, the international 

definition of social work is regularly debated (Healy, 2008a; Healy & Hokenstad, 2008; 

Nagy & Falk, 2000). Attempting to define, or rather, narrowly define international social 

work has created concerns for social work. Some scholars have noted that social work 

practice could be misinterpreted as being the same everywhere arguing that utilizing a 

shared definition of social work does not capture the diverse realities and complexities of 

social work practice (Gray & Fook, 2004; Midgely, 2001; Mohan, 2008). Others believe 

trying to reach an agreement on an international shared definition has created tensions 

between social workers because of the potential implications it may mean for local 

practice. Furthermore, the human rights basis of international social work has been 

debated. Human rights in international social work has been viewed as a fundamental 

pillar to practice because we all have basic rights as humans, regardless of location (Ife, 

2012). The idea of upholding human dignity and worth spans across cultures (Ife, 2012). 

All cultures express forms of morality, and the incorporation of human rights in 

international social work practice is means to apply anti-oppressive and ethical practice 

approaches to meet the basic needs of people around the globe (Dominelli, 2010; Ife, 

2012). These rights have been the basis for developing international policies on social 

work practice (IASSW, 2001, 2018; IFSW, 2000, 2014, 2018). Within a human rights 

approach, there is consideration of historical factors which contribute to a given society’s 

current struggles, the structures which contribute to oppression, the interconnectedness of 

humanity, and respect for diversity in social work practice (Ife, 2012). On the other hand, 

there is the perspective that human rights reflect Western values and the privileged (Le, 
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2016). Local governments may feel global norms conflict with local cultural and social 

norms, and international human rights bodies cannot dictate what nations practice (Le, 

2016). In addition, it is believed implicit imperialism continues to exist because Western 

values are promoted within human rights documents and relevant international social 

work policies (Hugman, 2013; Yip, 2005). These conflicts and contradictions have made 

it difficult to know how to engage in collaborative international social work practice 

(Gray, 2005; Gray & Fook, 2004).  

Despite controversy over what international social work is, there is an abundance 

of literature on international social work. Common themes in current international social 

work literature highlight the impact of globalization, the resulting oppression across 

social issues and within global social work practice, and the interconnectedness and 

interdependence of people worldwide (Gray, 2005; Gray & Fook, 2004; Haug, 2005; 

Healy, 2007; Midgely, 1990; Nagy & Falk, 2000). International social work is about 

being critically reflective and aware about oppression and the imbalance of power 

occurring around the globe (Midgely, 1981, 1990, 2001). A human rights approach has 

been commonly applied to global social work practice to address these oppressions 

(Androff, 2015; Wronka, 2018). The information in this section is meant to illustrate the 

complexities of international social work and highlight the ongoing debates within the 

global profession, including the relevance of a human rights focus in its practice. 

2.3 Indigenized Social Work 

Characterizing indigenized social work requires an understanding of culture, 

colonization, oppression, the interaction of the three, and the barriers this creates. 

Although I will discuss oppression as colonization in international social work, it is 
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important to acknowledge the interplay between culture, oppression, and social work 

practice and how indigenized social work becomes important in addressing culturally 

oppressive social work. For the purpose of this thesis, culture is defined as the way 

people live in a specific time and place, including their worldviews, knowledge, and 

beliefs (Ling, 2004; Merriam-Webster, 2018; Rankopo & Osei-Hwedie, 2011; Taylor, 

1999).  

 It is essential to develop an understanding of culture as a concept in order to 

understand the complexity and contradictions of defining indigenized social work. 

Merriam-Webster (2018) defines culture as the way people live within a particular time 

and place. International social work literature implies that culture is the worldviews, the 

interaction and communication of a group of people, the knowledge and beliefs that a 

group of people hold, and how people perceive themselves in relation to others (Cheung 

& Liu, 2004; Healy, 2001, 2008b; Ling, 2004; Rankopo & Osei-Hwedie, 2011; Taylor, 

1999; Yip, 2005). The concept of culture is difficult to clearly and concisely define, and 

because of this, a clear definition of indigenized social work is difficult to draft.  

Varying definitions of indigenized social work have been adapted by practitioners 

in the field. The phrase “indigenized social work” is commonly utilized, but terms such 

as “reconceptualized” or “authenticated” social work are also used (Fergusson, 2005). 

The difference between the terms is a matter of focus: the latter phrases emphasize 

cultural appropriateness while “indigenized social work” emphasizes cultural sensitivity 

(Ling, 2004). For the purpose of this discussion, “reconceptualized” and “authenticated” 

social work are incorporated within the concept of indigenized social work since these 

concepts are interrelated.  
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Some practitioners define indigenized social work as being respectful social work 

appropriate to the culture in question (Nimmigada & Cowger, 1999; Rankopo & Osie-

Hwedie, 2011). It can be the integration of culture’s societal context, history, and 

traditions into social work practice, which requires the practitioner to be constantly 

reflexive (Gray & Coates, 2004; Ling, 2004). Some argue indigenized social work is 

cross-cultural social work because cultural knowledge is exchanged (Gray, 2005). 

Indigenized social work is the integration, compatibility, and adaptation of social work 

theory and practice to fit the local context, and it can be the process itself in which this 

occurs (Fergusson 2005; Gray, 2005; Healy, 2007; Hugman, 2008; Nimigadda & 

Cowger, 1999). New and unique practice approaches can be developed as a result (Gray 

& Coates, 2010; Rankopo & Osie-Hwedie, 2011). Indigenized social work can represent 

the application of specific skills and methods that reflect the local cultural context and 

societal needs to be addressed (Hugman et al., 2010; Yip, 2005).  

Indigenized social work arose from global social workers’ critical reflections on 

the transmission of Western theories and approaches to their local practice. Latin 

American social workers led the indigenized social work movement out of dissatisfaction 

with Western models and conceptualized their own approach to social work (Fergusson, 

2005; Healy, 2008b; Midgley, 1981). Social work in these areas became more holistic, 

political, participatory, and focused on social action. Practitioners became more 

conscious of how knowledge was shared and carried out in practice (Fergusson, 2005; 

Freire, 2011; Healy, 2008b; Ng & Sim, 2006). Awareness grew about the need to develop 

appropriate practices reflective of the culture to be able to realize more effective social 

work interventions (Healy, 2008b). An era of indigenization was proclaimed in 1972 
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(Healy, 2008b). Social workers in other parts of the world began to develop forms of 

indigenized social work. African and Asian practitioners followed this movement and 

were able to develop material and theories relevant to their respective areas (Fergusson, 

2005; Huang & Zhang, 2008; Rankopo & Osei-Hwedie, 2011). However, the pace of 

development of indigenized social work varies from one location to the next and not all 

of its benefits are equally experienced around the globe (Healy, 2008b).  

The development of indigenized social work is an important part of international 

social work history. Practitioners recognize that forms of oppression exist within the 

profession (Haug, 2005; Midgley, 1981; Mullaly, 2002). For instance, Haug (2004) has 

highlighted the unequal gender and ethnic representation within international social work, 

particularly how men of European ancestry dominate the global field. Ethnocentrism is 

implicit in theory and knowledge transfer; Western social work is viewed as having 

superior methods of social work practice compared to social work in other cultures 

(Cheung & Liu, 2004; Gray, 2005; Gray & Coates, 2010; Haug, 2005; Ling, 2004; 

Mohan, 2008). There is a growing awareness of oppression in the form of professional 

imperialism – the process of transferring Westernized social work knowledge, skills, and 

strategies to cultures not considered Westernized (Gray, 2005; Haug, 2005; Midgely, 

1981, 1990). Some scholars note that the cultural context was lost in practice because the 

foundation of the knowledge was based in Western ideologies and ways of being (Haug, 

2005; Midgely, 1981). Ensuring culturally appropriate approaches were utilized was 

deemed important to these scholars (Jones & Truell, 2012). Other authors argue that even 

understanding the concept of culture and cultural competence can be problematic if there 

is a clash between worldviews (Nadan, 2017). Meanwhile, there are some scholars who 
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argue Western theories have a place alongside localized practice (Law & Lee, 2016). 

Social workers in all parts of the world are questioning the applicability and relatability 

of Westernized social work to their local contexts and have become more critical of its 

cultural appropriateness. Learning cultural competence becomes a key factor in 

practicing cultural appropriateness and global social work (Sousa & Almeida, 2016). If 

Western methods of social work are primarily being used, is international social work 

truly culturally sensitive and anti-oppressive across contexts? In areas that are considered 

“non-westernized,” “developing,” or “Third World,” Westernized social work practice 

and knowledge have been critiqued as a form of social work colonialism (Huang & 

Zhang, 2008; Midgely, 1981, 1990, 2001). Although the international social work 

literature has moved away from this language, these terms laid an implication that one 

form of practice is valued over others (Gray, 2005; Gray & Cotes, 2010; Gray & Fook, 

2004; Haug, 2005; Healy, 2008b; Midgely, 1981, 1990, 2001). Indigenized social work 

was a means for social workers to become more culturally inclusive and sensitive in 

practice to address the colonialist oppression experienced by practitioners and clients 

(Cheung & Liu, 2004; Gray, 2005; Gray & Cotes, 2010; Healy, 2001, 2008b; Midgely, 

2001; Nimmigadda & Cowger, 1999; Rankopo & Osei-Hwedie, 2011).  

2.4 Decolonized Social Work 

 Decolonized social work is an extension of practice that goes hand in hand with 

indigenized social work. International social work has demonstrated its share of 

colonialism in knowledge and practice. Because of this, it is vitally important to position 

international social work in a postcolonial mindset, so history does not repeat itself 

(Razack, 2009). Postcolonialism does not mean that we are in an era after colonialism, 

but rather, social workers and society need to situate themselves to be able to actively 
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address the effects and impact of colonialism that are still experienced today (Battiste, 

2004). It is important to acknowledge Indigenous social work scholars and such as Shawn 

Wilson, Michael Hart, Marie Battiste, Linda Tuhiwai Smith, and many more brilliant 

Indigenous scholars who have come together to lay a strong foundation for what is 

decolonized social work and what it means to consciously practice it. Much of the social 

work literature on decolonization is focused on how Indigenous ways of being and 

knowing can and should be infused in social work practice (Battiste & Henderson, 2000; 

Gray, Coates, Yellow Bird, & Hetherington, 2013; Kovach, 2010; Sinclair, Hart, & 

Bryere, 2009; Smith, 2012; Wilson, 2008). However, Indigenous scholars have iterated 

that decolonization in social work is not a concept applicable to Indigenous groups alone: 

The physical and mental aspects of decolonization apply equally to 

Indigenous and non-Indigenous communities. We need to recognize that 

there are other radically different ways to live in this world, learn how to 

break through our identification with the colonizer, and recognize the 

detrimental impacts of colonization in our own lives and communities. 

(Gray et al., 2013, p. 323). 

 

 Decolonized social work is focused on challenging the dominance of Western 

thought and knowledge. With the dominant presence of Western theory and practice in 

global social work, local cultures may experience tensions in maintaining cultural 

integrity in culturally appropriate practice, education, and research (Gray & 

Heatherington, 2013). The process of developing decolonized practice involves utilizing 

pre-existing indigenized knowledge appropriate to the context to create new 

representations of practice versus replicating mainstream social work models of practice 

to fit the context (Gray & Heatherington, 2013; Smith, 2012). Razack (2009) argues that 

developing an understanding of Western dominance should begin with pedagogy – the 

actual teaching and education of social work knowledge and practice. She reminds us that 
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education can be a vessel for colonial practices: without critical consideration of 

historical colonialism and imperialism, the profession as a global whole has the potential 

to be heavily compromised and hypocritical in its underpinnings (Razack, 2009). 

Therefore, a decolonized approach becomes a vital consideration in achieving 

indigenized practice. A conscious and concerted effort by practitioners to ensure Western 

knowledge and practice is not the standard is encouraged and the social work knowledge, 

theories, and practices they produced should be true products of the cultural contextual 

environment around them.   

2.5 Becoming Familiar with Việt Nam 

 It is important to acquire foundational knowledge about Việt Nam’s history as 

well as a sense of what it is like to live in this country and the social issues its people 

face. I acknowledge how Vietnamese culture can be diverse, and it is not my intention to 

subsume all Vietnamese people under one description. Instead, the purpose of this 

information is to provide the reader with a fundamental understanding of the culture and 

landscape in which my research took place. In addition, while written sources about Việt 

Nam and its culture offer a basic understanding, I found that some of this information did 

not speak to cultural nuances or knowledge that a cultural insider holds. Personal 

experience, lived knowledge, and oral history about Việt Nam passed down from my 

parents are just as valuable – if not more valuable – and more vivid than the information 

than written texts provide. Without this knowledge I would have floundered in my 

research. My deeper cultural understanding was a key factor to my success in this 

journey. As such, I have untraditionally included my personal cultural knowledge to 

convey a sense of what it is like to live in Vietnamese culture. By doing this, I hope to 



19 
 

   
 

provide a more inclusive understanding of Việt Nam and the choices I took to carry out 

my research. 

 2.5.1 Population, demographics, and landscape. The country of Việt Nam is 

located in Southeast Asia on the eastern side of the mainland. Việt Nam is 1,650 

kilometers from north to south and shares its borders with three other countries: China to 

the north, and Laos and Cambodia to the west. The Gulf of Tonkin and the South China 

Sea lie to the east of the country, and the Gulf of Thailand to the south. Its vegetation 

includes lush tropical forest, desert, and mountains (Central Intelligence Agency, 2014). 

The capital city of Việt Nam is Hà Nội, or Hanoi, one of the country’s two largest cities, 

with the other being Thành Phố Hồ Chí Minh, or Ho Chi Minh City. The country is made 

up of 58 provinces and five municipalities (Central Intelligence Agency, 2014; St. John, 

2006). 

 Those living outside of Việt Nam presume the country is split into two regions, 

North and South Việt Nam, but a local will inform you the country comprises four 

regions: North (Miền Bắc), Central (Miền Trung), South (Miền Nam), and Western 

(Miền Tây). In the North, the terrain is rocky, has many hills, and is surrounded by 

mountains. Parts of Central Việt Nam have cool temperatures while other parts are desert. 

South Việt Nam is lush and fertile, in large part because of the Mekong Delta. It can be 

extremely hot. Lastly, Western Việt Nam is home to the country’s well-known fishing 

communities, and it is not uncommon for people in the region to live and work on the 

water. While the western region is sometimes considered as belonging to the south, both 

are unique in their own right. Both cities, Hà Nội and Thành Phố Hồ Chí Minh, are 

significant to the country. Hà Nội is a significant political center to Việt Nam’s history 
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and its independence from China as a country. Thành Phố Hồ Chí Minh has been known 

by this name only since after the Vietnam War. It was formerly known as and is still 

affectionately called Sài Gòn by its residents. This city marks the country’s reunification 

and its independence. 

 Despite being a small country, Việt Nam is densely populated and quite diverse. 

In 2011, 87.84 million people lived in Việt Nam (United Nations, 2013). The population 

has grown to over 93 million with a projected population of over 98 million by 2020 

(United Nations, 2017). Approximately 70% of its inhabitants live in rural areas while 

30% live in urban areas (United Nations, 2013). There are approximately 54 recognized 

ethnic groups in the country, which include ethnic Vietnamese (Kinh), Cham, Chinese 

(Hoa), Hmong, Khmer, Muong, and Tai. Approximately 87% of the population is ethnic 

Vietnamese (Ashwell, 2005; Hickey et al., 2012; Malarney, 2001; Salemink, 2003; 

Vietnam Government Portal, 2017). The official language is Vietnamese (Central 

Intelligence Agency, 2014), however, other languages are spoken, including Chinese, 

Sino-Tibetan, Austro-Asiatic, and Austronesian languages (Malarney, 2001). English, 

French, and Russian are also used in Việt Nam, and English is the most favored second 

language presently (Central Intelligence Agency, 2014). Given the ethnic and linguistic 

diversity of Việt Nam, it is not surprising that multiple religions are practiced: Buddhism, 

Confucianism, Taoism, and Catholicism, alongside ancestor worship and folk religion 

(Goscha, 2016; Hickey et al., 2012; McLeod & Nguyen, 2001; Proschan, 2003; Vietnam 

Government Portal, 2017).  

 The people of Việt Nam possess a unique mix of language and ancestry. The 

Vietnamese language has several dialects that correspond with the four regions, and it is 
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not unusual for native Vietnamese speakers to have difficulty comprehending dialects 

other than their own. A person’s dialect can situate family origins. Knowing several 

languages is not unusual. Previous generations were required to learn French, and 

currently, English is commonly learned and taught in schools. Ethnic diverseness can be 

seen within family networks as well. Ethnic minorities often live in their own 

communities that are self-sufficient which are not necessarily a part of the larger 

Vietnamese society. At closer glance, Việt Nam illustrates a diverse and unique mix of 

culture, language, and ancestry. 

 2.5.2 Việt Nam’s history. The country’s history has brought together and shaped 

who Vietnamese people are today. Việt Nam has a long history of colonization and along 

with it, political strife. These significant moments in time have shaped the country, and 

Việt Nam continues to adapt in this age of globalization. Understanding this history 

offers insight into how Việt Nam’s modern culture and society is currently structured and 

how it came to be as such. 

 Discussion of Việt Nam’s history can be complex and controversial. Fragments of 

Việt Nam’s older history have been recorded but are often challenged by Vietnamese 

archeologists as some of these records were created by people who were not Vietnamese 

(Taylor, 1983). Vietnamese civilization can be traced back to the fifth or sixth 

millennium BCE when Việt Nam was considered a part of China (Buttinger, Duiker, & 

Turley, 2013; Goscha, 2016; Jamieson, 1993; Malarney, 2001). However, Vietnamese 

archeologists claim Vietnamese civilization began earlier than this in the latter part of the 

third millennium (Taylor, 1983). There are few details about the specific origins of 
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Vietnamese people other than the unification and formation of a group of people, which 

was similar but distinct from Chinese culture (Buttinger et al., 2013). 

2.5.2.1 Chinese colonization. Like other Asian countries, Việt Nam has been ruled 

by and was a province of China over several centuries (Goscha, 2016). During this time, 

Việt Nam was known as Nam Việt and its territory spanned from southern China to what 

is now central Việt Nam (Buttinger et al., 2013). The literal translation of “Nam” is 

“south,” and “Việt” was used to identify the group of people in that area (Jamieson, 

1993). Chinese culture and language continued to be a significant part of Vietnamese 

culture even after the 14th century (Jamieson, 1993). However, Chinese traditions, 

customs, and institutions were imposed on the people in efforts to Sinicize, or culturally 

assimilate, the people (Buttinger et al., 2013; Goscha, 2016). Although integration of 

these traditions did occur, the Chinese did not succeed in convincing the people to 

become Chinese (Buttinger, 2013). China ruled the land for almost a thousand years, 

“laying the foundation for the caution and ambivalence that the Vietnamese have felt for 

centuries over their giant neighbor” (Malarney, 2001, p. 2417). 

 2.5.2.2 A period of independence. It was not until 938 CE that Việt Nam, then 

renamed Đại Việt, established independence from China (Buttinger et al., 2013) despite 

China’s efforts at political and societal organization (Malarney, 2001). Over the next 900 

years, dynastic rule was in place (Buttinger et al., 2013; St. John, 2006). The Ly, Tran, 

Le, and Nguyen dynasties subsequently ruled the nation, with each dynasty restoring 

sovereignty from China back to Việt Nam and its people (Goscha, 2016; Malarney, 2001; 

Salemink, 2003). The country continued to grow and gradually extended south, pushing 

ethnic minorities such as the Cham and Khmer out of their land (Goscha, 2016; Hickey et 
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al., 2012; Malarney, 2001; McLeod & Nguyen, 2001; Salemink, 2003). Việt Nam 

eventually acquired what is now considered Southern and Central Việt Nam, and the 

country’s name was changed to Việt Nam to reflect the transition of a distinct group of 

people and culture to the south (Hickey at al., 2012; Jamieson, 1993; Salemink, 2003). 

 2.5.2.3 French colonization. Although Việt Nam experienced a long period of 

independence, the threat of colonization by other countries lingered. In the 19th century, 

the French colonized southern Việt Nam (Goscha, 2016; Jamieson, 1993; Malarney, 

2001; Palmowski, 2008; Salemink, 2003) and gained control of the rest of the country 

nearly two decades later (Buttinger et al., 2013; Goscha, 2016; Palmowski, 2008). Việt 

Nam became part of French Indochina, and the country was renamed and divided into 

three areas: Cochin China in the south, and Annam and Tonkin, which were the central 

and northern regions, respectively (Buttinger et al., 2013; Goscha, 2016; Jamieson, 1993; 

Palmowski, 2008). The French occupied Việt Nam for nearly 80 years (Palmowski, 2008; 

St. John, 2006). Although Việt Nam had previously been exposed to Western cultures, 

the French presence in the country was significant to Vietnamese culture, and the period 

of French control is referred to as the start of the country’s modernization (Jamieson, 

1993; Lam, 2002) as well as the impetus for Việt Nam’s alignment with anti-colonialism 

(Buttinger et al., 2013). 

 During French control, the country was divided on the definition of the “new” 

identity of Việt Nam and what it meant to be Vietnamese (Buttinger, 2013; Jamieson, 

1993). To make matters worse, Vietnamese people were seen as second-class citizens in 

their own country, brutally exploited by their colonizers and having to pay dues for 

citizenship and rights associated with it (Jamieson, 1993; Malarney, 2001). Art and 
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literature, created with the help of the culture’s new written language, Chữ Việt,6 were a 

means of expressing the struggles of the people and Vietnamese society (Buttinger et al., 

2013; Jamieson, 1993). Eventually this expression progressed to more assertive forms of 

resistance through war, and the demand for independence from France became stronger 

than it had ever been (Jamieson, 1993; Malarney 2001). The French were eventually 

overthrown by Việt Nam in 1954, but true independence for the whole country did not 

immediately follow (Goscha, 2016).  

 2.5.2.4 American influence. Of all the literature on Việt Nam, the most prevalent 

writings are related to the United States’ presence in Việt Nam due to the Vietnam War. 

Việt Nam had been politically unstable for almost 30 years before the war, with internal 

conflict increasing throughout this time and communism becoming more influential in 

the fight against colonialism (Buttinger et al., 2013; Jamieson, 1993). Initial encounters 

between Việt Nam and the United States began during Việt Nam’s resistance to the 

French and its attempts to gain independence from them (Jamieson, 1993). The United 

States aided its French allies because it feared a rise of communism in Asia (Duiker & 

Turley, 2013). Agreements in Geneva in 1954 established France’s ceasefire and retreat 

from the country, causing a temporary division of Việt Nam into North and South 

(Goscha, 2016; Jamieson, 1993; Osborne, Duiker & Turley, 2013; Salemink, 2003) and a 

call for an election in the following year to unify the country. Those leading the 

communist movement were confident they would win, however the United States and 

South Việt Nam refused to sign this final declaration (Osborne et al., 2013). This marked 

the beginning of the well-known Vietnam War (Kagan, 2002). 

                                                           
6 A phonetically written version of the language easily learned by all members of society regardless of their 

education. 
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 Americans were both adored and hated (Jamieson, 1993). They brought wealth 

and ideals of freedom to the nation but also war and a threat to traditional Vietnamese 

culture and identity (Jamieson, 1993). The United States initially granted support to the 

south through financial aid and military equipment but then dramatically increased its 

resources for South Vietnamese troops (Osborne et al., 2013). The cost of war affected 

both North and South Việt Nam. Many Vietnamese soldiers and civilians died during the 

war, with approximately 1.75 million killed and three million wounded (Kagan, 2002). 

The United States withdrew in 1973 and two years later South Việt Nam was invaded by 

the communist North. The Fall of Saigon on April 30, 1975, marking the end of the war 

(Duiker & Turley, 2013; Goscha, 2016; Jamieson, 1993; Lam, 2002). Việt Nam was 

renamed the Socialist Republic of Vietnam – Cộng Hòa Xã Hội Chủ Nghĩa Việt Nam 

(Hickey et al., 2012; Jamieson, 1993; Osborne et al., 2013).  

 2.5.3 Political setting. Communism rose out of the resistance against France and 

political conflict under the leadership of Nguyễn Ái Quốc or Hồ Chí Minh (Vasavakul, 

2002). North Việt Nam practiced communism for approximately 30 years prior to the end 

of the Vietnam War (Jamieson, 1993; Vasavakul, 2002), but after the reunification of 

North and South Việt Nam following the war, the entire country was communist 

(Vasavakul, 2002). Hồ Chí Minh incorporated Confucianism ideals of family and 

community into communist ideology but gave total control to the state (Hickey et al., 

2012; Vasavakul, 2002). Today Việt Nam is still a unified country under a communist 

government and is considered a socialist republic (Goscha, 2016; Hickey et al., 2012: 

Malarney, 2001; Vasavakul, 2002; Vietnam Government Portal, 2017).  



26 
 

   
 

 The phenomenon and experiences of the boat people are commonly known. 

Fearing political chaos and the potential torture that would follow, many Vietnamese 

people fled the country after the Fall of Saigon. There are claims of 750,000 immediately 

leaving after the war – though this number cannot be confirmed (Hafner, 2002). Freedom 

meant escaping by sea, and many sought passage across the Gulf of Thailand and the 

South China Sea on rickety boats (Hafner, 2002). Vietnamese refugees made their way to 

all parts of the world with a majority seeking refuge in Western countries (Hafner, 2002). 

The people of Việt Nam themselves became globalized. Members of families, including 

extended family, were separated, sometimes in different continents, with some family 

members remaining in Việt Nam. 

 2.5.4 Globalization. Economic globalization has changed Vietnamese society 

(Hugman et al., 2007; Nguyen, 2002; Nguyen et al., 2010). Similar to other “developing” 

countries, Việt Nam relies on international support to help its economy survive (Hickey 

et al., 2012; Jamieson, 1993). Following reunification, the government believed Việt 

Nam’s economic independence was achievable, but this was met with challenges 

resulting from the war: homelessness, death, and injury of many of its citizens, and 

difficulties in foreign affairs (Duiker & Turley, 2013). The Đổi Mới Policy (Renovation 

Policy) was introduced in 1986, and a free market, where sellers and consumers 

negotiated prices of goods and services without interference from the government, was 

permitted (Hickey et al., 2012; Jamieson, 1993; Zachary, 2002). Foreign investment and 

trade were encouraged. Việt Nam became a top exporter of rice and coffee and a site for 

foreign manufacturing (Zachary, 2002). The constitution was changed in 1992 to promote 

and focus on socioeconomic activities with a socialist-orientated market economy. 
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Production of goods and services was driven by supply and demand, prices were still 

negotiated between buyers and sellers, but production was also aimed at enhancing the 

nation’s economic development (Duiker & Turley, 2013; Palmowski 2008). This allowed 

Việt Nam to open its doors globally, and the country continues to focus on international 

partnerships for economic growth. 

 2.5.5 Ways of being and thinking. Religion is not thought of as an institution but 

as a way of life in Việt Nam, reflective of how people view the world and the way they 

carry themselves in their day to day activities in all aspects of their life. The phrase 

“triple religion” has been used to describe the more popular religions practiced in Việt 

Nam, Buddhism, alongside Taoism and Confucianism (Duiker & Turley, 2013; Hickey et 

al., 2012; Vietnam Government Portal, 2017). Buddhism has a focus on morality and 

enlightenment while Taoism focuses on a particular philosophical understanding of the 

world (Ashwell, 2005; Salemink, 2003). On the other hand, Confucianism emphasizes 

the family and a duty to put family first (Ashwell, 2005; Duiker & Turley, 2013; 

Salemink, 2003). Catholicism was introduced to Việt Nam by Portuguese explorers in the 

16th century and rapidly expanded under the French in the 19th century (Hickey et al., 

2012). Lastly, it is worth mentioning that ancestor worship is commonplace in all 

households, regardless of religious adherence or practice as well as social status (Vietnam 

Government Portal, 2017).  

2.6 Social Work and Việt Nam 
 

 As mentioned earlier, I researched social work in Việt Nam before I applied to a 

graduate program, but my search produced only a handful of articles. Over the course of 

my Master of Social Work program, I would continue to search, hoping to find more 
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information with my privileged access to journals. My initial search produced 

approximately ten articles. An additional seven articles were added by the time I finished 

my thesis. In the academic world, the lack of research articles can be perceived as either 

beneficial or detrimental for a research project, but it clearly points out that more research 

is necessary.  

 2.6.1 Social work history in Việt Nam. Social work in Việt Nam has a 

tumultuous history filled with growth, stagnation, resurgence, and revival. Not much has 

been documented about the history of the profession in Việt Nam or the foundational 

beginnings of social work in Viet Nam. There may be a variety of reasons for this that 

can neither be confirmed nor proven. However, the profession is not new to Việt Nam 

and has existed for decades. 

 Historically, foreign models of social work were used to develop the profession 

(Durst et al., 2010; Durst et al., 2006; Nguyen, 2002). Similar to other countries, social 

work in Việt Nam grew out of charitable programs implemented by the French to address 

social problems in the early 20th century. Such charities resulted in the creation of 

orphanages, schools for the blind and deaf, and hospices for seniors and disabled persons 

(Nguyen, 2002). The French Red Cross also provided a social work educational 

framework in Việt Nam up until 1975 (Nguyen, 2002). However, the implementation of 

the communist regime following the Fall of Saigon brought a halt to social work 

activities. The government associated the profession of social work with American ideals 

and values and saw it as a threat to the government (Durst et al., 2010; Durst et al., 2006; 

Hugman et al., 2009; Le, 2005; Nguyen, 2002). Despite this, small groups of social 

workers continued to meet from the late 1980s until the turn of the century to work at 
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reintegrating the profession into the post-war society and then to rebuild it (Nguyen, 

2002).  

 In the past decade, the profession has turned to international collaboration in its 

effort in development (Han et al., 2015; Hines et al., 2010; Hugman et al., 2009; 

Hugman, et al., 2007; Nguyen et al., 2010; Nguyen, 2002; Tran, 2015; Unicef, 2005). 

The risk of professional imperialism exists if both parties are not conscious of and critical 

about how this collaboration is carried out, especially if transference and borrowing of 

materials is used. Various individuals from Western countries have come into Việt Nam 

as consultants and/or teachers (M. Collins, personal communication, May 21, 2012; D. 

Durst, personal communication, January 16, 2012; Forgey, Cohen, & Chazin, 2003; R. 

Hugman, personal communication, May 17, 2012; Hugman et al., 2007; Unicef, 2005). 

Scholars who go to Việt Nam to teach can experience difficulty ensuring cultural 

appropriateness while delivering Western content in a Vietnamese setting (Cohen, 2017). 

Therefore, a solid foundational cultural understanding of Vietnamese beliefs and 

worldviews is essential for a meaningful transfer of knowledge and teaching approaches 

in a Vietnamese social work classroom (Cohen, 2017). 

 Consultants and teachers who do not have an in-depth understanding of 

Vietnamese culture may be problematic: without cultural knowledge, educational 

materials may be taught out of context, consultation may unintentionally be less focused 

on what makes cultural and contextual sense, and there is the potential for implicitly 

promoting Western practice as the standard (Cohen, 2017). In addition, these 

collaborations have included international educational exchanges, and individuals 

fortunate enough to receive an international graduate social work education are trained in 
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Western social work models (Cohen, 2017; Hugman et al., 2009; Nguyen, 2002; Nguyen 

et al., 2010). Current Vietnamese social work curricula have recently been assessed using 

a competency-based approach by Western scholars (Han et al., 2016; Hines et al., 2015). 

The assessors, however, found that the context, both cultural and structural, needed to be 

taken into account during the assessment process (Han et al., 2016; Hines et al., 2015). 

Hines et al. (2015) in a recent study state that “there are signs that during the involvement 

of international universities and experts, Vietnam has been thoughtfully adapting Western 

models to fit the country’s context” (p. 719). Transplantation of knowledge that is meant 

to “fit” Việt Nam’s context rather than foster the growth of an original contextualized 

social work can be an easy solution for developing social work education and practice in 

the country. The imposition of colonialist social work and modern-day professional 

imperialism in its most implicit forms will continue to be a risk to the development of 

social work in Việt Nam if there is not a continual critical reflection of this process.  

 2.6.2 Social work education. Education in social work has been a primary focus 

in the development of the profession in Việt Nam. The profession of social work was on 

its way to becoming well established with the development of new educational curricula 

being put in place. However, this ended on April 30, 1975 (Durst et al., 2010; Durst et al., 

2006; Hugman, et al., 2009; Le, 2005; Nguyen, 2002). Social work has been re-

introduced into Việt Nam over the past two decades, with the most rapid growth taking 

place in the past decade. A national curriculum for a four-year undergraduate social work 

degree was approved in 2004 under Decision 35 and educators paid more attention to the 

curriculum development (Durst et al., 2010; Durst et al., 2006; Le, 2005; Nguyen et al., 

2010; Vietnam Ministry of Education and Training, 2004). Before this, social work 
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education took the form of a two-year diploma (Durst et al., 2010; Durst et al., 2006; 

Hugman et al., 2007; Nguyen, 2002). However, with this change there is a need for 

qualified social work faculty who possess graduate degrees in social work or PhD-level 

education, qualified field supervisors, educational materials that are not Western based, 

the development of an appropriate model of field practice, and instructors who are 

seasoned and have extensive field experience (Durst et al., 2006; Hines et al., 2015; 

Hugman et al., 2009; Hugman et al., 2007; Nguyen et al., 2010; Nguyen, Nguyen, & 

Farber, 2017; Tran, 2015). Currently in Viet Nam, there are over 40 universities that offer 

an undergraduate program in social work (Nguyen et al., 2010; Nguyen et al., 2017; 

MOLISA, 2014). The first Master of Social Work curriculum was offered in 2010 (Durst 

et al., 2010). Four masters programs and two PhD programs are now currently offered, 

which were approved in 2015 (Nguyen et al, 2017). 

 2.6.3 Social issues and areas of practice. The Đổi Mới Policy (Renovation 

Policy) implemented in 1986 opened the door to a market economy and international 

trade (Hickey et al., 2012; Jamieson, 1993). However, the introduction of Đổi Mới and 

the impact of modernization created new social issues for Việt Nam (Hugman et al., 

2007; Nguyen et al., 2010; Nguyen, 2002) that include mental health and lack of mental 

health resources, high rates of poverty with an increasing gap between the rich and the 

poor and between urban and rural areas, increased numbers of vulnerable groups, such as 

seniors, exploited women and children, and individuals living with HIV/AIDS and 

addictions, increased human trafficking, rural-to-urban migration, homelessness and the 

dissolution of the traditional Vietnamese family (Cohen, 2017; Hugman et al., 2007; Le, 

2005; Nguyen et al., 2010; Nguyen, 2002; Unicef, 2005).  
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 Recognition and growth of the profession have been the primary focus of social 

work educators, practitioners and the government. The professionalization of social work 

was an issue that was resolved on April 3, 2010 by the Vietnamese government’s 

implementation of a professional job code for social work that officially recognized 

social work as a formal profession (Durst et al., 2010; IFSW, 2010; Nguyen et al., 2010; 

Tran, 2015). The government also passed an ambitious policy to train 60,000 

professionals and paraprofessionals in social work over a 10-year period from 2010 to 

2020 under Project 32 (IFSW, 2010; Nguyen et al., 2017; Nguyen, 2010; MOLISA, 

2014; Vietnam Office of the Prime Minister, 2010). However, because there were few 

qualified individuals with graduate degrees in social work, individuals from other social 

science disciplines, such as psychology and sociology, and who had experience in the 

field were called upon to teach (Durst, 2006; Hines et al, 2010; Hugman et al., 2009; 

Hugman et all, 2007; Nguyen et al., 2010). Lastly, social workers in Việt Nam have 

recently created a national association for social workers which belongs to the IFSW 

(Yuen, 2012), and 500 members joined the association in its first year (Nguyen, 2014). 

2.7 Lenses Used to Understand the Research 
 

 I used two perspectives for my research: anti-oppressive social work and critical 

theory. As a seasoned social worker, it may not make sense to identify anti-oppressive 

social work as a perspective that I used when the basis of all social work practice should 

be anti-oppressive. Anti-oppressive social work is an umbrella of practices, including 

approaches that use a critical focus. For this thesis, I used anti-oppressive approaches as a 

continual reminder to be aware of my conduct as a researcher and what this meant to 

those around me. I used critical theory to examine the hidden oppression and power that 
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exists and to serve as a framework to develop an understanding of the data that came out 

of the study. 

 2.7.1 Anti-oppressive social work. Anti-oppressive theories incorporate critical 

awareness about oppression and power in society and their connection to the unique 

experiences of the “Other” (Dominelli, 2002; Moosa-Mitha, 2005; Mullaly, 2002; 

Mullaly & West, 2018; Potts & Brown, 2005). Anti-oppressive practice seeks to identify 

social structures and social constructs, who has power and who is disempowered, in order 

to understand to whom and where the anti-oppressive practice should be focused (Baines, 

2011; Dominelli, 2002; Mullaly & West, 2018). Social justice is the goal of anti-

oppressive theory and practice, which emphasizes critical reflexivity, social inclusion, 

participatory action, and the experiences of the oppressed (Baines, 2011; Ife, 2012; 

Mullaly & West, 2018; Moosa-Mitha, 2005; Potts & Brown, 2005; Sin & Yan, 2003). 

More importantly, anti-oppressive theories emphasize the “not-knowing stance,” meaning 

the researcher is the student who is learning and not the expert (Moosa-Mitha, 2005, p. 

60; Potts & Brown, 2005).  

 Using anti-oppressive practice to carry out and inform my study is a natural 

extension of critical theory research. Using an anti-oppressive perspective in the study 

encouraged me to engage in respectful research practices, actively involve the 

participants, and work towards social action. More importantly, this approach encouraged 

me to be conscientious about how I carried out the research and the impact I had on 

others who were involved. It encouraged critical reflexivity about my power as a 

researcher and as a person of privilege. This anti-oppressive approach was also a constant 
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reminder of my privilege in society and the unique differences between me and the 

participants, despite our shared ancestry and my links to Việt Nam.  

 2.7.2 Critical theory. I used critical theory as the fundamental framework for my 

research. Critical theory draws from the works of Foucault (1980, 2001), Freire (2011), 

Fals-Borda (1991), and Fanon (1963) and centers on examining society and experiences 

of the oppressed to facilitate change (Calhoun, 2005; Mullaly, 2002; Salas, Sen, & Segal 

et al., 2010). Critical research utilizes socio-historical knowledge to provide insight into 

how inequality and oppression is reproduced (Muncie, 2006). A critical perspective 

understands that social, political, cultural, and ethnic history shapes current reality 

(Dominelli, 2002; Guba & Lincoln, 1994) and that humans live in a world where there is 

a struggle for power (Lincoln, Lynham, & Guba, 2011). Specific attention is paid to 

social structures and social constructs and the ways in which they privilege certain people 

while oppressing others (Creswell, 2007; Mullaly, 2002). Participants’ and researchers’ 

unique positionality – who they are and where they are located socially, politically, 

culturally, and ethnically – are respected, and these “places” shape the researcher’s and 

participant’s values and their knowledge (Guba & Lincoln, 1994). Therefore, knowledge 

is understood as being value laden and socially constructed (Guba & Lincoln, 1994; 

Lincoln et al., 2011).  

 Critical theory encourages anti-oppressive practice in research, which includes 

critical reflexivity and social inclusion (Baines, 2011; Sin & Yan, 2003). Knowledge is 

created by the researcher and participant who are interactively connected (Guba & 

Lincoln, 1994). This interaction is dialogical and dialectical in that both participant and 

researcher bring their points of view to bear on how change can happen and what actions 
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are required to bring about change (Guba & Lincoln, 1994). Beneath critical theory lies a 

realist perspective that creating consciousness about the restrains of social structures is 

the stepping stone to action and change (Rozas & Garran, 2016). Change requires critical 

reflection about one’s privilege in society, understanding the ways we also may be 

oppressed, and how we may address inequalities (Fals-Borda, 1991; Fanon, 1963; 

Foucault, 1980, 2001; Freire, 2011; Keenan, 2004; Mullaly, 2002; Oritz & Jani, 2010; 

Salas et al., 2010).  

2.8 Importance of the Research  

 General descriptions of social work in Việt Nam that call for indigenized social 

work curricula or social work education exist in the literature (Durst et al., 2010; Durst et 

al., 2006 Forgey et al., 2003; Hines et al., 2010; Hugman et al., 2009; Hugman et al., 

2007; Nguyen, 2002; Nguyen et al., 2010; Tran, 2015; Unicef, 2005), but a gap exists in 

terms of understanding Vietnamese social work curricula in relation to Vietnamese 

culture. Most of the current educational material in Việt Nam is written in English and is 

written from the perspective of Western social work. Instructors have to modify it and 

improvise because of the slow pace of developing their own materials (Nguyen et al., 

2010), which are essential for culturally and contextually appropriate social work practice 

in the growing field. 

It is unclear if social work educators in Việt Nam are making the claim that 

indigenized social work education is needed or if this has been identified by non-

Vietnamese social workers who do not reside in the country. Primary authors of literature 

on social work in Việt Nam are from Western countries and are frequently cited in the 

literature related to social work in Việt Nam. Associated Vietnamese authors are often 
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individuals who have received Western graduate social work degrees and have been 

mentored by these “experts,” often taking second authorship. These factors have the 

potential to translate into colonialist practice. In addition, the word “indigenization” does 

not translate easily into Vietnamese. Given that acknowledgement, indigenized social 

work has been used to describe strategies to create social work practice based on local 

cultural knowledge and expertise (Freire, 1998; Hugman et al., 2010; Rankopo, & Osei-

Hwedie, 2011). To reflect about indigenized social work education, the term indigenize 

needs to be deconstructed. Deep reflection about various aspects of existing social work 

education in Việt Nam is encouraged in order to understand the role of power and 

oppression as well as culture in Vietnamese social work education, if there is to be a 

change in the current curricula.  

Guided by a critical orientation, the aim of my research was to develop a deeper 

understanding of the current state of social work education in Việt Nam through the 

perspectives of social work educators in Việt Nam. The study’s goals were to describe 

the current context of social work education in Việt Nam; document how Vietnamese 

social work education was created and implemented while summarizing areas of growth 

and success as identified by Vietnamese social work educators; and analyze and explore 

the congruency between social work curricula and Vietnamese culture and the 

development of Vietnamese social work education in a modern globalized world. My 

research asked: “How do Vietnamese social work educators perceive the current state of 

social work education in Việt Nam?” In order to answer this question, my research 

needed to first capture the current context of social work education. This included the 

environment the education was being delivered, the structure of the curriculum and how 
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the curriculum was delivered. This context was needed to lay the foundation to then 

understand how current social work education in Việt Nam was perceived by social work 

educators in Việt Nam. 

2.9 Summary  

 In this chapter, I reviewed the existing knowledge on international social work, 

indigenized and decolonized social work, the history and social context of Việt Nam, and 

lastly, social work education in Việt Nam. International social work has a history of 

promoting Western theories and practices and continuing this should be questioned in this 

modern era of globalization. This form of colonialism has been countered by indigenized 

social work, characterized by a fit between social work approaches and culture. Social 

work in Việt Nam is currently in a period of regrowth and rebuilding, and the profession 

has received international support. A primary focus in this restructuring has been social 

work education. Considering the long and significant history of colonization in Việt Nam, 

the history of colonialist practice in international social work, and modern globalization, 

it is important to critically look at the development of social work education in Việt Nam. 

Furthermore, there is a gap in the literature on social work education in Việt Nam 

pertaining to its culturally congruent development. As such, my research attempts to fill 

this gap by drawing from the lived knowledge of social work educators in Việt Nam to 

discover how is social work education in Việt Nam is perceived by their educators, based 

on the current state of social work education in the country. 
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CHAPTER THREE 

APPROACHES TO GAINING AND SHARING KNOWLEDGE  

 

3.1 Introduction 

This chapter begins with a brief discussion on ethnography and its history to 

provide a foundational understanding for the critical ethnographic framework I used for 

this research. I then discuss the locations of fieldwork, study participants, and recruitment 

along with the research tools and how I implemented them in the study. Following this, I 

review my data analysis and the approaches I used. I also discuss the ethical 

considerations and limitations encountered during the research, followed by a short 

summary to conclude the chapter. 

3.2 Research Approach: Critical Ethnography 

  Theory, research, and practice are entangled elements of social work, and all 

three are needed for furthering best practices. As such, it was important to me to find a 

research methodology that would ensure that critical theory and anti-oppressive practice 

were put into action so the essence of my research did not die when the fieldwork was 

done or the thesis complete. More importantly, I wanted to showcase diverse and non-

traditional ways of gathering and sharing knowledge.   

I reviewed various qualitative research approaches, even entertaining the idea of 

combining methodologies. My search for a research methodology came to a halt when an 

article highlighted “empowerment agenda[s],” “the researcher becoming a change agent,” 

and a focus on “supporting the transformation of communities” (Barab, Thomas, Dodge, 

Squire, & Newell, 2004, pp. 254-255). These phrases spoke to me unlike anything I had 

read previously. They aligned with who I wanted to be as a researcher and social worker 
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as well as what I hoped society could be. The justification for using critical ethnography 

fit naturally for this study. I believed it embodied the heart of social work praxis with a 

sensitivity to social, historical, and cultural factors. More notably, it is a methodology 

that employs critical theory to address injustice and inequality (Daly, 2007). 

Ethnography is the study of cultures and societies with the intention to gain a 

better cultural understanding of a social phenomenon or issue (Bryne, 2001; Cherry, 

2000; Creswell, 2007; Fetterman, 1998). A strength of ethnography is that it encourages 

the researcher to participate in the social phenomenon or issue in action in its natural 

environment (Fetterman, 2008; Murchison, 2010). This immersion of the researcher 

within a real context is one of the hallmarks of ethnography (Hammersley & Atkinson, 

2007). In addition, this experience of “being there” firsthand provides a depth of 

understanding and contextual meaning of the topic(s) under study that is rich, unlike 

other methods that rely on interviews alone (Bryne, 2001; Murchison, 2010, p. 12; 

Reeves, Kuper, & Hodges, 2008). Tedlock (2013) describes ethnographic fieldwork as 

producing a mix of wonder and shock for the researcher, a result of immersing oneself in 

an environment drastically different from what they are familiar with. These experiences 

can alter pre-existing perceptions a person has about the reality they know (Murchison, 

2010). As such, the spirit of ethnography can be described as interpretive, reflexive in its 

process, interactive between researcher and participants, and both a process and a product 

that gives fuller meaning to human experience (Denzin, 1999; Fetterman, 2008; 

Hammersely & Atkinson, 2007; Tedlock, 2003). 

Ethnographic studies involve various data collection methods and techniques. The 

research methods a researcher decides to use as well as how they are used is dependent 
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on the study’s topic and focus (Gatson, 2011; Murchison, 2010; Reeves et al., 2008; 

Tedlock, 2003). Commonly utilized research methods in ethnographic research include 

participant observation, interviews, journaling, using documents, and artifacts (Creswell, 

2007; Reeves et al., 2008). Participant observation is often the primary method of 

collecting data as it allows the researcher to gain a unique perspective, unlike other data 

collection methods in qualitative research (Creswell, 2007; Mason & Bramble, 1997). 

Ideally, the researcher immerses themselves in the society or group they are studying for 

at least six months to a year so that they begin to internalize the beliefs, values, and 

behaviors of people within that society or group (Fetterman, 2008). Field notes are used 

to document what is seen and experienced during participant observation (Murchison, 

2010). Since ethnographers must remain open minded, many experiences arise over the 

course of fieldwork, and details about these experiences are important (Murchison, 2010). 

Journaling can assist with determining what is relevant to the research and can be done 

separately from field notes to keep personal thoughts apart from data (Murchison, 2010). 

Interviews offer valuable information to help explain what the researcher sees and help 

connect this to a larger context (Fetterman, 2010). Informal interviews are the most 

common and easiest to carry out and take the form of conversations. However, this kind 

of interview also raises ethical issues for the researcher (Fetterman, 2010). Ethnographic 

research can be described as a mix of chaos, creativity, intense work, and serendipity 

with a dash of luck (Fetterman, 2008). 

The goal of ethnographic fieldwork is to capture a contextual and rich description 

of the social unit or issue under study (Mason & Bramble, 1997). Ethnographic writing 

tends to be more informal than formal because of the nature of the research methods used 
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and data that are collected (Murchinson, 2010). However, the researcher does make a 

conscious decision to write either in the present or past (Fetterman, 2010; Murchinson, 

2010). Some ethnographers choose to further translate their findings into creative works 

that involve performance, creative non-fiction, or narrative stories with distinct story 

lines (Denzin, 1997, 1999; Tedlock, 2013). The final outcome is the transformation of 

research into an engaging piece of work that allows the reader or audience to feel as if 

they have experienced firsthand what the ethnographer is describing. 

It is worth mentioning that ethnography has historically been colonialist (Tedlock, 

2003). Earlier ethnographic studies constructed negative portrayals of people in other 

countries or cultures, which promoted ethnocentric ideas and values (Tedlock, 2003). 

This “classic” ethnography – where a distinction was made between the researcher and 

the Other – has been heavily criticized (Murchison, 2010). Furthermore, it created 

tensions for ethnographers around how involved researchers should be with participants 

and how this would impact research outcomes and relationships:  

Under the regime of colonialism, fieldwork produced two independent 

things: reportable non-participatory observation and non-reportable total 

participation. When ethnographers agreed to such a split, they cultivated 

rapport, not friendship, compassion not sympathy, respect not belief, 

understanding not solidarity, and admiration not love (Tedlock, 2011, p. 

332). 

 

In the past, researchers or ethnographers were encouraged to take the perspective of an 

outsider (Bryne, 2001). It was assumed that the ethnographer would remain impartial and 

untainted if they observed from a distance and active participation or involvement in the 

community would be detrimental to the research (Madison, 2012). However, successful 

ethnographic research realistically involves a careful balance of active participation, the 

ability and willingness to embrace another’s perspective, and the nurturing of 
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relationships by the ethnographer to capture a near accurate representation of the research 

topic that aligns with the participants’ perspectives (Fetterman, 2010).  

Like other research methodologies, ethnography has evolved over time. In the 

1920s, the Chicago School incorporated ethnography into its sociological research, and 

ethnography was used to reveal different perspectives, examine society and culture, and 

help facilitate change (Murchison, 2010). Interpretive ethnographies characterize 

ethnographic practices in the 21st century and incorporate various theories, paying special 

attention to marginalized voices and the dominant discourse (Denzin, 1997). Narrative 

approaches to ethnography are described as the translation of knowing into telling the 

way things happened (Tedlock, 2010). More importantly, ethnography is now a 

methodology that is ethically conscientious about interactions between researchers and 

participants to produce respectful and empowering research (Murchison, 2010). 

One of its new branches is critical ethnography. This method, which incorporates 

critical theory, is focused on the political while simultaneously aiming for engagement in 

social action (Carspecken, 1996; Creswell, 2007; Madison, 2005; Thomas, 1993). This is 

an ethnography that requires the researcher to go beyond description and make a 

conscious effort to be analytic and create meaning (Muecke, 1994). Engaging in this 

analytical thinking and meaning making also requires examining the power and privilege 

that exists in societies (Barab et al., 2004; Madison, 2012; Thomas, 1993; Vandenburg & 

Hall, 2011) and the historical, social, and political conditions that contribute to the 

imbalance of power across time to the present day (Daly, 2007). A critical ethnographer 

is intentional in looking beyond superficial appearances and examines the deeper hidden 

processes of power and control, challenging current situations which have been taken for 
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granted (Madison, 2005, 2012). There is also special attention paid to power relationships 

– who has power and why they have power (Carspecken, 1996). The critical 

ethnographer takes a clear position and is an activist (Madison, 2012). The research is 

focused on what is but also what could be (Carspecken, 1996; Madison, 2012), and it is 

inclusive and respectful of the participants’ experience, the researcher’s experience, and 

how these experiences connect and intersect (Denzin, 1999). Researchers who engage in 

critical ethnography will “use the resources, skills, and privileges available to her to make 

accessible … the voices and experiences of subjects whose stories are otherwise 

restrained out of reach” (Madison, 2005, p. 5). This means researchers must take deeper 

introspection into their positionality in relation to power and privilege and recognize this 

positionality influences the subjective approach in critical ethnographic research 

(Carspecken, 1996; Madison, 2005; Thomas, 1993). Transparency with positionality is 

demanded of researchers, who also need to be ethically responsibility for their own 

perspectives in research so voices of the other can be heard (Carspecken, 1996; Madison, 

2012). Lastly, critical ethnography utilizes a narrative voice to highlight and understand 

personal experiences of existing societal oppression, how culture adapts to this 

oppression, and the moments when this oppression is resisted to create a cause for 

political action (Denzin, 1999).   

There are a few differing aspects of implementing critical ethnographical research 

as compared to ethnography. Critical ethnography employs various methods like 

ethnography, but participant observation and dialogue (interviews) are utilized more 

often in critical ethnography (Carspecken, 1996; Madison, 2005, 2012). Participant 

observation allows the research to obtain the setting or the “background horizon” so there 
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is a better understanding of the participants and their structures (Carspecken, 1996, p. 

121). Carspecken (1996) also emphasizes the need for self-reflection within observation 

so the researcher can address how their values bias the research. Interviews are 

considered a beneficial method because they can capture a participant’s truth about a 

matter with deeper reflection (Madison, 2005). Two commonly utilized interview 

approaches in critical ethnography are used: the Spradley model and the Patton model 

(Madison, 2005, 2012; Patton, 1990; Spradley, 1979; Thomas, 1993). The Spradley 

model (1979) utilizes three kinds of questions: descriptive questions, which use tour, 

example, experience and native-language approaches to questions, to depict a concrete 

phenomenon void of ideas, abstract concepts and emotion; structural or explanation 

questions which are questions that help to explain descriptions and are concurrently asked 

with descriptive questions; and contrast questions which intend to conjure the uniqueness 

and distinctness of a phenomenon by comparing and contrasting (Madison, 2005, 2012). 

The Patton model (1990) uses the following questioning: behavior/experience, 

opinion/value, feeling, knowledge, sensory, and background demographic questions. To 

capture the current context of social work curricula in Việt Nam, descriptive questions 

and explanation questions from the Spradley model were used as well as 

background/demographic questions from the Patton model. Behavior or experience 

questions from the Patton model were used to capture how social work educators were 

creating and delivering the curriculum, and opinion and value questions from this model 

were used to obtain insight from social work educators Việt Nam about Vietnamese 

social work curricula. However, it is important to note that interviews alone should not be 

used and observations, field notes, naturalistic inquiry and an examination of societal 
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structures through policies, documents and books are a part of data collection 

(Carspecken, 1996; Critical ethnography, 2008). In addition to these differences, critical 

ethnography encourages “positive naïveness” where the researcher takes the stance of not 

knowing and trusts in the knowledge of the participants (Madison, 2005, p. 26). It also 

urges researchers to be reflective of their status differences and how power can be a 

privilege or a disadvantage to others in the study (Carspecken, 1996; Madison 2012). 

There is also special attention by the research to the sociopsychological factors that 

influence how and what is being said by participants in critical ethnography (Madison, 

2005, 2012). The Gorden model (2003) covers these dimensions, reminding the 

researcher to be conscious of how responses may be impacted through degree of ego 

threat, degree of forgetting, degree of generalization, degree of subjective experience, 

conscious versus unconscious experience, degree of trauma, and degree of etiquette. 

These can also be viewed as limitations, and a few of these will be discussed in the 

limitations section.  

Using critical ethnography, I believe I was able to obtain the depth of information 

needed to understand the current state of social work education in Việt Nam, how its 

culture, history, and power have interacted with and influenced its social work curricula, 

and how it has shaped Vietnamese social work educators’ perspectives. The cultural 

focus in my methodology was vital to the study because culture has been used 

oppressively in international social work pedagogy, even as it has been used as a tool to 

empower clients in social work practice. The use of a critical ethnographic methodology 

allowed me to observe and experience Vietnamese social work education as it occurred in 

its natural state. Critical ethnography connects the personal to the political, and the aim of 
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using this methodology was to constructively critique social work education in Việt Nam 

while also envisioning what it could be.  

3.3 Locations of Fieldwork and Recruitment  

3.3.1 Locations of fieldwork. The study took place in Thành Phố Hồ Chí Minh, 

and three sites were chosen for the study. Universities in Thành Phố Hồ Chí Minh were 

initially chosen as this city was what I was personally familiar with; my familial roots, 

family history, and understanding of Vietnamese culture stemmed from this location. I 

anticipated that my adaptability to this setting would not be as difficult as I had some pre-

existing knowledge and familiarization of the area. This location is also significant in the 

history of social work and the country’s history. Forms of social work, such as 

community development, community health, and local organizations have existed in 

South Việt Nam since 1975, and social work diplomas were first offered in the south 

(Durst et al., 2006; Hugman et al., 2009; Nguyen, 2002). This location was also the site 

of the end of the Việt Nam War, leading to the country’s reunification (Hickey et al., 

2012; Jamieson, 1993). These universities offered education in social work and had 

faculty members who were trained in social work or were teaching social work classes. 

Initially, two universities in Thành Phố Hồ Chí Minh and one university in Thành Phố Hà 

Nội were identified as potential study location sites. However, arrangements and the 

necessary documentation were not confirmed by the university in Thành Phố Hà Nội 

before I left Canada, and time restraints while I was in Việt Nam did not allow for an 

extended stay at the location. Instead, three locations in Thành Phố Hồ Chí Minh were 

used. Because of the small community of social work educators in Việt Nam and for the 
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protection of the participants and their respective universities, these sites will not be 

identified.  

Preparations for visiting universities and eventually recruiting participants at these 

universities involved consultation with gatekeepers and key informants (KI) who were 

social workers and/or social work educators in Việt Nam. Gatekeepers were individuals 

who initially helped to provide introduction to universities and their social work 

educators. Gatekeepers were researchers, social workers in the field, and social work 

educators. A few of these gatekeepers became key informants. The key informants were 

social work educators who had inside knowledge about social work education in Việt 

Nam and who were able to identify sites and individuals who would be willing to 

participate in the study. They were also social workers in the field. Key informants and 

gatekeepers were found through previous Master of Social Work graduates at the 

University of Regina, published scholars, and Vietnamese social work websites. Initial 

communication was done through email where I introduced the study but also my 

connection and roots to Việt Nam. In most cases, I communicated with more than one 

individual at each prospective university and consistent communication with these 

individuals started approximately two months prior to my departure from Canada. At two 

of the universities, key informants provided support with obtaining permission at their 

respective universities. In the other case, a gatekeeper identified an individual who had 

substantial international experience. Upon arrival in Việt Nam and after an informal 

meeting, I was connected to the head of the social work faculty in one of Thành Phố Hồ 

Chí Minh’s prestigious universities, and as a result, the faculty at this university offered 
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support and resources. I ensured time was spent at each university to meet and visit 

faculty as well acquaint myself with each university’s environment.   

 3.3.2 Recruitment. The recruitment took place in two stages: I first identified 

university locations of fieldwork and then recruited participants within these locations. In 

all three locations, I provided a letter of introduction (see Appendix A) to initial contacts, 

and the universities also received a letter of introduction from the Acting Dean of Social 

Work at the University of Regina to confirm my research (see Appendix B). After being 

acquainted with key informants and gatekeepers when I arrived to Việt Nam, I used 

convenience sampling and snowball sampling to recruit participants with their support.  

During my initial visit to each university, I met all social work faculty members. I 

felt it was important to talk about my personal connections to Việt Nam as well as my 

experiences as a social worker and as a student. I took time during these initial meetings 

to discuss my research and what I intended to achieve. I also allotted time for faculty to 

ask any questions about my desire to do research on social work education in Việt Nam. 

Faculty were invited to take part in the research and were asked to contact me if they 

were interested in participating. I also distributed the recruitment letter at this time (see 

Appendix C). Participation was confirmed through email, and in some cases, the key 

informant was used as a messenger to inform me of their participation. 

Participants had a wide range of social work and teaching experience. Participants 

were social work educators and faculty members from these universities. Nine 

participants took part in the research. Some were new to teaching and to the field of 

social work whereas others had at least 25 years of experience in teaching and social 

work activities. Most individuals possessed a unique mix of teaching experience and 
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social work experience with more experience in one area than the other. Individuals came 

from diverse educational backgrounds; only a few had social work backgrounds, which 

mirrored the existing information of social work education in Việt Nam. Some 

participants were also key informants who provided consultation and support in the 

planning process and during the implementation of the research, aiding with visits and 

access to classrooms and providing class materials and space to conduct interviews. 

3.4 Research Methods and Tools 

Critical ethnography emphasizes observations and interviews but does follow the 

same flexibility as ethnography. I used four research methods to collect the data: 

participant observation, interviews, documents and artifacts, and reflective journaling. 

The decision to use multiple methods in the data collection was based on my desire to 

capture, as best I could, a holistic perspective. In addition, each method offered strengths 

that compensated for the weaknesses of the other methods. Using these methods together 

allowed for a broad understanding of social work education in Việt Nam that also 

respected an understanding of diverse ways of knowing. These methods served as a 

general guideline on how to collect information, and they were flexible and open to 

change as I collected data. It is difficult to anticipate conditions or barriers in fieldwork 

before the researcher’s arrival and adaptation to the environment, particularly in an 

international context. This study was no exception as there were a few instances in which 

methods had to be adapted to the context.  

I took numerous precautions to protect and secure the data. I kept the data on me 

when travelling from a site to my residence in Việt Nam, where it was locked in a drawer 

in a locked room. I kept the keys for both the drawer and the room on me until my 
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departure from Việt Nam. During travel back to Canada, I kept the data in my carry-on 

baggage, and upon arrival in Canada, I kept the data in a locked drawer. Any data that 

was converted into an electronic document was safely stored on an encrypted and 

password protected external hard drive and on a password protected laptop. After 

successful completion of the thesis, the data will be stored at the University of Regina for 

five years to ensure the security and confidentiality of the data. 

 3.4.1 Learning through watching (participant observation). Participant 

observation is the active participation of the researcher in the study (Cherry, 2000; 

Creswell, 2007). It includes observation of the physical context, the activities carried out, 

my feelings and thoughts, and interactions with participants on and off educational 

settings (Reeves et al., 2008). As mentioned earlier, critical ethnography also pays close 

attention to who and what has power and why (Carspecken, 1996; Madison, 2012; 

Thomas 1993). In the study, my observations were focused on interactions between 

people and their environments, including between participants and myself, among 

participants in the classroom, participants with educational material, and among 

participants in the educational setting. Specifically, I looked for the unique role of 

culture, history, and power in social work education. I recorded all observations in 

detailed written field notes. I kept field notes in English, and Vietnamese phrases were 

documented whenever possible. Field notes were written in the field. In some instances, 

field notes were written after participant observation (e.g., after interviews). These notes 

were reviewed daily to assist with my reflections on my power within the research and to 

begin finding commonalities. Written field notes were converted into electronic 

documents at a later time for ease of data analysis.  
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 Participant observation provided a unique layer of understanding to the study. 

Observation of interaction between educators, educators in their classrooms, and my 

interaction with educators provided additional understanding about social work education 

in Việt Nam that could not be obtained through interviews. It was a way of viewing 

social work educators’ perceptions of social work education in action. In addition, 

participant observation allowed me to experience cultural nuances. The strength of this 

method was that it offered an opportunity to experience social work education in Việt 

Nam as it was in “the real world,” and allowed me to formulate my own understanding 

and reflections about social work education in Việt Nam through experience and its 

relation to culture, history, and power. For instance, in my field notes I wrote: an 

informal meeting was arranged by a participant to be held off university grounds. During 

the discussion, the participant told me “more about the politics of the faculty,” and how 

“the university wanted to appoint someone to be the Dean of Social Work [but] … The 

faculty voted and instead the current dean has been put in place.” 

 3.4.2 Learning through conversations (interviews). I used interviews to 

encourage critical dialogue about social work education in Việt Nam. I initially planned 

to have participants take part in two formal semi-structured interviews. However, because 

of time constraints and participants’ busy schedules, I conducted only one formal in-

person interview with each participant, and participants were given the option to take part 

in written follow-up email correspondence. Through the interviews, I hoped to obtain an 

understanding of social work education in Việt Nam as well as participants’ perceptions 

of social work education that were drawn from participants’ personal experiences of 

teaching social work.  
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I used two interview approaches. The semi-structured formal interviews began 

with descriptive and structure/explanation questions from the Spradley Model as well as 

background and demographic questions from the Patton model; interviews then moved 

into opinion/value from the Patton Model (See Appendix D). The use of these questions 

allowed me to obtain a general overview of what current social work education looked 

like, how participants experienced the development of social work education, and how 

they viewed the development of social work education in Việt Nam as a whole. In 

addition to formal semi-structured interviews, I also engaged in informal conversations 

with the participants. These conversations helped to build rapport but were also useful to 

obtain further information about perspectives on social work education or for further 

clarification. 

 All of the formal interviews were audio recorded. The interviews were conducted 

in Vietnamese whenever possible using a translator. There were some instances where I 

used the translator only minimally, if the participant possessed good comprehension of 

English and their Vietnamese accent was familiar to me (i.e., Southern Vietnamese). 

Informal interviews and conversations were not audio recorded, and field notes of these 

conversation were taken instead.  

 3.4.3 Documents and artifacts. There are different methods of understanding, 

making meaning, and creating knowledge through our experiences, and then representing 

this understanding and knowledge (Muecke, 1994). For this reason, I also used 

documents and artifacts in my research. These included social work textbooks currently 

used in the curricula, social work materials created by social work educators, and 

educational policies that provided a framework for social work education in Việt Nam. 
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Any tangible items collected at field sites were used for data as well. Documents and 

artifacts were collected throughout the study with the permission of participants.  

 The collection of documents in Việt Nam was important to the study since access 

to Vietnamese materials in Canada is very limited. However, access to these materials 

generally required the privileged access of an educator, which was done for the research. 

These Vietnamese documents gave me access to materials written by Vietnamese social 

workers and social work educators. It is important to note that I did not analyze lengthy 

documents, such as textbooks, in depth due to study feasibility and manageability. I 

analyzed all documents for their cultural content and differences from Western resources, 

use of Western sources and theories, and general themes consistent with data derived 

from other methods. Documents selected were related to social work course material, 

social work educational research in Việt Nam or social education policy and were created 

from 2004 onwards. Each document was read in its entirety.9 I looked for and 

highlighted English phrases within the text, references with Western authors, references 

with Vietnamese authors, Western theories that were utilized in the material as well as 

social work education policy specific to Việt Nam. These highlighted phrases were 

copied into the NVivo program to be analyzed along with the rest of the data. 

3.4.4 Reflective journaling. Reflexivity in research with a critical theoretical 

focus is imperative (Carspecken, 1996; Daly, 2007). It highlights the position of the 

researcher in relation to the study participants: being transparent about your beliefs and 

values is an important aspect of critical research (Daly, 2007). Reflective journaling is an 

important channel for the researcher to document what she is seeing and experiencing, 

the progression of the research, and reflections and insights about the research. Journaling 



  54 

 

   
 

was a place where I reflected critically about my positionality, the different roles I played 

in the research, and how I addressed this throughout the study. Using this method created 

an opportunity for critical analysis about the information I obtained and the interactions I 

had in the field. I completed reflective journal entries a couple days after field outings to 

let a sufficient amount of time pass so that I could thoughtfully reflect on the new 

information. Entries included reflections on culture and power, how they impacted social 

work education, insight about how social work education was carried out, and how 

culturally congruent these approaches were. The journal was reviewed daily for emerging 

themes and biases. Lastly, this method allowed me to make preliminary interpretations of 

what was arising from the study while acknowledging the ethical implications I 

encountered during the research. For instance, my first interview was a stark reminder of 

being mindful of colonialist practice and what this ethically meant. I journaled 

I did not anticipate how asking for a private room to interview would be 

negatively construed. I was fortunate to be quick in that moment, and I realized 

this could be viewed as interrogation based on the historical context of the 

country and social work. I also realized in that moment I was potentially bringing 

in and imposing my version of Western social work ethics and practice. What 

does confidentiality mean in a collectivist country and is how we practice it based 

on Western culture? Offering a choice for location of interview was actually a 

form of indigenized practice and removing my power as a researcher. 

 

3.5 Approaches to Understanding New Information: Data Analysis  

A thematic analysis is an analytical approach that organizes and describes data 

while identifying patterns present in the research and is commonly used in ethnography 

(Braun & Clarke, 2006; Bryne, 2001; Creswell & Poth, 2018; Madison, 2005, 2012; 

Reeves et al., 2008). It can be flexible with no pre-set approach, allowing the researcher’s 

epistemology to determine the approach to developing the final themes (Bryne, 2001; 

Creswell, 2007; Reeves et al., 2008). Thematic analysis can also provide more insight 
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into other aspects of the topic under study that were not considered in the past (Boyatzis, 

1998). Themes are common ideas derived from codes, which are descriptive or inferred 

information gathered in a study (Creswell & Poth, 2018; Elliot, 2018). Braun and Clarke 

(2006) provide a guideline for thematic analysis, which occurs in six phases: 1) the 

researcher reading and re-reading their data to familiarize themselves with it, 2) 

developing initial codes by selecting interesting aspects of the data across the data set, 3) 

organizing codes into possible themes, 4) looking over themes to confirm the relatedness 

of themes to codes and their consistency across the data, 5) labeling and defining themes, 

and 6) presenting them in a logical, clear, concise, and vivid narrative. Because 

ethnographic produces a large amount of data, the researcher is encouraged to file 

information in categories, which can be determined from initial analysis of information 

while they are still in the field (Murchison, 2010). Patterns of behavior and thought 

across all the data are explored, and comparisons between patterns are made (Creswell & 

Poth, 2018; Fetterman, 2010). Ensuring rigor is upheld is a priority for researchers using 

any ethnographic method. 

The flexibility offered in thematic analysis is an asset to critical ethnographical 

research. Thematic analysis can align with constructivist epistemologies and critical 

realism – the ideas that knowledge can be derived from subjective experience and that 

human behavior is the result of both individual and structural factors (Braun & Clarke, 

2006). It is a data analysis method that “works both to reflect reality and to unpick or 

unravel the surface of ‘reality’” (Braun & Clarke, 2006, p. 81). For critical ethnography, 

special attention is paid to analyzing the underlying structures and processes of power 

which contribute to oppression and a closer examination on the manifestations of 
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oppression on individual and cultural levels as well as participants’ interaction with 

oppression (Carspecken, 1996; Critical ethnography, 2008; Madison, 2005, 2012; 

Thomas, 1993). The social, historical and political conditions that have led to the present 

phenomenon are also a part of critical ethnographic analysis (Daly, 2007; Madison, 2005, 

2012; Thomas, 1993). A thematic analysis in critical ethnography includes uncovering 

patterns not only to describe a phenomenon but also to understand behaviors and 

thoughts that contribute to power and oppression in a given phenomenon as they connect 

to culture, history, politics, society, and self.  

 A thematic analytical approach allowed me to apply a constructionist framework 

so a critical perspective could be used to help understand what roles culture and power 

played in Vietnamese social work education and social work educators’ perspectives. A 

constructivist approach “seeks to theorize the sociocultural contexts, and structural 

conditions, that enable the individual accounts that are provided” (Braun & Clarke, 2006, 

p. 85).  Furthermore, engaging and  

“doing” critical theory means investigating our research sites, our own methods 

and motives, our tactics of scholarly representation, and our structures of our own 

privilege. It means repeated and explicitly asking, Who benefits? Who decides? 

Who decides who decides? Does it have to be this way? What are the 

alternatives? (Hamera, 2011, p. 319) 

 

This is congruent with and complimentary to critical ethnographic research in the 

discovery of what exists while eliciting values and beliefs by uncovering what could be 

(Carspecken, 1996; Madison 2005, 2012; Thomas, 1993) and make it possible to 

understand the meaning behind what people are doing and why (Hammersley & 

Atkinson, 2007). 
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Before analysis of the data could begin, I compared the English and Vietnamese 

transcriptions. Each interview was transcribed in Vietnamese first and then translated into 

English. It is important to note that small portions of the interviews were not transcribed 

into Vietnamese first as some participants chose to reply in English because some social 

work terms only exist in English and not in Vietnamese. I compared the transcriptions 

and had numerous conversations with the transcriber to ensure that the translation was as 

close as possible to the original Vietnamese meaning. Participants were given the 

opportunity to review their transcripts to ensure accuracy and to add comments to the 

information they provided (see Appendix E). Participants also had the option to 

participate in the data analysis. 

 I used a bottom up approach or inductive approach to coding so that I could better 

capture current context as well as participants’ thoughts and perspectives. The succession 

of all these analytic phases was intended to achieve breadth and depth in the data analysis 

by looking at the smallest components of data, and from an abstract perspective, to 

capture a comprehensive understanding of what I discovered in the field. Following 

Braun and Clark’s (2006) outline on thematic analysis, phase one included an initial 

review of all the data obtained from all of the research methods and a quick read through 

of all of these materials was done. I reflected on the information and documented any 

potential biases. After spending some time with the data and my reflections, I developed 

initial codes (phase 2). I used descriptive and NVivo coding to examine the data. 

Descriptive coding acts as the foundation for developing basic codes or descriptions to 

understand what was seen and heard, whereas NVivo coding uses verbatim speech or 

short phrases (Saldaña, 2013). NVivo coding is particularly useful for research that 
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emphasizes participants’ voices, action research, and educational ethnographies (Saldaña, 

2013). I coded and analyzed the data derived from each method for patterns and 

developed a list of codes that I shared with the participants and incorporated their 

feedback. The codes were reviewed across methods and were collated to categorize data 

to develop broader themes. In this third phase of thematic analysis, I used focused coding 

where the most frequent codes are searched for to develop major and significant themes 

from the research (Saldaña, 2013). I reviewed codes and their associated themes to ensure 

their applicability across the data for the fourth phase of analysis. Themes were then 

given a name and defined in further detail, allowing the data to come to life through 

written text and the finalizing of the last two phases of the thematic analysis. I presented 

the key themes and critical insights in narrative form, using verbatim quotations and the 

ethnographic past tense to reflect that the current state of social work education in Việt 

Nam at that time. Although the ethnographic present is commonly used, the ethnographic 

past tense is helpful if the research focuses on historical or cultural change and the 

“potential for change” (Murchinson, 2010, p. 207; see also Fetterman, 2010). All coding 

used NVivo 10, a qualitative data analysis program (QSR International, 2012). In 

addition, throughout the coding process, I was conscientious in applying a critical 

perspective to the emerging codes and resulting themes and continually reflexive about 

my values and biases as they impacted the analysis. 

I used the specific approaches to coding and analysis mentioned above to 

intentionally help me discover key patterns and themes in Vietnamese social work 

educators’ perception of the current state of social work education in Việt Nam. My 

analysis resulted in a thick description the current contexts of social work education in 
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Việt Nam and a deeper understanding of Vietnamese social work educators’ perceptions. 

This analytic approach also brought depth of understanding to why social work educators 

in Việt Nam viewed the current state of Vietnamese social work education the way they 

did. More importantly, it allowed me to discover systems and processes of power within 

social work education in Việt Nam and how social work educators in Việt Nam would 

ideally address these. 

3.6 Ethical Concerns  

 The Research Ethics Board (REB) at the University of Regina approved my 

research plan on January 24, 2013 and renewed it the following year (see Appendix F). In 

addition to REB review and approval, University of Regina students travelling outside of 

Canada for fieldwork or research are required to take extra health and safety precautions 

and must review any reports, precautions, and warnings about the country in which the 

fieldwork or research is taking place (University of Regina, 2008). I was required to 

develop a safety plan, a list of contacts for both Việt Nam and Canada, and review and 

complete necessary forms for the Health, Safety and Environment Department at the 

University of Regina (See Appendix G for the Assumption of Risks Agreement Form and 

Appendix H for my safety plan). The safety plan, list of contacts, and Assumption of 

Risks Agreement Form was kept in my student file by my supervisor at the Saskatoon 

Campus. In addition, an initialed copy of the Government of Canada’s travel advisory on 

Việt Nam which cautioned visitors to “exercise a high degree of caution” (Government of 

Canada, 2013) was forwarded to Graduate Studies and Health, Safety and Environment, 

University of Regina for their records (See Appendix G for the Assumption of Risks 

Agreement Form and Appendix I for the Government of Canada Travel Advisory: 
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Vietnam). Permission to conduct the study was also obtained from the appropriate 

persons in Việt Nam (i.e., the deans of social work) at each site and included either 

formal registration and approval. The process for research approval at each university 

varied. All three universities required a stamped letter of introduction from the dean of 

social work at the University of Regina, but one required that I also submit a proposal of 

my activities and follow up outcome of these activities (see Appendix B) and two 

required university identification for access onto their campuses. I was strongly 

encouraged by key informants to carry a copy of my visa, passport, and any letters of 

research approval from the respective university, should I have difficulty entering 

university grounds. 

The risk to participants was anticipated to be low since the study focused on 

participants’ perceptions of social work education. However, I considered that those with 

perspectives that may not align with the state could be at higher risk and extra precaution 

with anonymity was taken because of this. In addition, participants were able to decline 

participating or withdraw from the research at any time. Participants were informed that 

they did not need to answer any questions that caused them discomfort. I also paid close 

attention to any perceived discomfort by participants and was willing to end field work 

(participant observation and interviews) if needed. Fortunately, I did not have to end any 

field work for these reasons. Informed consent was obtained by participants prior to 

gathering data, and participants had the opportunity to ask questions about the research 

both during and after our conversations (see Appendix J). More importantly, coercion and 

participant deception were not a part of my research, and I did not anticipate any harm or 

risk to participants. 
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3.6.1 Rigor and trustworthiness. As with any qualitative research, the rigor or 

strength of the research findings and their trustworthiness are important (Lincoln et al., 

2011). In qualitative research, rigor and trustworthiness are equivalent to validity and 

reliability, or dependability, in quantitative approaches (Lincoln et al., 2011). Validity 

examines if the study results are accurate and if the research studied what it intended to. 

Reliability, or dependability looks at whether the research can be replicated with similar 

results. However, these concepts take on a different meaning in a qualitative research 

setting (Golafshani, 2003). Rigor and trustworthiness ensure the quality of the research 

findings without surrendering relevance to the qualitative focus of the research (Krefting, 

1991). Guba (1981) offered four points of consideration for researchers in achieving rigor 

and trustworthiness in their research: truth value, applicability, consistency, and 

neutrality. These four points have evolved into credibility, transferability, dependability, 

and confirmability as a means of ensuring the rigor and trustworthiness of the research 

(Lincoln & Guba, 1985). 

Rigor and trustworthiness in this study was achieved by utilizing credibility, 

dependability and confirmability. Credibility of research can be enhanced by reflexivity, 

prolonged and varied field experience, interviews, and triangulation (Krefting, 1991; 

Lincoln & Guba, 1985). Reflexivity is demanded in critical ethnography, and the use of 

the reflective journal allowed me to examine the influence of my own background, views 

and perceptions based on power, privilege, and biases in the research process and the 

study. Awareness of these biases allowed me to address these issues and alter and adapt 

my research appropriately. Prolonged engagement with participants allows researchers to 

observe reappearing patterns over time (Lincoln & Guba, 1985). Critical ethnography 



  62 

 

   
 

should be done over a longer period of time so the research is able to immerse 

themselves. My stay in Việt Nam was approximately three months, which allowed me an 

extended amount of time with participants to build stronger relationships. I used various 

locations of study which allowed me to see patterns across locations. The use of 

interviews also allowed me to see common patterns in perspectives across social work 

educators in more depth. The use of NVivo coding and verbatim quotations ensured 

participants’ thoughts and views were represented. Triangulation is a basic expectation in 

any ethnography (Fetterman, 2009; Golafshani, 2003). The study used triangulation of 

data methods and of data sources (i.e., field observations, interviews, using artifacts and 

documents, and reflective journaling) which allowed various points of information across 

time, space and people to be represented in the themes. Dependability of research is also 

strengthened by triangulation but in code-recoding procedures as well. I reviewed the 

data three times during coding for each method and across methods, and I checked my 

analysis with the participants who volunteered to be a part of this stage to ensure that 

themes captured what they had shared across all the data. Lastly, the study achieved 

confirmability through triangulation and reflexivity, which were explained above. 

 3.6.2 Positionality. Self-reflexivity required in critical ethnography led me to 

consider my unique positionality. The concept of double consciousness – the idea that 

there are two worldviews and, at times, two conflicting values and beliefs that exist 

within one person (Tedlock, 2013) – is the best way to describe how I situated myself 

during my research. My position in this study was unique and contradictory. As a person 

of Vietnamese ancestry, I shared commonalities with the participants in terms of culture 

and language as well as personal ties to Việt Nam. I was connected through personal 
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history, culture, ethnicity, and family ties. I could understand the language to a certain 

degree. Yet, I was different because my understanding of Vietnamese culture was shaped 

in a different context than the participants’. I cannot speak Vietnamese fluently, and 

when I speak, it is with a Canadian accent. I am also a person of Chinese ancestry. I am 

privileged because I am a Canadian, a Việt Kiều,7 whose family was able to leave Việt 

Nam because we had money. I could be perceived as privileged by social workers in Việt 

Nam because I am a graduate-level academic trained in Western social work. I was a 

researcher in a position of power in this study. However, in Vietnamese academia, the 

participants were in positions of power as teachers, and I was viewed as a student at 

times. I was perceived as being either Western or Vietnamese in my conduct and either a 

teacher or a student. I was an “insider,” an “outsider,” both, and neither. The implications 

of these perceptions may have been that participants potentially viewed me as an expert 

with the answers or a person of the same ancestry coming “home” to help. Other 

implications came along with positions of power. Participants potentially would do as 

asked because of my affluence or respond in ways which they viewed a Western scholar 

would approve of. On the other hand, sharing the same ancestry may have potentially 

caused participants to assume I knew everything about Vietnamese culture and being a 

student may have brought less credibility to who I was as researcher. This positionality 

left me in a strange place to navigate throughout my study, which I still reflect on to this 

day. 

Reflexivity played a vital role in acknowledging my own privilege, power, and 

biases, and it shaped the way I interacted with people and my environment as well as how 

                                                           
7 Việt Kieu are Vietnamese foreigners who were born in Việt Nam but left the country and live in other 

nations. The term is also applied to children of Vietnamese-born parents who do not live in Việt Nam. 
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I carried out the research. Although I shared commonalities in personal ancestry, my 

positions of power were situated in ethnicity and culture. As a person of Chinese 

ancestry, my roots were that of a colonizer, and as a person who lived in Canadian 

culture, I was affluent. I needed to walk into the research humbly, giving the participants’ 

knowledge more precedence. More importantly, my education was a source of power 

because it was Western. My awareness of how my social work knowledge and practice 

have been shaped by a Western context allowed me to do more research on social work 

practice in other parts of the world and explore existing cultural approaches to social 

work. I conversed with other scholars, who shared a similar positionality juxtaposed 

between cultures, about their practice experiences and how they conceptualized research. 

Preparation for this research forced me to become better acquainted with Vietnamese 

history and heritage so I could strengthen my “Vietnamese lens” to counter my dominant 

Western lens. I initially viewed critical ethnography as an application to people and a 

phenomenon and quickly learned that critical ethnography also applied to me in the same 

degree. 

3.6.3 Location and time. The logistics of the research were constrained because I 

lived in Canada and the research sites were in Việt Nam. Participant recruitment was 

difficult when it was done from this distance. As such, the use of key informants became 

central. I relied on key informants to identify fieldwork sites and on their support to 

recruit participants. In addition, financially feasible airfare to Việt Nam required booking 

my ticket months in advance. This meant I had a specific time frame in which to prepare 

for the study, including initiating contact with key informants, building rapport with 

them, consulting them about recruitment, and obtaining permission and approval from 
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Vietnamese universities. I chose Thành Phố Hồ Chí Minh as my location because of 

resources and study feasibility. It is worth noting that visitors to Việt Nam are allowed to 

stay in the country for up to six months and no longer. Ethnographic research ideally 

occurs over long periods of time, but because of resources, the manageability of the 

study, and personal commitments in Canada, I was only able to stay in Việt Nam for 

three months. As a result, the time I had to collect data was limited. 

3.6.4 Translation. As with any international and cross-cultural research, I had 

concerns about accurately capturing ideas and thoughts in a foreign language. Although I 

have good oral comprehension and have some speaking ability of Vietnamese, I used a 

translator for my research. Most of the participants were able to speak and comprehend 

some English, however, the research needed to be carried out in Vietnamese to be able to 

accurately reflect a Vietnamese understanding of social work education. Issues with using 

a translator were mitigated by my oral comprehension, constant clarification between the 

translator and myself, and checks with the participants. In addition, a multilingual 

transcriber was used for the transcription of the interviews and documents. Translation 

concerns that arose generally had to do with word equivalents and determining the most 

suitable term to be used. Both the translator and transcriber were chosen based on a 

combination of their work and life experiences in the social sciences as well as translation 

experience.  

3.6.5 Confidentiality and anonymity. Confidentiality and anonymity are 

primary ethical concerns in any research, and concerns about them arose in my study 

because of differences in cultural ways of being, political setting and research orientation. 

As mentioned earlier, the participants came from a small close-knit social work 
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community. Because these participants had played major roles in the ongoing 

development of social work education and the profession in Việt Nam, there was a 

greater chance participants would be recognized. There were cultural differences 

regarding confidentiality and privacy, and this translated into participants being more 

open with others about the research process and their interactions with me than I would 

have liked as compared to Canadian research contexts. The notion of confidentiality in 

the context of research, coupled with cultural differences, caused a few instances where 

confidentiality was compromised. In addition, anonymity was important to address from 

a human rights perspective due to the political context of the country and potential 

negative implications of expressing oneself. However, I took steps to ensure 

confidentiality and anonymity were honoured. Interestingly, quantitative research had a 

larger presence than qualitative research in the universities I visited. Extra effort was 

taken to explain qualitative research, the importance of confidentiality, the expectations 

of the University of Regina in conducting research, and my adherence to the Canadian 

Social Work Code of Ethics. These conversations allowed any misconceptions to be 

cleared up. It is worth noting that these conversations sparked interest and curiosity 

among participants as the above points were topics Vietnamese social workers were 

trying to address. Participants’ information and data were assigned participant numbers, 

and no identifying information, such as names or university affiliation, were used in the 

presentation of the results, findings and references. 

3.7 Research Limitations 

 While I did my best to address potential concerns, there were limitations to this 

study. The first limitation was the locations of study were situated only in South Việt 
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Nam, specifically Thành Phố Hồ Chí Minh. I had attempted to have one location in North 

Việt Nam, but this did not happen. Therefore, this study’s findings are specific and 

unique to Thành Phố Hồ Chí Minh and may not be transferable to other locations. In 

addition, not all social work educators in this study come from a social work background; 

the perspectives are representative of those who teach social work education in Việt Nam 

with various educational backgrounds. Another noteworthy limitation arose from the 

country’s political context: freedom of speech was an anticipated concern, and this may 

have had an impact on participant responses. Gorden’s (2003) degree of etiquette as well 

as degree of ego threat – the omission or unexpressed views due to norms and responding 

in ways that avoid negative emotions – may have applied. Participants may not have gone 

into as much depth as they would have liked in their responses. Considering the history of 

social work in Việt Nam, participants may have potentially responded in ways that 

favoured the preferred perspective of the government. The implementation of numerous 

interviews, informal conversations, multiple visits and a longer data collection period was 

put in place to address this issue but censoring the expression of certain views seemed a 

normal everyday reality for participants. Language was another limitation previously 

noted. Translation of terms can be difficult. This is a common limitation in cultural 

research and the use of translators and transcribers who were fluent in both English and 

Vietnamese was implemented to address this. However, not all concepts translate or 

transfer well, and intended messages may have been slightly altered. Time was also a 

limitation; more time in the field would have lent to richer data and deeper insights of 

social work educators’ perspectives. Data collection was also completed at a particular 

point in time. The findings are representative of that moment in time and may not be 



  68 

 

   
 

transferable to the present state since culture and society are continually changing. Lastly, 

critical ethnographic research highlights the researcher’s positionality (Carspecken, 1996; 

Thomas, 1993). What Gorden (2003) coins as the degree of subjective experience may be 

a limitation for the study, that is, the factors that contribute to how experience and 

knowledge. Therefore, it is important to revisit my social work training and education. 

While my roots and certain ways of being and knowing are Vietnamese, my perspective 

is not purely Vietnamese. I cannot deny that I come into the study with a Western 

perspective, even though I took measures to counter my Western self. My observations 

and understanding of what I saw and heard came from a Vietnamese and a Western lens. 

However, I did my best to consciously represent Vietnamese social work educators’ 

perspectives and voices first and foremost by engaging in continual reflexivity of my 

biases and acknowledging and addressing my privileges throughout the study. Critical 

ethnography is a constant process of reflection, implementation, and re-evaluation which 

requires adaptability. In alignment with the philosophies of critical ethnography, I did my 

best to address aspects of power within the study’s design and implementation. 

3.8 Summary 

 I chose a critical ethnographic approach to guide my research as it allowed me to 

capture the current state of social work education in Việt Nam but also perspectives of 

social work educators in Việt Nam to reflect on their curricula to what it could be. Three 

universities in Thành Phố Hồ Chí Minh were involved in the study, and a total of nine 

educators participated. I used a combination of methods to help me gain a comprehensive 

understanding of the current state of social work education in Việt Nam as well as their 

educators’ perspectives on this education. A combination of participant observation, 



  69 

 

   
 

semi-structured formal interviews, unstructured informal interviews, reviewing and 

interpreting documents and artifacts, and reflective journaling were used to collect the 

data. The data analysis was informed by thematic analysis with a critical focus. Lastly, I 

encountered and addressed various and unique ethical concerns and research limitations 

to the best of my ability. 
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CHAPTER FOUR 

WHAT IS KNOWN: KNOWLEDGE GAINED 

4.1 Introduction 

 Critical ethnography can be an overwhelming research approach due to the 

“mountains of data” it produces (Fetterman, 2010, p. 2). This was certainly the case for 

my study. This was the point where Vietnamese social work educators’ thoughts about 

social work education in Việt Nam brought the research to life, making it the rich and 

thick authentic, local experience that ethnography demands. 

 This chapter presents the findings arising from my research question: how do 

Vietnamese social work educators perceive the current state of social work education in 

Việt Nam? As mentioned in earlier chapters, in order to understand how the current state 

of social work education in Việt Nam was perceived by their social work educators, my 

research needed to first depict the context of social work education at that moment in 

time (educational environment, curriculum structure, and curriculum delivery). 

Vietnamese social work educators provided this contextualization as the basis to better 

explain how they perceived the current state social work of social work in Việt Nam. This 

research aimed to depict and describe modern social work education, how the curricula 

was developed and delivered, and to explore the congruence of social work education in 

Việt Nam and to Vietnamese culture. To meet these aims, the findings or new knowledge 

are presented in sections representing commonalities (codes). Each section provides a 

description of the context, followed by the social work educators’ perceptions where 

applicable. This organization mirrors the flow of the conversations that took place with 

social work educators. First, I illustrate the educational environment, including a 
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description of social work educators and their students. I then present the classroom and 

the curricula in detail. Lastly, this is followed by a presentation of what social work 

educators felt their roles and expectations were within social work education in Việt 

Nam.  

4.2 The Vietnamese Educational Environment 

 The cultural differences and nuances experienced in Việt Nam’s educational 

environment could not have been anticipated by the “book learning” I undertook prior to 

entering the country. My immersion in the Vietnamese educational environment provided 

a contextual understanding of social work education in Việt Nam. Four impressions stood 

out: the physical layout of the universities and classrooms, the respect for education and 

recognition of the privilege it brought, the sense of community, and the resources 

available. These impressions are essential to contextually understand the new knowledge 

I unraveled from Vietnamese social work educators’ insights into how they viewed the 

current state of their education. 

  4.2.1 Physical layout: University and classroom. On the first day of my 

fieldwork, it was clear that the layout, size, and structure of the three universities were 

different from Canadian universities. As I wrote in my field notes, “the faculties are not 

all located within one building, but it is more open. It is a modest-sized university 

compared to universities in Canada. Faculties have a few rooms allocated to them.” Each 

university was unique. There were hints of Thành Phố Hồ Chí Minh’s history but also 

hints of a modern version of the city where one could see new buildings. 

 The universities were gated with common areas (courtyards, groups of tables, 

sheltered spaces) designated for students to congregate. Bus stops were strategically 
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placed at each university’s front doorstep. If visitors looked carefully, you could see 

small images of deities tucked away in small areas or offices. Social work offices and 

classrooms in the three universities were consistent in their layout. As I wrote in my field 

notes: 

 Social work offices . . . were . . . minimalistic. The social work office is 

small. There is no receptionist . . . [the office] is very open. This area 

appears to be for faculty members and staff only. There are no students 

around. 

 

The office was a common area only open to faculty and staff where they could check 

emails, get coffee, and chat with their colleagues. Faculty had very little working space, 

and workspaces were communal. They had access to several computers, but computers 

were shared since there were not enough computers for each faculty member. This was a 

common configuration across universities. 

 In two of the universities, classrooms were not located on the main campuses, 

which educators told me is common in Việt Nam. Most universities have off campus 

buildings dedicated to classrooms. Take my first visit to a classroom:  

. . . as we travel, this location is far from the main campus [18km away] . . . we 

soon reach the campus and I notice that there is a sign with a list of universities 

and arrows pointing to where the classrooms are. 

 

There was minimal technology and furniture in these rooms. A typical classroom had 

only a chalkboard and rows of wooden desks with wooden seats attached to them. 

Classrooms were often crowded with two or three students sharing a desk. There was also 

a desk for the teacher and a screen for PowerPoint presentations in these classrooms. The 

only technology in the classrooms were audio jacks for microphones, small sets of 

speakers, and small projectors to which educators connected their personal laptops to 

deliver class materials.  
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 Attention to this physical context of social work education in Việt Nam provided 

a framework to better understand the other information social work educators provided. 

This physical context also provided hints to what social work educators Việt Nam would 

highlight in their perceptions later in the study. One educator who received training in the 

United States commented on how different the social work settings were between Việt 

Nam and Western countries. However, for educators, this arrangement was the norm.  

 4.2.2 Education and privilege. I learned the privilege of education in Việt Nam 

on my first day of fieldwork: “I enter the gate and I am immediately stopped by a security 

person. I am asked for my identification and provide my letter of acceptance by the 

university. I am immediately let in.” Everyday people pass by universities but cannot 

enter their gates without written permission. A typical experience entering university 

grounds included interactions with security guards. The ability to walk onto university 

grounds was a privilege. Two universities required visiting scholars to obtain special 

identification cards to access university grounds. Visiting scholars were also encouraged 

to provide and carry university acceptance letters on their person as formally documented 

proof of approval by university officials. These letters, documentation and identification 

were all key to access the universities.  

 High respect for education characterized the academic culture which I observed in 

interactions between students and teachers and between colleagues. Students referred to 

their instructors as “Cô” or “Thầy” (female teacher and male teacher, respectively). First 

names and last names were never used. Students would bow when greeting teachers. 

Scholars who were not teachers were given the same respect. Beyond the physical 

classroom setting, students were just as respectful. On a field placement outing, I 
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witnessed students greeting the teacher with a bow and then turning to me to do the same. 

Faculty demonstrated the same level of respect to each other. At a faculty meeting, I 

observed that people were asked to talk and did not jump in. Educators across all field 

locations of study in the research expressed the view that possessing a university 

education was esteemed. Education offered special access and privileges in society as 

well as a level of status. With this status also came respect. 

 4.2.3 Sense of community. Community and camaraderie were apparent in social 

work educators’ teaching activities and practice. The concept of community presented 

itself in and outside the classroom. This was seen through group work, classes focusing 

on community issues, integration of family and community in case studies, the types of 

assignments given, classroom discussions, and community organizing activities social 

work educators engaged in outside the classroom. 

 Every aspect of education focused on moving beyond the individual, shifting 

attention to the importance of community in practice. An educator stated, “For effective 

social work practice, we need to understand thoroughly the cultural elements of families 

and communities in Việt Nam.” A sense of community in the classroom was applied by 

assigning students into groups to work together for the semester. Teachers fostered 

camaraderie in their classes, and I observed encouragement to students to work as a 

collective rather than independently: “The teacher notices two students working alone . . . 

and strongly encourages them to work with the larger group.” Course content was always 

connected back to a broader societal context, and students were reminded that the 

community should be included in planning and implementation. In one class, I observed 

the teacher discussing a case study and encouraging students to think about how the 
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community could influence clients’ decision making but also the social workers’ 

interaction with clients. 

Educators explained that the sense of community was shaped by Việt Nam’s 

history and culture. One educator elaborated: “people have the tradition of living in 

communities, [therefore the] collective spirit is high … people have always come 

together to help others even in everyday life.” Another educator expressed that there was 

also a long “tradition of helping others in difficult times” and “in their misfortune.” She 

explained that from a young age, Vietnamese children are taught to be compassionate 

towards other people, and as such, “Vietnamese people always have high solidarity, 

mutual affection, care for and help each other.” Social work was an extension of this 

value, and educators stated they did social work for the love of people. It was these 

cultural sentiments that allowed social work to be accepted by the government and 

revived as a profession.  

Educators voiced a desire to build a cohesive social work community to bring 

more consistency across all curricula. One educator said this meant: “establishing a 

National Social Work Education Council to investigate, monitor and evaluate social work 

curriculums, contents, and practicum in all institutions all over the country.” Educators 

envisioned a unified group of social workers working together across the country through 

the national association of social workers to advance education, the profession and to 

speak to policies on a macro level. This included the development of a Code of Ethics 

(which has since been developed) so social workers can work collectively work 

“alongside the government” as one community. Educators expressed the desire to be able 
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to make decisions about the curriculum and professional development but were mindful 

that there were government standards and expectations that needed to be met. 

 4.2.4 Resources. Lack of resources was a phrase commonly iterated in all the 

literature on social work education in Việt Nam. I was able to witness what this meant in 

reality. In addition, these observations would support what educators shared.  

 Mirroring the bare offices and classrooms, the resources available to students and 

educators were also minimal. On an initial visit to one of the universities, I noticed the 

faculty’s bookshelf. Books were locked in a cabinet, and there were only single copies, 

categorized by numbers lining the binding. There was one row of psychology books. 

These were predominately in English and appeared to be outdated by 10-15 years. There 

were also numerous sociology books in both English and some in Vietnamese, which 

were the only Vietnamese books I saw. There were also some Vietnamese documents 

concerning local educational policy. There were a small number of social work texts on 

the next shelf – about 10 – and they were old. Social work texts were a small fraction of 

the materials in the overall collection. Beside the texts were bounded materials, possibly 

reports. This was a common observation as I visited other universities. There were no 

new additions to these collections for the duration of my stay. I was also told that most of 

these resources had been donated by international colleagues, and students did not have 

access to these resources, only photocopies.  

 Educators reiterated they “really lack of materials,” and it was the “… same 

situation over the whole country.” Many materials were translated. Finding resources 

beyond the faculty classrooms was also difficult, although I managed to find several 

social work texts in one bookstore. Educators shared that books were not available to the 
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general public and distribution of these materials was limited with one educator 

informing me, “access to materials is very difficult in Việt Nam.” Most of these texts 

were photocopies of texts printed by a university with no illustrations. Original bound 

textbooks were a scarcity. I paid $30 Canadian for a small stack of books, which would 

be considered expensive for a Vietnamese person. These were the kinds of texts used by 

the students I observed.  

 The textbooks educators used to develop their lesson plans were commonly 

written by Western authors and/or were outdated. One educator explained:  

Most of [the] social work materials have been . . . taught in Việt Nam are 

from foreign countries like [the] US, Philippines, UK, Canada, etc. . . . It 

is natural because social work stemmed from [the] UK, US, and others. 

Việt Nam followed the modern countries …   

 

Educators agreed that one of the greatest barriers was appropriateness of available 

materials to the Vietnamese landscape and context. Many of the educators elaborated on 

this incongruence, as expressed by one educator: 

I think there are not many suitable materials, because Vietnamese culture 

is a bit different from other cultures. Social work is a field we adopt from 

Western countries, so the materials are not very suitable. Our faculty . . . 

have been working in community development for many years, but I still 

use materials on community development written by Philippine scholars, 

or those in the US, Australia, and Canada. 

 

Educators would add case studies to existing material to reflect the Vietnamese context, 

but educators stated it was not enough.  

 One educator stated: “We still need . . . social work materials and experiences 

from friends [around] the world. But we also need to develop . . . social work material 

ourselves.” He added: 

This is a critical story of social workers in Việt Nam. We usually discuss . 

. . how to transfer the foreign social work theories into [a] Vietnamese 
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context and make it indigenous. I think it is reasonable to prepare social 

work educational materials suitable to the native culture, but this needs . . . 

appropriate time and effort.  

 

Key informants (K. I.) and participants indicated that there were very few local resources 

written by Vietnamese authors. There was a push to develop Vietnamese materials from 

the government, universities, and educators themselves, to expand social work education. 

One educator emphasized the “great demand for culturally appropriate materials.” 

Educators developed entirely new resources and material, writing books for their own 

universities. These local resources were published by universities, receiving formal 

approval from the university and then from the government. One educator shared: “Each 

university uses its own materials . . . Of course, all these teaching materials are developed 

based on the structure and framework of social work in general.” However, local 

resources were not necessarily shared between universities. One educator stated: 

“Universities also edit their own books to use within their universities. . . We don’t use 

other [university’s] books.” Despite knowing other universities have developed 

resources, educators continued to use the resources created in their home universities.  

4.3 Sinh Viên: The Students 

 4.3.1 Before entering social work. When describing how students entered social 

work education, educators elaborated on the process to generally enter university in Việt 

Nam. They recognized their process was different from what I knew and wanted to 

provide this context so I could better understand their programs and the students in their 

programs. Educators also felt this background information would help me better 

understand how they perceived the issues they faced teaching social work and in 

structuring the curricula the way they wished. 



  79 
 

   
 

 In Việt Nam, students must choose their specialties while they are still in high 

school, identifying a first and second choice course of study. Students take a final 

examination – the university entrance examination – at the end of their secondary studies 

and must pass to be eligible for university. Recruitment by educators begins at this point, 

and each university is allotted a certain number of spots. One educator explained: “Every 

year, [my] university recruits the students via the national entry exam in July. The annual 

quota of my university . . . is about 300 for three branches: sociology, social work, and 

Southeast Asia studies.” The marks from the entrance exams are compared against the 

university entry criteria and criteria from the program of first choice to determine 

eligibility. If students do not meet the criteria for their first choice, marks are compared 

against the criteria for their second choice. Notably, social work educators are not 

involved in selecting students for their programs. The university selects social work 

students “according to the exam results.” Some universities have additional admission 

criteria to only admit students who identify social work as their first choice. One educator 

explained: 

We don’t accept students of second choice, only first choice. Because 

students need to make up their minds if they want to pursue social work, 

and only when they are sure of their choice can they be willing to stick 

with it, so we only accept students to whom social work is their first 

choice. Most other programs . . . accept students of second choice . . . our 

social work program does not accept students of second choice, they must 

register and pass the exams. 

 

At the time of the study, educators indicated that the competition for admittance into 

social work increased because the demand for social work is increasing vis-à-vis other 

professions. An educator stated that, “It’s hard to get admitted to this program, not easy.” 

Students can enter either a college stream or a university stream of social work. However, 
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an educator stated: “Normally, in Việt Nam, university graduates are more 

appreciated/given more priority than college graduates,” and entry into university 

programs is more common. On the other hand, an educator noted that it was: “difficult to 

evaluate students when they first enroll in the program . . . some college students achieve 

better outcomes than university students.” Regardless of stream, admission into social 

work is competitive and earning a spot is considered a privilege. 

 4.3.2 Who are the students? In my field observations of classes, most students 

were younger in age, approximately in their late teens and early twenties. Educators 

stated that students were often very young and mostly female. Observations also found 

that female students outnumbered males consistently across classes, and upper level 

advanced classes were smaller in number and had approximately 20 students, while lower 

level core classes had three to four times more students. College classes had even higher 

classroom enrollment.   

 Because universities in South Việt Nam were in my study, I assumed the students 

would originate from South Việt Nam and/or Thành Phố Hồ Chí Minh. However, 

educators across all universities stated that most of their student body was not from the 

South. One educator shared her observations: 

. . . the majority of students come from central and north Việt Nam. We 

are in southern Việt Nam but very few students are from the south. 

Students from Sài Gòn, we can count on fingertips, one to two students 

[per] class, same with the south and west regions. Most of them are from 

central and northern provinces 

 

Another educator further described students who attempt to apply into social work:  

We have very few students from Thành Phố Hồ Chí Minh . . . the number 

of applicants who register in Thành Phố Hồ Chí Minh to apply for social 

work. Most of the students are from other regions in the country, such as 

Northern, Central and Southwest provinces.  
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When educators were asked to reflect on the reasons as to why fewer students in their 

universities were from the south, they stated this underrepresentation may be attributed to 

affluent students being more interested in other disciplines, lack of overall program 

availability in the country resulting in higher competition, students going to other closer 

Southern universities that offered the program, and high admission requirements into 

certain universities resulting in more competition. An educator explained: 

This major is not available in [some] regions. Or some universities, say in 

Hà Nội, are so difficult to get in. Some universities in the South already 

have this major, such as Đồng Tháp and Đà Lạt University.  

 

Another educator clarified:  

Students from Thành Phố Hồ Chí Minh, most of them come from middle, 

upper-middle-class families, so they prefer studying in fields that they 

don’t need to sacrifice, work hard . . . We do have applicants from Thành 

Phố Hồ Chí Minh every year, but very few. . . Students from big cities are 

from well-off families, they want to study fields like IT, event organizing . 

. . other things.  

 

In this explanation, it is important to note that Thành Phố Hồ Chí Minh is home to 

internal migrants who come from affluent backgrounds, and these rationales may be 

specific to Thành Phố Hồ Chí Minh. Educators found students who were attracted to 

social work came from modest upbringings and possessed lived experience of the social 

issues they studied: “Students are from other provinces, remote areas, far away from here. 

They mostly come from a more humble background so they experience financial and 

social difficulties already. . . [and] they want to do something to give back to their 

communities and the country.”  

4.3.3 Social work as a choice. Educators informed me the number of students 

who pursue social work is increasing. Longstanding social work programs have trained 

20 classes of social work students. Of the universities I studied, most universities have 
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about 400 students in their social work program, with about 100 students per year. One 

educator estimated “[since] July 2007 . . . our first admission round, the social department 

has trained six classes of students, from 2007 to 2012, [with a] total [of] about 550 

students.”  

When the social work programs were first started, social work was not the first 

choice of profession for students. For some students, according to one educator, “social 

work [was] their last resort because they failed other majors, thus they were not 

motivated.” Another educator reflected on the first class of the program and stated that 

students “did not want to study social work because it was a new field.” However, 

students’ ranking of social work is changing, and more students are pursuing social work 

as their first option. Educators noticed changes in the competition ratio: 

The competition ratio keeps increasing [every year] . . . in the last 

university entrance exam, [the] social work department boasted the top 

competition ratio in the university. Competition ratio means . . . if there 

are 100 students registered for [the] social work major then we will 

choose 10, so the ratio is 1 out of 10.  

 

Educators also observed differences in investment and motivation of students who select 

social work as their primary choice and were admitted into the program.  

For students who choose social work as the first option, they already have 

researched and thought it through . . . They have at least some 

understanding and interest in this field. It’s not the second or third option 

but the first . . . they are more eager to learn and willing to devote 

themselves much more to studying.   

 

 Educators were attuned to students’ concerns. One noted: “When students 

enrolled in social work, they were very worried about their future, as they didn’t know 

what they could do with a social work degree, so they were anxious.” Students became 

invested over time.   
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4.4 Thầy và Cô Giáo: Social Work Educators 

Because education is held in high esteem in Vietnamese culture, educators are 

well respected in Vietnamese society. Within the universities, social work was a new 

discipline and so educators felt that they may have been treated differently and not as 

equally by university management as compared to other departments and faculties. 

Additionally, higher ranked positions within these departments and faculties were 

possessed by individuals who had more experience – educational, field and teaching – 

and/or were individuals with Northern Vietnamese roots. Backgrounds in social work 

education were preferred. Western social work education was perceived as the ideal. 

However, it was not feasible option because “it is too expensive” and “hard to get 

funding” for. Graduate education, especially doctorate education, was favored. 

 4.4.1 Staff. The departments and faculty of social work at the universities I 

studied comprised of at least 10 staff members. One of the universities was a social work 

department of “three regular lecturers and about ten invited lecturers,” according to a 

staff member, but this same university has doubled its faculty to six regular lecturers who 

teach social work. Another university had 23 staff members, 19 of which were academic 

staff, while the third university had 24 staff members, including faculty who were abroad. 

In addition, it was common for these universities to have visiting, part-time, and external 

lecturers teach courses. Although not considered faculty or staff, approximately 30 field 

supervisors at different social agencies were connected to each university.  

 4.4.2 Education. Most educators I spoke to possessed graduate degrees. 

However, there were few educators who possessed degrees in social work, bachelor or 

graduate. There were four participants with social work degrees (three with a bachelor’s 
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degree and one with a master degree), with one having received their degree before 1975. 

Most educators received their graduate degrees in another discipline. I was informed that 

“the majority of teachers are moved from other departments . . . Very few lecturers are 

trained in social work” and that “faculty might have [a] background in philosophy, 

psychology, education, or even history” but “people move here because they like social 

work.” A few educators obtained their graduate degrees in another country. One educator 

described his faculty’s education:  

[Those with] master’s degrees . . . one studied in the UK for two years, the 

first year in social work and the second year in education . . . Another was 

trained in psychology and one person was trained in [the] Philippines in 

social work. 

 

Those who received or were in the process of obtaining a master in social work did so at 

an international institution. One educator explained her reasoning for going outside the 

country: “I finished a master program of social work in the USA . . . Since social work is 

a new profession in Việt Nam, not many universities offer social work education.” 

Educators indicated receiving graduate-level social work education outside of the country 

was the norm. There were only two Master of Social Work programs within the country 

at the time of the study: one program solely belonging to Việt Nam at the School of 

Social Science and Humanities in Hà Nội and the other a joint program between the 

School of Labor and Social Affairs and the Philippine Women Studies.  

 Interestingly, educators who were new to teaching were young but possessed 

baccalaureate social work education. What was unique about these educators was that 

they were once students of the universities they now taught in. During their studies, their 

universities had selected them to become social work educators. Faculty picked their best 
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students who they perceived as having the potential to be educators. One educator 

recalled his own experience: 

I was a student of the social work program in this university. My class was 

the first class of graduates in social work, so the university intended to 

train us as young lecturers. During my studies, they tracked my record and 

set some challenges to test my ability. 

 

Another educator had a similar experience: “My class was the first university class of 

social work at the campus . . . Therefore, it was intended to prepare the human resources 

for university. [and throughout my studies] my teachers would assess and evaluate my 

teaching capacity/pedagogical competence.”  

 4.4.3 Field experience. Although many of the educators did not have social work 

degrees, they possessed years of field experience. More seasoned and mature educators 

had decades of varied field experience. This experience was indispensable for developing 

the social work curricula and teaching various areas of social work. They had extensive 

experience facilitating social work training courses, conducting research, and translating 

social work material. Other educators’ field experiences included work with MOLISA 

(Ministry of Labors, Invalids and Social Affairs) as well as issues affecting children, 

families, trafficked women, poor communities, people living with disabilities, and 

community-based social development projects. One educator added that for younger 

educators: “. . . [there] are few who have the field experience.” Younger educators 

admitted their field experience was limited to their volunteer and practicum experiences. 

Educators indicated that one of the barriers in the growth of education and the profession 

was that younger educators did not have a breadth of experience to draw from to teach as 

compared to their mature counterparts.  
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 Although educators were currently employed, many of them sought out more field 

experiences. This included paid opportunities, volunteer experiences, or both. Young 

educators recognized they needed to gain additional post-bachelor field experience. An 

experienced educator further clarified the desire for more field experience: “The social 

work department had to develop the whole curriculum and internship program. We had to 

gain experience and draw lessons while working, as teachers are from various 

backgrounds, so we kept learning from different sources.” Another educator added, “to 

be an effective teacher meant having experience in that field.” Some educators continued 

to work in the field while teaching as a way to grow the profession.  

 4.4.4 Teaching experience. Overall teaching experience ranged from as little as 

three years to two decades. Most educators taught in different disciplines before moving 

to social work. However, most of the educators have been teaching in their social work 

programs since their inception in 2005-2007. More teaching experience was valued 

overall. 

 Newer and younger educators are not allowed to teach right after receiving their 

social work degrees despite having been chosen for this. After graduating from their 

social work programs, they receive additional pedagogical training. This included 

practicing teaching in front of experienced educators. These educators expressed that it 

was a rigorous process. One of the younger educators recalled the progression she 

underwent: 

When I started, I didn’t teach right away. I attended classes taught by 

more experienced lecturers and observed them. Then I practiced giving 

lectures to the older teachers before I could start teaching on my own. It 

took me about six, seven months to be an official lecturer. I have been 

teaching for almost four years. It’s almost four years, but at first, I was 

only learning and practicing.  
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4.5 The Curriculum and the Classroom 

  4.5.1 Evolution of social work programs.  Open University was the first 

university to offer a social work program in the country after liberation in 1975. It was 

also at Open University that social work as a discipline was formalized and made official. 

One educator provided this history: 

Ms. Nguyen Thi Oanh and some other experts who were trained before 

1975 worked together to develop social work as a profession and 

approached MOET (Ministry of Education and Training). Only at the end 

of 2004, the educational code for social work was published. Social work 

was officially offered as a field or major in universities then. 

 

  One educator stated that despite social work “[being] established in 1992 [at Open 

University] . . . the Women Studies department taught gender studies and social work.” 

According to educators, social work had existed for some time before 2004. However, 

educators stated it was hidden in other departments such as sociology, women’s studies, 

and social protection. One educator stated that in some cases, social work was “not 

considered a department but rather a specialized subject under the management of the 

school.” Another educator claimed social work education had existed in the country for 

two decades. Even though most social work departments were not officially formalized 

by the government until after 2005, each university historically had some form of social 

work programming. Currently, three levels of social work training exist: formal 

university training, formal college training, and formal secondary training. 

 It is important to note that departments and faculties are not synonymous. 

Departments focus on generalized learning in a specified area whereas faculties are 

divided into specialties in an area. Coincidentally, upon my arrival to Việt Nam, one of 
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the universities received approval for their social work department to become a faculty. 

An educator explained:  

Before, we taught social work in general, but according to [the] 

Vietnamese mechanism [i.e. process], after becoming [a] faculty, we have 

to divide into three departments: [the] Department of Social Work, [the] 

Department of Community Development, and [the] Department of Social 

Work Counseling.  

 

Educators felt that in this circumstance, social work education at the bachelor level 

should be generalized because students were just beginning. One educator felt strongly 

about this:  

I would rather not divide into departments/sections in [the] undergraduate 

program. It is different for [a] master[’s] degree but for bachelor we 

should not divide. Students should be able to take courses in social work 

in general. They need not be specialized yet.  

 

 4.5.2 Curriculum structure. The government plays a significant role in staff and 

curriculum structure. Ministry of Labors, Invalids and Social Affairs (MOLISA) manages 

employees, the organization and the budget while the Ministry of Education and Training 

(MOET) determines the curriculum. MOLISA decides the size of the university, the 

number of lecturers, which staff are hired, as well as salaries. Matters related to education 

are under the management of the MOET.  

 All Vietnamese universities follow the same framework established by MOET to 

deliver education. One educator elaborated: “[Our] social work curriculum [is] based on 

the national frame[work] curriculum,” and the general structure for all disciplines should 

be followed. The general curriculum is divided into three parts: general knowledge, 

introduction to the profession, and practices and internship/practicum. An educator 

shared that these MOET guidelines were approved in 2004. She went on to add: “[the 

BSW] program lasts for four years with 90, 126 to 148 credits in total – depending on the 
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university and program level (i.e. secondary training, college or university) – distributed 

throughout eight semesters.” General courses and foundational courses in social work are 

taken during the first two years, after which students start their specialized courses. 

However, there is no formal standard on specialized portion of social work curriculum 

across the country. Interestingly, one educator expressed: 

[MOET] actually [doesn’t] . . . know what is important. They set out a 

fixed component of what they deem important, we have to follow that, and 

we can make up the rest. Social work education in Việt Nam to date does 

not have a standard for all institutions to follow. Each university/school 

develops their own curriculum as long as they meet the requirement. 

 

 While the foundational portion of the curriculum is predetermined by strict 

government guidelines, there is some flexibility in all departments and faculties in 

developing their curricula for specialized years. Educators drew from pre-existing social 

work curricula from foreign universities, especially Asian ones, and from domestic 

universities with social work programs to develop their social work curriculums. The 

rationale behind using foreign universities’ curricula was that their “social work 

departments had a long history and more experience educating students.” Also, “Because 

Open University has had a social work program since 1992, many social work 

departments borrow from Open University’s curriculum.” The development of the social 

work curricula – “localizing and making the content relevant for Việt Nam” – was 

viewed as the most important phase of building social work education in Việt Nam. One 

educator clarified: “We had to develop the curriculum in such a way that confirms our 

own identity,” and “develop[ed] the curriculum based on Sài Gòn’s characteristics… 

basing [it] on the region’s unique characteristics.” Educators noted the curriculum could 

be adapted for the current reality, although changes in curricula needed to be reviewed 
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for approval prior to implementation. Additionally, it is important to note that while 

educators stated international documents were used in their research about social work 

education, educators did not mention the use or application of social work education and 

training standards and guidelines from the IASSW in developing or implementing 

Vietnamese social work curricula. 

 4.5.3 Classes and coursework. Social work programs are comprised of general 

classes, which are mandatory for students of all disciplines across all universities, and 

social work specific classes. General classes are basic/introductory courses such as 

development studies, public health, gender and development, psychology, research 

methodology and techniques, philosophy, political economy, culture, and history. 

Specialized social work courses offered are dependent on the university’s program 

structure. Foundational social work classes commonly include introduction to social 

work, social work with individuals, social work with groups, community development, 

social welfare, social work management/administration, counseling, social policy, social 

work research, and case management. Educators stated these classes “make up the 

backbone of social work [in Việt Nam]” since this is fundamental knowledge social work 

students around the world should have. Some universities offer additional advanced 

courses reflective of social issues in Việt Nam and tailored to specific areas, such as 

social work with children and families, older adults, health care and hospital, people 

living with disabilities, schools, social work at places of employment, people living with 

HIV/AIDS, and stress management for social workers. Availability of these advanced 

courses are subject to enrollment and more importantly, the availability of lecturers who 

have knowledge of these areas. Because of this, educators stated that some universities in 
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Việt Nam offer a more generalized version of these courses so students could receive 

basic social work information relevant to Việt Nam.  

 Field practice is also a part of the second, specialized phase of coursework, and is 

considered its own course. Each of the universities in my study included field practice in 

their curriculum. However, the time in the field varied from one to four months. Types of 

field practice and when this field practice occurred within the coursework also varied 

across universities. At one university, field education was flexible and could occur during 

coursework or after coursework was completed. Other universities scheduled the 

internship in the final semester of the program. Field education was structured to include 

work with individuals, groups, and communities. In one of the universities, students were 

expected to complete “four phases: case work, group work, community development, 

graduate practicum.” The instructor described students’ field education experience: 

First-year students entering their second year already go into communities 

and get familiar with working in their social centers. Students practice 

community support in their first semester. They are like volunteers, [they] 

mainly observe, learn, and follow what other people are doing. Students 

are not involved in professional work . . . In their second year, after 

acquiring some basic social work knowledge, students can get involved in 

more complicated activities and intervention. They will provide services 

and in their third year, they will practice social work with individuals, 

community development, and practice social work with groups. Before 

graduation, they will have one entire four-month semester to work full 

time – about 600 hours – at a social center as a real social worker. 

 

Across all universities, students were required to submit a final field education report to 

demonstrate their understanding of the current issues in the practice area they were 

immersed in. This included a literature review, an assessment and evaluation of their area 

of work, and self-evaluation of their progress. Students were required to write a final 
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exam to complete their program, although one university offered an option of writing and 

defending a thesis on a social issue so long as the student met the GPA standard. 

  However, educators indicated improvements that could be made in field 

education. For the two universities that did not have four-month practicums, educators 

wanted students to be in the field for longer periods of time. Overall, educators felt that 

more appropriate field placements were needed. Field supervision also needed to be 

improved, with considerable concern regarding the lack of qualified and formally trained 

field supervisors. Two universities were fortunate to have developed a longstanding 

network of supervisors. One university had approximately 30 supervisors, but many of 

them had been trained before 1975. An educator from another university painted a 

different picture: 

When I take my students to social centers, there is no capable staff to 

supervisor and monitor them . . . They need to have some basic social 

work training. So far, they have worked according to their habits and 

experiences. They haven’t had social work training so they can’t know 

whether students have done well or correctly. The majority of staff, when 

assigned to supervise students . . . have little understanding of social work 

. . . The most important thing is we need supervisors who can tell students 

whether they have done something correctly or not, and whether students 

need to change something. Practicums and internships in centers and 

communities also need a network of supervisors.  

 

Educators explained that they independently researched, consulted, and contacted 

organizations at local and international levels to understand what supervision was. They 

also took part in local supervisory training. In many cases, educators had to take on the 

role of field educator; this was difficult to do given the limited time they had. Educators 

recognized that their universities, along with the government ministry would need to be 

involved in developing a standard for qualified supervisors, to, as one educator put it, 

“guide this change.” 
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4.5.4 Teaching and learning. An educator stated that: “We encourage teachers to 

combine between theory and practical experience.” Praxis is the idea that theoretical 

learning must go hand in hand with practical real-life learning, and it was a shared 

philosophy among most of the educators who took part in this research. However, one 

educator explained that because “social work is a very new profession in Việt Nam, 

practice and internship is very crucial.” There is a strong desire to focus on practice in 

social work education and move away from theory because, as one educator said, “if 

students want to learn from books, they can do that at home already.” Another educator 

highlighted the importance of this move: “I think this change is most urgent, [that] is 

practice – how we can help students to practice more. Now most practice happens in 

class.” Educators also believed the field offered more learning about social work practice 

than they could offer students through lectures and materials. Social work educators 

across all universities in the study affirmed that there was strong emphasis on practice 

within their programs, which they believed was essential to social work education. 

 Incorporating engaging teaching approaches to promote experiential learning and 

more meaningful understanding of the information was noteworthy. Although rote 

learning was observed, educators used this method to ensure students had reviewed the 

material from the previous class. They preferred to stray away from rote learning in their 

teaching whenever possible. For the classes I observed, the favoured teaching approach 

was engaging and experiential approaches over traditional rote approaches. Educators felt 

they had an important role in conveying social work knowledge to students and that they 

needed to utilize teaching methods that went beyond a banking approach to learning. One 

educator highlighted this point by stating:  
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We don’t apply the passive teaching method when students just sit, wait, 

and learn what is taught by the teachers. We encourage students to 

practice, take part in social activities, and engage in the lectures. We 

integrate a lot of activities . . . present situational narratives and organize 

group discussions. 

 

In some cases, the teaching role was extended to practitioners in the field. One educator 

shared: “We try to invite external experts, say if they have expertise in working with 

children, they will develop and take charge of some parts of the lectures.” Another 

educator felt teaching was a responsibility that needed to be taken seriously: 

The most important thing is the lecturers. They have to study the materials, 

communicate them well using verbal and non-verbal and good 

communication. Say we organize games, but we need to select certain 

games so that our students learn more. 

 

Experiential learning in the classroom was important. For example, in social work classes 

with older adults, an instructor rationalized including interactive activities to: 

show how it feels like to be an elder, students must feel old, such as 

attaching a stone to their bodies and climb a stair, or do other things like 

an elder, so they can feel how tir[ing] it is.  

 

Likewise, in a class on social work with people living with disabilities, one educator got 

students to close their eyes so that they would know how it felt to be blind, and in turn, be 

able to better understand their clients. My class observations mirrored educators’ 

descriptions of their teaching: classrooms were filled with activity, such as group work, 

case studies, and role plays. One educator expressed the importance of such an interactive 

approach. It was 

something new to the social work class . . . in Việt Nam and compared to 

the US class . . . In other fields, I see that students could sleep or do 

whatever they want whereas in social work, students have to participate. 

Lecturers will evaluate the students through the whole learning process 

and their participation, not just through mid-term or final exams. 

 

 Students were given assignments and class activities which encouraged strong 
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critical thinking skills. For instance, in one class, the educator asked students to discuss 

the fit of Western theory and practice into Vietnamese social work. Students debated the 

usefulness of already known theories and approaches versus its applicability to 

Vietnamese culture with valid arguments for each side of the debate. Students were 

prepared to answer questions on the spot, often competing for a chance to share their 

thoughts. Critical debates among students were encouraged and needed intervention from 

the teacher at times. I consistently observed students fully engaging in intense 

discussions. I had not witnessed or even experienced this level of activity in the 

classroom as a student, and it was clear that this was distinct feature of the Vietnamese 

social work classroom. 

 As mentioned earlier, resources included books and materials from Western 

countries, which educators translated and found to be incompatible. One educator 

elaborated, stating that she found blindly applying Western approaches caused “students 

[to] find them [Western theories] a bit difficult to understand in the Việt Nam’s context.” 

However, one educator asserted, in order “to establish the foundation, we have to 

borrow.” Recognizing social work is a global profession, educators felt basic processes 

were similar. Another educator explained:  

Việt Nam followed the modern countries, but we know how to utilize what are 

strengths and limits of Western theories in social work. In fact, we realized that 

there are a lot of similarities, but a lot of differences in theory and reality between 

Western and Vietnamese culture.  

 

One educator stated, “When we read books from other countries, we always need to filter 

the most basic/fundamental instructions to use.” Still, educators felt it was necessary to 

learn from other countries’ models as a starting point. Utilizing the knowledge gained 
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from various models, educators, made sure it was “compatible with the Vietnamese 

culture and the specific characteristics of social work in our country” through teaching.  

 Generally, educators felt Western textbooks were not suitable materials to teach 

from because the profession originated in Western countries. Educators felt that basic 

social work concepts practiced in Western social work such as advocacy, empowerment, 

and confidentiality and concepts related to carrying out this work, like freedom of speech, 

were not necessarily transferrable to Việt Nam. Teaching and practicing these concepts 

were problematic and nearly impossible to practice in many cases, as identified by 

educators and experienced firsthand in field outings. Taking the environment into 

consideration, privacy was hard to practice, and conversations were open for anyone to 

hear. An educator added 

Vietnamese people are willing to share with the neighbours about their health 

issues or their personal problems. Vietnamese people don’t have a strong sense of 

privacy. They are open and have high sense of community. For instance, your 

neighbours might know everything that happens in your family. 

 

With this understanding, attempting to practice confidentiality did not make sense. 

Additionally, the concepts of autonomy and freedom of speech, is difficult to practice in 

Việt Nam when considering the country’s political context. One educator emphasized: 

“Advocacy in individual form is quite difficult.” However, educators stated they 

practiced advocacy on a larger scale: “we can work collectively, gradually, and raised our 

voice as a linked network.” The educator added: 

Advocacy and empowerment, these words are very sensitive in Việt Nam. There 

are many possible translations: some people call it “biện hộ” [which means to 

defend] but others do not agree. Empowerment should be translated as “trao 

quyền” but it’s quite unpleasant/sensitive/offensive to Vietnamese ears so some 

people translate it as “tăng năng lực” – capacity building. 
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Educators highlighted that social work terminology originating from the West needed to 

be translated based on cultural, social and political context of Việt Nam. As such, 

practice needed to be understood and practiced from a collectivist and community 

approach.  

 Educators felt it was their job to make the material suitable to the Vietnamese 

context; they introduced the theories first, then utilized real life case examples to analyze 

how help was provided to individuals, groups and communities. There was a focus on 

examples and approaches that were appropriate for Việt Nam. However, educators felt 

the most important aspect of their role was conveying fundamental knowledge to 

students, regardless of context. In one classroom observation, I saw this adaption in 

action: The instructor used the English phrase “reach out.” This was an important phrase 

in the lecture, but it does not translate easily into Vietnamese. To illustrate his points, the 

teacher explained it using real-life examples related to unemployment, poverty and 

HIV/AIDS as well as how to engage clients in these areas to help with case planning. For 

one educator, ensuring a better fit for a Vietnamese context meant  

learning from others to teach the part on Việt Nam. It means . . . meet[ing] 

people who do not teach but are working . . . ask[ing] them if [the] 

Vietnamese model is similar to other countries’ . . . so that when I teach, I 

can explain . . . [to] students about the difference . . . in Việt Nam. 

 

Overall, as one teacher stated, “appropriateness is of key importance,” meaning the 

content needed to fit with the context of Việt Nam. 

 Educators felt using personal experiences was the only way to compensate for the 

lack of resources and make the material appropriate for Việt Nam. In many ways, 

educators became live textbooks. One educator believed sharing personal insights 

increased students’ comprehension: “If we teach from our own experience, students will 
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understand better . . . [and it will] help students solve problems better.” Students’ 

personal experiences were also incorporated into classroom activities. Because using 

personal experience was considered a vital tool to effectively teach materials, educators 

also noted that they learned from a variety of sources to gain experience and teaching 

material. 

4.6 Expectations of Social Work Educators in Việt Nam 

 4.6.1 Mentorship and support. Mentorship of younger social workers in the 

field was an expectation of educators. One educator described it as a  

huge pressure for teachers here, [and] it is quite challenging. Because in 

comparison to other majors/departments, lecturing social workers do not 

only have to teach but also supervise students’ internship, which is quite 

tiring.  

 

As mentioned previously, this expectation on educators was due to the limited number of 

organizations who had the staff to provide adequate supervision. Educators stated their 

ideal would be for students to have a university supervisor and a field practicum 

supervisor at the organization. Unfortunately, most staff at these organizations were not 

trained in social work, making it difficult for them to act as supervisors.  

 More seasoned educators with extensive field experience felt a responsibility to 

younger educators in their teaching careers, social work endeavors and their success. An 

educator who once held a higher position said he “really paid attention to providing 

professional training for our staff . . . I sent them to social work training, both domestic 

and international” so younger faculty could expand their knowledge. Another educator 

felt there was a responsibility to “encourage each other” and look to the management 

team to support their growth.  
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 4.6.2 Fostering excitement and investment. Educators felt a part of their role 

was to create enthusiasm about the profession and deepen students’ investment in social 

work. “A good teacher needs to create a lively atmosphere to attract students’ interest so 

that they can convey information correctly,” one educator said. Another one recognized 

that 

an important element [is] . . . how students learn. Because I teach, I realize 

that not all students enroll in the program because they want to pursue this 

career, or because they like it. They are here because of different reasons. 

The most important thing is students must identify their interests. 

 

Educators who began teaching at the inception of social work programs highlighted the 

need to infuse inspirational teaching. Educators recognized social work was 

misunderstood or less desired as a first choice by students, and they quickly took 

measures to create a sense of purpose. One educator shared that her university altered 

their course plan so that 

one to two specialized courses [were taught] alongside . . . general courses. 

In these lectures, students [were provided] with some orientation . . . [about 

the] purpose of social work, career paths, and interest in social work, and 

[the university wanted to] listen to their voices/wishes . . . This year, first 

year students have already learned fundamental/basic theories of social 

work and some courses related to their major, so they feel more secured. 

  

Educators sought to inspire students through their teaching and demonstrate, as one 

educator said, that “social work is useful and promising.” Other educators spoke of 

“strengthening [students’] spirit,” and the desire for students to “remember what they 

learn in classes without any pressure,” adding, “I want students to be eager to go to 

school where they can learn something new that they can’t learn if they study on their 

own.” Educators wanted students to feel excited about what they were learning. One 

further stated she was careful to not “create a stressful learning environment in which 
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students feel constrained.” This excitement and investment created by educators was felt 

by the students. Take this observation of an activity:  

Each group takes a turn . . . Although the skit has some serious content – domestic   

violence, physical violence, internet gambling, addiction – the students bring 

humor into their scenarios. It is a way to talk about the issues and engage them . . . 

without the atmosphere becoming too heavy . . . The information written on the 

board is looked at with the teacher. She has positive feedback . . . [for] all three 

groups. In the end, they playfully vote for the group that represented the activities 

best. 

 

Educators were able to teach the materials in a way where students were enthusiastic 

about learning and sharing their knowledge. 

 4.6.3 Self-sacrifice. “We have to call for much sacrifice and enthusiasm and 

devotion,” one educator expressed while explaining how educators believed their work 

required personal sacrifice. However, they also felt their efforts were not recognized in 

the way they should be. Educators felt undervalued, whether this was in respect to the 

amount of time they gave to their programs, having their opinions heard, or being 

acknowledged in society as a professional. One educator juggled three full-time jobs 

because of the pressure and her desire to help the profession grow. An older educator 

commented that he felt pressure to work, despite being given a holiday by the university. 

Additionally, a younger educator shared how her personal life as a young mother 

impacted her desire to continue to be active in social work activities. She felt too 

pressured to live up to the expectations set for her. 

Many educators felt they were underpaid given all of the tasks required of them 

with no promise of a pay increase. One educator exclaimed: 

Imagine you overwork yourself, you take up so many tasks, teach full-

time and at the end you get $200 [USD, a month]. Some partner 

organizations asked me how much I am paid then they commented that it’s 

even lower than the salary of their new employees! 
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Another educator told me: the government did not adequately acknowledge the salary 

needs of social workers, a concern shared by many social workers. As one said:  

In 2010 . . . standards of professional code and title rank was issued. 

However, we still don’t have a salary scale and specific policies for social 

workers, so it is hard to acknowledge them. People working in this 

profession/in certain centers earn [a] low wage, 1–2 million VND 

[approximately $60–$120 CND a month], and that is nowhere near an 

adequate life. 

 

Educators concerns were also extended to students’ financial future, which impacted their 

work as teachers. Those who worked for social work-related non-government 

organizations (NGOs) got a relatively high salary, but new graduates working in social 

centers earned just over two million VND per month at most, which is nowhere near a 

living wage in an urban center. The lack of financial stability made it challenging for 

educators to continue to feel inspired to do their work, to inspire students, and to expand 

the profession in the way they desired. One educator further explained: “due to socio-

economic conditions of Việt Nam, [the] salary for teachers is low, so they are not 

motivated to further their studies, conduct research, and write textbooks.”  

4.6.4 Professional development. There were two substantial areas regarding 

professional development that educators wanted addressed: the lack of experience among 

educators and the lack of educators, particularly those with a social work background. 

They acknowledged that if universities were to have good programs, they needed 

teachers with specialized training. One educator stated: “At the moment we still lack 

qualified teachers, both in quantity and quality.”  

 Because legislation demanded that 35,000 social workers be trained from 2010 to 

2020 (Vietnam Ministry of Education and Training (MOET), 2004), the demand for 

teachers has grown. Educators identified four limitations:  
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 New and young educators did not have much field experience, which made 

teaching difficult for them. Some educators believed this reduced the quality 

of programming;  

 Educators who possessed decades of field experience but did not have 

academic training in social work. Many of the educators I spoke with came 

from different disciplines and despite teaching social work, admitted not 

having social work education was a limitation in the overall development of 

the program;  

 Educators who did have social work education but was not formally 

recognized because the education was taken before the discipline was 

approved. For example, one educator studied social work at a time when it fell 

under the umbrella of Women Studies and the degree was not labelled as 

social work. This educator emphasized that there was no recognition of 

previous forms of social work education acquired under different disciplines;  

 There are a limited number of educators who hold social work degrees, 

especially at a graduate level. 

 Because educators with social work degrees are preferred, there is enormous 

pressure for them to further their education. At one field outing, I was able to observe an 

instructor being encouraged to apply for graduate school by university officials during an 

impromptu visit to the office. Still, there are challenges to achieving higher education. 

The first of these is that graduate programs within the country were rare: only two 

programs existed when I was doing my research. The challenges multiply when educators 

need to leave the country to pursue their degrees. One educator explained: 
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People with a master’s degree in social work really want to pursue their 

higher education abroad but they need to first improve their language skill 

before they can do [a] PhD program in another country. In addition, they 

need to find a scholarship. This university with a limited budget can’t 

support master[’s] graduates to study overseas. However, the MOET now 

has Project 699 or formerly Project 322 that provides scholarships for 

those whose foreign language is . . . [adequate] and are willing to further 

study the field they teach, in a foreign university.  

 

 Regardless, professional development was an ongoing drive for educators, and 

they pushed themselves to learn more about the areas they were teaching. Educators were 

students themselves: “With this job you have to continuously enhance your knowledge 

and skills,” one educator stated. On top of teaching, educators participated in training 

programs and courses organized by different organizations and offered by other 

universities. More experienced educators took rare opportunities to leave the country for 

social work conferences. Educators also invited experts to train teachers and students, 

which was encouraged by their departments and faculty. Consultation with scholars from 

Western countries and with international social work professionals was sought out to be 

able to support development of the curriculum, profession and policy. For instance, in 

one university, Vietnamese leading experts and international experts collaborated in a 

multifaceted project. The project involved a compilation of a collection of standard social 

work materials, a review advocacy work in the profession, and the founding of 10 local 

centers providing social work service. Engagement in mutual learning, sharing new 

knowledge with each other as well as independent study was promoted by educators. This 

allowed them to become familiar with new developments and information, specifically 

from international social work organizations such as International Federation of Social 

Workers (IFSW), International Association of Schools of Social Work (IASSW), and 

International Council on Social Welfare (ICSW). One educator stated:  
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We always accessed . . . IFSW and IASSW through the international and 

regional conference on social work. So that we realize that Việt Nam 

needs to update what the global agenda[s] about social work and social 

development are, for example, [the] Code of Ethics, [the] Definition of 

Social Work, Standards of Social Work Education and Practice, etc. 

 

Additionally, educators chose to write material for textbooks to allow themselves 

to learn more about theories around the world. 

 Other activities, such as research, volunteering and fieldwork, were 

utilized to help educators further develop their capacity. Engaging in research was 

perceived as a means to strengthen their teaching and relying less on their own 

experience. In all three universities, educators were expected to begin engaging in 

research activities. Research activities included formal research on social issues, 

projects with organizations and agencies, development teaching resources, and 

policy development for the profession. But as one educator reflected about the 

research emphasis: “[it] is difficult to do with the [limited] available resources 

[i.e., people, money and time].” Educators also saw it as an extra pressure on 

faculty, and it was difficult to teach and do research while developing social work 

education. Some educators continued to work and volunteer at other organizations 

and stated that they also worked at agencies students were placed in, learning 

alongside them. One educator described her own learning: “every semester, when 

a class comes to their practicum period, I go with them. I can’t be with them all 

the time, but I work in the centers in the beginning, in the middle and the end.” 

These activities brought clarity to the topics they were teaching and what social 

work was in Việt Nam. One educator rationalized her activities as a way of 

defining Vietnamese social work practice: “If you want to explain/make clear that 
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difference then you must have experience, observe, ask, and learn from other 

organizations.”  

 4.6.5 Educating society about social work. Educators became responsible for 

educating Vietnamese society about social work is and what it offers. Since it is a new 

profession in Việt Nam, social work-related activities are viewed as being similar to 

volunteer and charity work. One K.I. informed me that because of this, “the line between 

amateurs and professionals [in Việt Nam] is very blurred.” Another one commented that 

this made it “very difficult” to “change how people perceive social work as a profession.” 

One educator explained the relationship between volunteer work to cultural beliefs: 

“doing charity/giving alms to gain good karma is prominent, so everyone wants to do 

charity. Most people think that helping someone else is doing charity, which does not 

require training as long as they are kind (have the heart).”  

 Educators extended their teaching into the community in various ways. When 

students were sent to organizations for practice, educators would introduce the social 

work program to organizational partners and informally teach social work interventions 

and practice. One educator explained how they also took it upon themselves to  

organize training for local communities . . . short course[s], maybe three 

days, maybe five days, and call it the “fundamentals of social work” so 

they can get a better understanding of what social work with [a] group, 

with individuals, and with communities is like. 

 

Other educators viewed research as a means to create awareness of the profession: “I 

want to develop further social work research. When the public understands the 

importance of social work, and demands for social work [grow], they will respond to 

social work better.” Moreover, educating the public was considered imperative because 

“a lot of places need to introduce social work into [their environments], such as 
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companies, rural communities, hospital, school, court, rehabilitation centers” as one 

educator clarified. 

 4.6.6 Creating alliances. Relationships were viewed as vital to maintain. There 

were three relationships that educators felt were essential to the growth of social work 

education: their alliance to the government, their networks with community and 

agencies/organizations, and international relationships. All activities educators undertook 

to develop the social work curricula and the profession needed government approval. 

Việt Nam is a one-party system, and educators cannot practice as freely as their Western 

counterparts: “You cannot demand things to be like in Western countries,” one educator 

declared. Educators felt fostering their relationship with the government was essential to 

be able properly advocate for changes to educational policy and the profession. Careful 

attention was given to this relationship as the security of the profession depended on 

government support. Social work educators also brokered between community agencies 

and organizations and the government. In addition, there was constant collaboration 

between educators and agencies and organizations due to student field placements, 

practice consultation, research, and organizational development. Taking time for these 

relationships was important to educators to grow the profession. Lastly, fostering 

international relationships was vital for educators for several reasons: to help with the 

development of their resources, to receive support for research and projects related to 

social work and social issues related to practice, to expand their knowledge by inviting 

international professors, because they can teach staff about social work,” consultation, 

financial support, and ideally, to be recognized on a global level. Some universities had 
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specific positions dedicated to maintaining field relationships, international relationships, 

or sometimes both. 

4.7 Summary 

 In this chapter, I drew on the information shared by social work educators to 

describe social work education in Việt Nam and Vietnamese social work educators’ 

perceptions of it. In these findings, I provided descriptions of the educational landscape, 

the students, the social work educators, the classroom and the curricula as well as social 

work educators’ expectations. Social work educators’ perspectives, view and values were 

also included in these descriptions. 
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CHAPTER FIVE 

WHAT MIGHT THIS MEAN: MAKING SENSE OF THE RESEARCH 

“Fieldwork ends when the researcher leaves the village or site, but ethnography 

continues.” (Fetterman, 2010, p. 10) 

5.1 Introduction 

The study’s research question was: How do Vietnamese social work educators 

perceive the current state of social work education in Việt Nam? This chapter looks at the 

commonalities drawn from the data. As described below, the data came together into six 

overarching themes. These themes are reflective of the state of social work education in 

Việt Nam at the time fieldwork was carried out 2013. Since this time the state of social 

work education has changed.  

The six themes are: social work education is careful politics, international 

resources are key to professional survival, learning is meant to be experiential, educators 

are more than teachers, education is about community and giving back, and education is 

the seed for growing social work practice. After discussing each of these themes, the 

chapter will conclude with a summary.  

5.2 Social Work Education is Careful Politics 

All social work activities are tied to the political environment and have 

government involvement. Educators acknowledged that Việt Nam’s political framework 

created huge barriers to developing the curriculum and the profession as they desired. 

The government historically had an impact on social work and its education and 

continues to have an impact on social work related policies recently developed over the 

past decade (Durst et al., 2010; Durst et al., 2006; Hines et al., 2015; Hugman et al., 
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2009; Le, 2005; Nguyen, 2002; Nguyen & Nguyen, 2016; Nguyen, Nguyen & Farber, 

2017; Tran, 2015). Numerous challenges were identified by educators. These included 

the quality of programming and teaching, lack of support for personal work-life balance 

of educators, policies being developed by individuals who are not social workers, and 

educational social work management positions being appointed to non-social workers. 

These implications have not been previously discussed in the existing literature. It is 

surprising these challenges have not been mentioned since most of this literature has been 

co-authored with Vietnamese educators who could provide an insider perspective.  

However, there may be other reasons for these omissions. Educators adamantly 

emphasized that in Việt Nam 

We have to obey the Constitution . . . So, if you want to advocate, want to have 

freedom of speech, you must follow/based on the Constitution. You practice 

freedom of speech to the extent that the Constitution indicates. You cannot do 

anything you want. There is a limit. That is it. When in Rome, do as Romans do. 

If you practice social work here, you have to follow the rule. Social work must be 

practiced according to the Vietnamese law. It must obey Việt Nam law’s 

definition of advocacy and freedom of speech. 

 

Additionally, an educator disclosed in an informal conversation that social workers could 

get into trouble if they are not careful. When social work was not formalized, educators 

would be followed by the police if they were meeting with more than 10 people in a 

public area. Although educators can now freely congregate within educational 

institutions, this is a benchmark of the lack of support that social workers can experience. 

Freedom of speech, advocacy and freedom of association cannot be practiced in Việt 

Nam unless it is within the bounds of the Vietnamese constitution. The cultural value of 

saving face together with the socio-political context of Việt Nam and its history of social 

work, makes it easier to understand why social work educators’ perspectives may be 
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omitted in the literature. Although sharing knowledge about social work education in 

Việt Nam is encouraged, care needs to be taken when describing it since all activities are 

monitored. This may explain why educators did not explicitly articulate the deeper 

reasons behind their concerns even though they were able to identify there were policy 

barriers to developing the curriculum and that they felt there was lack of true government 

support. 

 The educators expressed frustration with not being fully recognized, heard or 

supported by the state. Even though educators were invited by the government to share 

their thoughts about the direction and planning of social work education, they felt their 

views were not taken into consideration, even after numerous attempts. At times, 

decisions were made without collaboration. An educator highlighted this, stating, “the 

authorities sometimes don’t listen but do what they want instead.”  One educator was 

forthright in his frustration at the lack of support from the government: 

Even though there was some initial support . . . a not-so-small group of 

leaders still underestimate[s] social work. This is a real concern because it 

is a big barrier to the development of social work. The government 

mechanism from the central level to the local level is the same . . . No one 

cares, or if they do, they only care on paper. Policies are what I call a part 

of the mechanism/structure/system. Now we have good human resources. 

My students are well trained, have good capacity, very passionate and 

willing to work hard, but how does society treat them? It’s okay to work in 

NGOs or companies, but to serve a community, people don’t care, so our 

effort in training our students and their enthusiasm are wasted. The 

structure and the people don’t care and don’t encourage them. The 

problem lies in the government and its policies. 

 

Educators felt limited in what they could do to improve and fully develop social 

work education and the profession in the way they envisioned. They consistently left the 

impression that these changes needed to begin with the government, and not much could 

be done before then. One educator commented that “organizational transparency needs to 
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be guaranteed . . . At present, unlike other countries, many organizations were not 

transparent in how they spend their funding in Việt Nam.” Matters are made more 

complicated when, as one K.I. said, “some social work leaders are appointed by the 

government and usually have no background in social work or knowledge of social 

work.” 

Social work in Việt Nam, like other countries, has had a tumultuous relationship 

with the government. For this reason, social work educators in Viet Nam made it known 

that they did not want to engage in activities that could be perceived as suspicious or 

threatening, including advocacy. They also did not want to be perceived as being 

difficult. Educators left the impression that taking any action that could be perceived as 

confrontational could risk the profession as a whole and could potentially cease to exist. 

Social work educators’ limited autonomy with building social work education and the 

profession could be clearly understood through the political context in Việt Nam and 

what was dictated in the constitution.  

Even with this complex relationship, educators recognized they had no choice but 

to align with the government so to be able to expand the curriculum and the profession. 

Without government funding, educators could not build the programming, send social 

workers abroad to be trained in graduate programs, or even earn a living. The art of 

reframing what they did as social workers became a vital skill to educators. Educators 

recognized the development of educational and social work policies by the government 

was a means of ensuring the growth of social work in society as well as the formal 

legitimatization of the profession.  
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The total control of the government of the development of educational policies 

could be viewed as a means of the government implicitly shaping social work and its 

activities to ensure the profession did not threaten the government in any way. Creating 

change is a complex matter when one power rules. While the existing literature offers 

insight into future directions, actualizing these suggestions is difficult. There are layers of 

political nuances which compound the existing barriers educators face. The growth of the 

profession in Việt Nam is stifled by its own political environment, and the successful 

development of social work education cannot take place without considering the 

government’s involvement. 

5.3 International Resources are Key to Professional Survival 

 Since the era of the boat people and the implementation of the Đổi Mới policy, 

Việt Nam has become increasingly globalized (Hugman et al., 2007; Nguyen, 2002; 

Nguyen et al., 2010). Social work in Việt Nam is no exception. The historical use of 

international financial support has been well documented, with these relationships 

fostering the development of charities and organizations that address important social 

issues in Việt Nam (Hugman et al., 2007; Nguyen, 2002; Nguyen et al., 2010). Educators 

gave examples of international support experienced at the time of the study. Throughout 

my research, it was clear educators could not avoid using international resources to help 

develop the social work curriculum. This included using Western textbooks, using 

Western theories in lectures, collaborating and consulting with international social work 

scholars, and educators obtaining social work graduate degrees in Western countries. 

Searching for international funding to support research, program development and other 

activities or collaborative efforts was commonplace and almost necessary given the 
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economic context of the country. Educators felt connecting internationally with others 

was key and that without these resources they would have very little to draw on to build a 

foundation for education and the profession in Việt Nam. The survival of the profession 

was of utmost important to them. Currently, Việt Nam’s economic development has 

moved the country into lower middle-income status and accessibility to financial aid has 

been reduced (The World Bank, 2018). While international financial support was heavily 

utilized at the time of data collection, this may no longer be the case for social work 

educators in Việt Nam currently, and concerns about reliance on the country’s internal 

resources may have come to the forefront for educators. 

Educators continued to utilize Western materials despite recognizing there was an 

incongruent fit and their rationale for doing so was educators felt they had no choice 

because as one educator put it, “Western social work practice was advanced” and had 

long standing practices they could draw from. There was a belief that Western social 

work was solid and unproblematic because of its long history. There was also an 

assumption that social issues in Western societies had been resolved. Even the idea of a 

Westerner coming to Việt Nam to learn was perplexing to them: What could a Canadian 

possibly learn from them? Internalized cultural imperialism alongside professional 

imperialism was present, whether or not it was consciously realized. The literature 

references what is needed in social work education in Việt Nam – particularly an 

indigenized approach – without a deeper reflection and explanation of why changes are 

needed and its significance to education and the profession (Durst et al., 2010; Durst et 

al., 2006; Forgey et al., 2003; Hines et al., 2010; Hugman et al., 2009; Hugman et al., 

2007; Nguyen, 2002; Nguyen et al., 2010; Tran, 2015; Unicef, 2005). As Razack (2009) 
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argues, education can be a form of colonialist practice. Educators I spoke with seemed to 

unconsciously carry an internalized form of professional imperialism, viewing Western 

social work approaches as the ideal to aspire to. 

 While using international support and resources can have a negative effect, there 

needs to be recognition of how this support can empower Vietnamese social work 

educators when it is done with care. For instance, one of the universities collaborated on 

research and practicums with an organization that received international funding. The 

director had full autonomy to design the programming as he saw fit, and because of this, 

several children living with disabilities were given a chance to receive an education. 

Some of these children have gone on to successfully complete high school, attend 

university, and establish careers. In another instance, a collaborative research project with 

a visiting scholar from the USA resulted in the Vietnamese educator taking the principal 

investigator role and first author in the research. The American researcher took on a 

supportive role. International support can be an asset when Western scholars offer their 

privilege and access to resources to Vietnamese educators so that they may have the same 

opportunities. This example may not be common practice, but it illustrates how 

opportunities can be created to provide Việt Nam’s educators greater autonomy to 

develop and grow.  

5.4 Learning is Meant to be Experiential 

 The existing literature regarding social work in Việt Nam focuses on what topics 

and areas of social work are being taught (Durst et al., 2010; Durst et al., 2006; Nguyen 

et al., 2010). I focused on how educators were teaching as well as explored what 

educators felt were successful strategies. This provided insight into whether or not 
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specific measures could be proposed in Việt Nam’s current curriculum and if educators 

had to modify or adapt their teaching to better reflect the cultural context and student 

needs.  

 One of the most striking observations I had of Vietnamese educators was the 

active participation of all parties involved in social work education. This was not a 

passive process and a contrast to traditional educational models centered on rote learning 

and regurgitation of material (Durst et al., 2010). Interactive and engaging teaching was a 

product of considering and incorporating Vietnamese culture into the curriculum. 

Teachers and students utilized the time in the classroom to create more opportunities to 

practice skills that may have been perceived as limited in the field. However, this may be 

characteristic to social work education because it is an applied profession and to Thành 

Phố Hồ Chí Minh social work schools since a banking approach is still commonly used in 

general Vietnamese education. 

 Social work is a profession rife with ethical dilemmas. A social worker’s 

approach to these practice issues is dependent on how they utilize their professional code 

of ethics and how they navigate their own personal values and morals. Because a 

Vietnamese social work code of ethics did not exist at the time of data collection (Durst 

et al., 2010; Durst et al., 2006; Nguyen, 2002; Nguyen et al., 2010), educators in Việt 

Nam called upon cultural understandings of morality in their teachings to help students 

understand the issues to be considered in their practice. Drawing from Buddhism and 

other religions like Catholicism, morality is an important aspect of Vietnamese culture 

and is an integral part of how people in Việt Nam conduct themselves on a daily basis 

(Ashwell, 2005; Salemink, 2003). One educator reminded me that Vietnamese children 
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learn moral lessons through folklore and storytelling. This practice was extended to the 

social work classroom. Educators taught the moralities of social work through narratives 

of their own personal experiences. Case studies became an important tool to teach and 

understand. Role playing allowed students to work through moral lessons practitioners 

faced in the field. Students insightfully connected their rationale for social work practice 

back to the cultural stories they learned as children. However, it is important to note that 

caution must be exercised when using culture and personal morals as a means of making 

ethical decisions as they can be used to justify situations that may go against the very 

human rights principles they are to uphold (Healy, 2007, 2008a; IASSW, 2001). 

Educators recognized the need for a code of ethics. At the time of the study, they were 

moving towards creating this document by researching what other countries had done and 

utilizing international documents to better protect vulnerable populations such as 

children. Presently, educators have informed me a code of ethics does exist, although this 

is not readily accessible to the public.  

 Educators are continually learning about social work theory and practice. In many 

regards, educators are students, learning more about social work theories and methods but 

also learning how to meet students’ learning needs in a more meaningful way. While this 

may be seen as hindering the quality and delivery of social work education in Việt Nam, 

this shared experience of learning counters traditional roles in the classroom – teachers 

were not necessarily experts. The dynamic between educator and student was unique in 

that they were both learning about social work as a profession. Educators made efforts to 

consider and include student perspectives in how they taught. The educators minimized 

the power they had over students as much as they could within the hierarchical cultural 
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context of Việt Nam. As a result, the passiveness in students that normally accompanies 

unidirectional learning was not a concern for educators. These observations very much 

mirrored Foucault’s (1980, 2001) beliefs on the relationship between power and 

knowledge and Freire’s (2011) stance on critical pedagogy: an attempt to balance power 

is done with mutual learning where learners and teachers becoming co-creators of 

knowledge. In addition, this approach also helps to challenge and teach that what is 

commonly accepted from a cultural standpoint but may be problematic to anti-oppressive 

social work practice and basic human rights. Social work educators became living 

examples of anti-oppressive practice, demonstrating and teaching their students this 

fundamental social work practice. In some ways, learning became a shared activity and 

contributed to the strong sense of camaraderie present in the educational social work 

community.  

 Educators were focused on the practical application of social work through field 

education in the curricula. There were two reasons for this. The first reason for 

attentiveness to field education is the shared belief that social work needs to be practice-

based to educate society about social work. Including direct practice in the social work 

curriculum became a focus as well as a strategy for social work educators to demonstrate 

and educate social work’s usefulness in Vietnamese society. Social work educators and 

students could visibly demonstrate how the profession could help vulnerable populations 

and clients in need in various community organizations. The second reason for educators 

being more attentive to field education in the curricula was that lack of and contextual fit 

of resources to teach from could be counteracted by practical experience to gain more 

knowledge. Social work educators compensated by becoming living textbooks – that is, 



  118 
 

 

sharing their wisdom, experience and knowledge to orally teach the social work content. 

Even though educators perceived their resources as lacking, the delivery of their own 

social work knowledge increased the quality of their human resources and capital. These 

social work educators consequently became indispensable for training new social workers 

and the profession. Keep in mind that at the time of the field data collection, there was no 

set standard in field education to follow, there was variance in duration, activities and 

supervision, as mentioned in chapter four. It was not until late 2014 that social work 

education associations were formalized and became a part of the IASSW to help with 

standardization of social work curriculum (Williams, 2016). 

5.5 Educators are More than Teachers 

 The literature did not clearly identify the activities Vietnamese social worker 

educators participated in beyond teaching, but my research illustrated their roles extended 

beyond educator. They are founders of the profession and practitioners of social work. 

More seasoned educators began as practitioners in the field. From 1975 to 2004, when 

social work was developing as a profession, social work activities “were considered 

spontaneous, informal and unorganized. Social workers were self-reliant until 2004,” 

according to one educator. Some of these educators were fortunate enough to have 

received social work training before 1975 from the most influential social workers in Việt 

Nam’s history.  

When the country was reunified, these educators continued to practice social 

work, but in a disguised way. Educators from this generation would use this experience 

as teachers. They would also become the first educators of contemporary Vietnamese 

social work and historians of the profession. Because of their unique positioning in Việt 
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Nam’s social work history, educators’ roles came to include activities that would help to 

continue to develop the profession. These individuals were more apt to take the roles of 

advocate, policy maker, manager, and mentor to new educators because of the knowledge 

and experience they held.  

Educators in general had to take on the roles of scholar, practitioner, volunteer, 

consultant and mentor, to be able to expansively give back all social work had to offer to 

the people of Việt Nam. They felt they could not be effective teachers if they did not 

know what it meant to practice social work in its entirety. More importantly, educators 

felt they were students of the profession, and made it clear there was much more to learn 

if they were to build a solid foundation in education and the profession. 

Because most of educators were hired by government-funded universities, they 

also felt immense pressure to respond and abide to government requests. Social work 

educators in Việt Nam have been given enormous responsibilities to fulfill expectations 

of Project 32, including training an overwhelming number of social workers in a short 

time with limited resources (IFSW, 2010; Nguyen et al., 2017; Nguyen, 2010; MOLISA, 

2014; Vietnam Office of the Prime Minister, 2010). The responsibilities included 

building all levels of curriculum, including Master of Social Work and PhD Social Work 

programs, developing appropriate materials for Vietnamese social work practice, 

developing social centers, providing consultation in the field, educating society about the 

profession and its importance, and collaborating with international scholars and experts to 

the benefit of professional growth. Tremendous pressure has been placed on social work 

educators to meet government expectations while tackling numerous barriers to 

development. The socioeconomic conditions of the country make it difficult to acquire 
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the resources needed to develop curricula to a satisfactory standard. Funding to create full 

departments and faculties of social work has been limited and in turn, has curtailed 

human resources. Educators do the best they can with what they have in the context they 

are in. The gaps they experience has likely led educators to do much more than teach, and 

as one educator put it, “there is a lot of work to do as a social work educator that goes 

beyond the classroom.” While educators viewed themselves as the teachers, mentors, 

researchers, advocates and creators of the social work profession to students and those 

working in the field, educators also recognized they were a compliant vehicle to 

implement the government’s social work agenda. Educators expressed it could be 

overwhelming juggling these roles, which came into conflict at times. In these instances, 

educators attempted to respectfully express what they thought was in the best interest of 

education and the profession, carefully reframing their concerns. These attempts were not 

always successful, but educators did what they could to address gaps at the ground level 

with the resources accessible to them. 

5.6 Education is Community and Giving Back 

 Despite the numerous barriers facing them, the Vietnamese educators that took 

part in the research cited that the driving force behind why they continued to do the work 

was their responsibility to Việt Nam. Educators reiterated a duty to serve others, help 

those in need, and to give back because of a mutual love for all people in society. 

Educators also felt a great responsibility to duty and service to their peers in the field and 

to their students. The consistent demonstration of these values across different individuals 

signified a strong shared cultural belief. These values can be attributed to Việt Nam’s 

ways of being related to the “triple religion” (Duiker & Turley, 2013) of Buddhism, 



  121 
 

 

Taoism and Confucianism. According to Duiker and Turley (2013), morality and ethical 

conduct is drawn from Buddhist practice, acting with compassion and living in harmony 

with others is drawn from Taoism, and the duty to others beyond oneself is emphasized in 

Confucianism. Catholicism also promotes this moral and ethical conduct towards self and 

others. The selflessness and self-sacrifice to dutifully serve the collective as witnessed 

and described by social work educators can be best understood in this regard.  

 It was evident in my observations that community was an important aspect of 

Vietnamese social work education. Social work educators in Việt Nam have drawn on 

their communities – university, field, government, social work professionals, and the 

international social work community – as resources and as allies. In Confucianism, 

community and family are central, and duty to family should be the forefront of one’s 

actions. This collectivist ideology is infused in all aspects of Vietnamese society, from 

the country’s political system to how cities are organized, special customs and practices, 

down to the relational language used to refer to one another. This helps to understand 

why educators may have utilized group activities more often and why class content was 

related back to families, groups and communities. More focus was placed on including 

mezzo and macro perspectives in practice, regardless of the practice area being taught. 

Individualistic practice was not highlighted in the curriculum in the same way it is in the 

West. For instance, emphasis on the family and community for client support and 

planning were applied to practices considered more individualized in Western countries 

such as counseling.  

Consideration of the community in practice is also helpful to understand why 

social work educators in Việt Nam may have difficultly addressing barriers in policy. 
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Given the cultural beliefs in the country, it is ideal to act in the best interests of the 

collective using the most harmonious approach. It is also important to recognize that the 

government in Việt Nam is difficult to challenge, and there can be heavy consequences in 

doing so. This is a significant consideration when trying to identify why social work 

educators are reluctant to advocate for themselves within education and overall as a 

profession. This may also help to understand why educators cannot effectively address or 

assertively confront the incongruences they experience. To them, acting on behalf of the 

social work profession through confrontation or advocacy may result in less support for 

social work activities, thereby conflicting with the best interests of society as a whole.  

 Interestingly, these values and beliefs were a double-edged sword. The cultural 

philosophies of serving others and the collective, morality and compassion were used to 

attract new social workers. These values were also used to give meaning to social work 

activities, as well as justify and advocate for the profession in Việt Nam. On the other 

hand, because these were shared beliefs and values by all Vietnamese people, a strong 

argument for the need for the profession was lost. The cultural beliefs about compassion 

to the community contributed to the barriers and tensions experienced by Vietnamese 

social work educators because an everyday Vietnamese citizen should be compassionate 

to the people around them, especially the disadvantaged. This made it difficult to 

understand how social workers’ roles differentiated from cultural mores. The debate and 

blurred line between altruistic help and intentional professional support described by 

Vietnamese social work educators mirrored what was experienced in the development of 

Western social work, and this may point to a stage of development in professional social 

work across contexts. Societal investment in the profession through education would be 



  123 
 

 

more meaningful if there was a shift in, or reframing of, intentional help and support and 

how it differs from cultural beliefs about altruism. More importantly, the difficulties in 

using cultural philosophies as the foundation for the profession also points to the need to 

utilize standards such as a code of ethics or international social work policy to provide 

credibility to social work in Việt Nam. 

5.7 Education is the Seed for Growing Social Work Practice  

 The literature acknowledges a time when social work was alive and practiced 

freely in Việt Nam (Durst et al., 2010; Durst, 2004; Nguyen, 2002; Nguyen et al., 2010), 

yet in the same breath, these scholars suggest that some knowledge from the previous era 

has been lost. As mentioned earlier, some educators disclosed that they had feared for 

their lives during the time the profession was not acknowledged in the country because it 

was not safe to practice social work openly. When social work was reintroduced into the 

country, university education was the first aspect of the profession authorized by the 

government. Education was seen as a safe place to practice social work because of its 

sanction by the government. For example, public social work meetings had been 

disrupted in the past but social work club meetings held at a university were not an issue. 

Education was also the place where practitioners began to rebuild the profession. 

 Throughout my research, educators made comparisons between Western and 

Vietnamese social work. These distinctions were often highlighted when educators 

discussed the lack of “fit” of the materials they had access to, which were primarily 

Western resources. Vietnamese social work educators found themselves debating every 

aspect of their curriculum down to definitions of basic social work concepts and how they 

should be presented to students. This mirrors Gray and Heatherington’s (2013) beliefs 
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regarding the potential tensions that could be experienced because of Western dominance 

in social work theory and practice. Educators recognized that the materials they used 

would never be a complete match. Adaptation was necessary to teach the material even 

though educators would have preferred to develop their own approaches. Educators 

recognized that they needed materials of their own as well as a practice considerate of the 

Việt Nam context. The tension around fit drove educators to adapt material for their 

lectures and the curricula, including material to reflect the cultural value of community or 

new materials and resources altogether. One educator explicitly expressed this shared 

view as “a need for indigenized social work.” 

There were various areas that social work educators in Việt Nam identified that 

could help shape Vietnamese social work as well as highlight aspects of Vietnamese 

culture into practice. Educators were keen to build a unique social work code of ethics 

tailored to Việt Nam, which they have developed since the research was done. For 

educators who had experienced the context of Western social work, they could better 

characterize Vietnamese social work and in turn, broaden and strengthen the knowledge 

base and literature to reflect Việt Nam’s cultural and social state. These educators 

highlighted unique characteristics of Vietnamese social work and practice by writing 

articles and books as well as holding or attending conferences. By doing this, they 

counteracted the infiltration of Western knowledge that was deemed incongruent to 

Vietnamese social work while growing different aspects of the profession in Việt Nam 

beyond the curricula. One educator went beyond the creation of literature and to creation 

of theory. This educator stated that the development of Vietnamese social work theory 

could be used to address the limitations of Western resources and should be considered: 
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“We lack teaching materials that are both easy to use for students and appropriate for 

Việt Nam . . . we need to develop [Vietnamese] social work theories.” This observation 

was quite interesting as it mirrored Gray & Heatherington’s (2013) thoughts on how 

“transplanting theory” could be conflictual and how they believed decolonized 

approaches were more appropriate for this reason. Nonetheless, educators’ efforts to 

address the gaps in social work education in Việt Nam also addressed gaps within the 

profession. Because educators held many roles as educational and professional policy 

makers, consultants and key players in forming the new generation of social workers, 

they had influence and involvement on how social work as a profession was being 

practiced and developed. 

5.8 Summary 

 In this chapter I have discussed overarching six themes found in the research 

using a critical lens. The first two themes focused on social work education manifesting 

itself as political due to its ties to the government and how social work educators’ use and 

dependence of international support was reframed as professional survival. Another 

theme focused the experiential nature of social work education in Việt Nam. Following 

this, the various roles social work educators took on and the perspective that they were 

more than educators was discussed. The fifth theme discussed how education represented 

community and how there was an expectation to give back to the community. Lastly and 

most importantly, education was viewed as foundational for expanding social work 

practice. This chapter took a critical look at these themes. I reflected on Vietnamese 

culture, history, and on understanding the influences of power and control to further 
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understand the perspectives of Vietnamese social work educators on social work 

education in Việt Nam.  
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CHAPTER SIX 

WHAT COULD BE: MOVING FORWARD 

A student stands and presents a present to me on behalf of the class – it is 

a natural gemstone from his home province. He says, “This is a natural 

stone that comes from my home. You’ve come ‘home’ to Việt Nam to 

understand social work, see our social work in its most natural form, and 

remind us what we have here. . . Thank you. (Classroom Field 

Observation, April 10, 2013) 

 

6.1 Introduction 

Examining how social work educators in Việt Nam perceived the current state of 

social work education uncovered layers of insight into how difficult it could be to build 

this curricula. At the inception of my research, my intentions were unconsciously driven 

by a need to “do something” or to “help” the profession of social work in Việt Nam. I 

went from being a naïve student researcher who thought her research could make all the 

difference to an extraneously reflexive practitioner who questioned how indigenized 

social work could come to fruition in this modernized and globalized day and age. 

Instead of coming out of my fieldwork with answers, I came out with more questions 

than I went in. The experience of understanding how the current state of social work 

education in Việt Nam was perceived by the social work educators in that country 

resulted in questioning everything I had learned in my Western academic education. I 

wondered what it meant to develop the profession of social work in an anti-oppressive 

manner for Việt Nam and countries like it. 

This chapter will utilize the key themes from the previous chapter for further 

insight to discuss what social work education in Việt Nam could be. This discussion will 

include personal insights of the key findings, possible future directions for social work 

educators in Việt Nam and social work education in Việt Nam, and areas which can be 
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further explored and researched. The intention of this discussion is to deliberate on what 

continued growth of the social work profession in Việt Nam could potentially be. 

Following this discussion, I will briefly touch on personal lessons learned from the 

research and then will close the thesis with final thoughts. 

6.2 Reflections of Future of Social Work Education in Việt Nam 

In the previous chapter, six themes arising from Vietnamese social work 

educators’ perspectives on the current state of Việt Nam’s social work education were 

presented. The first theme centered on government involvement in the development of 

the curricula. State involvement was deemed necessary for the renewal of the profession 

but was also viewed as a barrier to developing curricula to its full potential. As discussed 

in the second theme, international support was key to professional survival. Social work 

educators faced numerous challenges with resources. Utilizing international financial aid 

and resources was necessary for professional survival, even though there was recognition 

these resources were not a good fit. Following this discussion, the third theme highlighted 

social work educators’ identified need to move beyond rote tactics and utilize experiential 

approaches to teaching. The fourth theme acknowledged that educators’ roles went 

beyond teaching and extended beyond the classroom. Educators felt they had to take on 

other roles to be effective teachers to students and to help grow the profession. The fifth 

theme saw that educators felt a responsibility to work together as a community and that 

there was an obligation to give back to society. Although social work educators 

experienced difficulties and barriers in developing social work education, they expressed 

the drive to continue to do the work was altruistic. Finally, the last theme found that 

education was viewed as a starting point for the rebirth and growth of the profession. 
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Educators knew special care needed to be taken in developing social work education in 

Việt Nam because it also meant the development of social work as a profession in the 

country. Further reflections of these themes were used for this section to discuss and 

identify points of consideration for possible future direction and growth for social work 

education in Việt Nam and the profession as well as new research. 

6.2.1 Intricacies and impact of politics. One of the stark contrasts between 

social work education in Western countries and social work in Việt Nam was Việt Nam’s 

political orientation. The impact of communism on the development of the Vietnamese 

social work curricula became clear in the study. The political context of Việt Nam was an 

essential factor to understanding how oppression was experienced by social work 

educators in the country and why difficulty was experienced in attempting to resolve 

gaps. Việt Nam’s political backdrop influenced common threads seen throughout the 

study, such as expectations and roles of educators within social work and the 

development of the curricula. The influence of the state’s political power continues to 

compound as areas of social work develop and the profession grows (Nguyen, Hardesty, 

Nguyen, & Shiu, 2019).  

It is ideal to discuss ways and approaches to address power. However, the 

research found that the act of addressing power and using empowerment was attached to 

the concepts of freedom of speech, freedom of opinion and allowance of autonomy – 

fundamental aspects of social work practice, all of which are stifled because of state 

power. Global organizations such as the Human Rights Watch (2019) cite freedoms of 

religion, association, speech, opinion and press as ongoing human rights concerns within 

Việt Nam. These unique practice challenges are similarly experienced in other countries 
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who have or have had historical political orientations to communism (Iarskaia-Smirnova 

& Lyons, 2018; Leung, 2012; Yuen-Tsang & Wang, 2002) and in many parts of Asia 

(Nikku & Pulla, 2014). Further direction of social work education and the profession in 

Việt Nam cannot be addressed without factoring what it means to practice within a 

restrictive government setting. 

Social work educators in Việt Nam were able to say what needed to be done, 

albeit carefully, but did not have the same ability as Western social workers to take 

action. Vietnamese social work educators’ abilities were confined by the boundaries of 

the state’s constitution and laws. In these circumstances, we could call for a human rights 

approach to be utilized. However, a human rights approach to practice are not necessarily 

easy to implement and can be messy to navigate, especially considering that human rights 

has been viewed as a reflection of Western ideologies (Le, 2016). Furthermore, 

international human rights organizations cannot dictate what states do with their human 

rights practices or how they are expressed (Le, 2016). This may give better understanding 

as to why international scholars are utilized. While Western scholars could be perceived 

as a vessel of colonialism, they could also be used as a counter vessel to state power and 

oppression. Western scholars were not under the same purview of the Vietnamese 

constitution as compared to their Vietnamese colleagues, and Vietnamese social work 

educators could use this privilege to their advantage. Vietnamese social work educators 

could also collaborate with international human rights organizations to gain additional 

support for human rights approaches to social work practice, education and policies in 

Việt Nam. 



  131 

 

Social work educators were critically conscientious and careful in their practice 

due to the local context. International collaborations and policies the government has 

agreed to, such as the International Federation of Social Workers (IFSW) and 

International Association of Schools of Social Work (IASSW), could be used to its full 

advantage to better justify and strengthen anti-oppressive social work practices. In 

addition, the IFSW and IASSW’s documents could be a tool for social work educators in 

Việt Nam to gain autonomy and address the oppression experienced in the country. 

Principles from the IFSW (2018) and IASSW (2018), such as human rights and dignity, 

integrity, accountability, creating equity, challenging discrimination, and stakeholders 

understanding of the purpose and mission of social work, could be highlighted and may 

be better legitimized. However, care must be taken in how these policies and principles 

are presented so that these suggestions might perhaps be framed as increasing societal 

capacity without the perception of potential threat to the state.  

I contemplated not writing about this aspect of the state because I wanted to keep 

the best interests of my participants at the forefront. I eventually decided to include this 

discussion because my reservations were indicative of the indirect power the political 

context had in my expected role as a critical activist researcher. This reflection also 

highlights the importance of action research in circumstances where participants’ voices 

cannot freely be heard and illustrates the care and caution participants and researchers 

must take to be able to become activists in these environments. I do not foresee the 

political climate changing in Việt Nam in the near future. However, I do believe my 

reflection illustrates more work needs to be done by researchers and global social 
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workers to understand the complexities of practicing social work in restrictive political 

environments.  

6.2.2 Integration of the Western in Vietnamese practice. The use of Western 

social work approaches was a double-edged sword. Throughout the research, participants 

made constant comparisons to Western social work with inferences that Vietnamese 

social work fell short of Western standards. These statements demonstrated that Western 

social work was the standard to aspire to. On the other hand, participants felt Western 

social work was not entirely applicable. One of the statements that stood out was 

“appropriateness is key.” Western social work had a purpose and was valued to an extent, 

but localizing practice was imperative. For instance, the participants in this study placed a 

strong emphasis on community and collectivist orientations to social work practice. 

Recent literature from Vietnamese scholars Nguyen and Nguyen (2017) echo these 

sentiments.  

Social work educators in the study clearly identified a need for indigenized social 

work, which mirrors the literature’s assertion that indigenized social work may be the 

answer for Vietnamese social work education (Durst et al., 2010; Durst et al., 2006 

Forgey et al., 2003; Hines et al., 2010; Hugman et al., 2009; Hugman et al., 2007; 

Nguyen, 2002; Nguyen et al., 2010; Tran, 2015; Unicef, 2005). Educators recognized and 

discussed instances where the material reflected Western culture, and there was a need to 

adapt their teaching to integrate local culture as a result. Classroom observations saw 

educators discussing their own field experiences to students and incorporating 

community and collectivist approaches to practice to make the content more 

“Vietnamese” and less Western. In these examples, it could be argued that a decolonized 
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approach to practice was used where pre-existing knowledge appropriate to the context 

was preferred over mainstream social work models (Gray & Heatherington, 2013; Smith, 

2012). 

Indigenized and decolonized approaches to practice can be ideal to address 

colonialism and professional imperialism, but these approaches may be problematic for 

Việt Nam. It is important to consider that Western culture has been infused to create what 

is now modern Vietnamese culture. Western culture continues to heavily influence 

Vietnamese society. It is unrealistic to denounce or strip away hundreds of years of 

Western influence which has been deeply ingrained in Vietnamese culture. Furthermore, 

indigenized and decolonized approaches consider the local political context in practice. It 

has been identified that human rights violations have been experienced in Việt Nam and 

it can be argued that state’s power can be oppressive. If the local context is to be reflected 

through indigenized and decolonized approaches, justification of cultural beliefs, values, 

and practices that cause implicit harm needs special attention. Human rights standards 

and policies can be utilized to address unjust and harmful practices (IFSW, 2018; 

IASSW, 2018).  In addition, these policies can help promote practice that is locally 

specific but does not promote traditions or culture which violate human rights (IFSW, 

2018; IASSW, 2018). More importantly, care and caution should be taken in developing 

localized social work approaches so that social work educators and professionals do not 

unintentionally engage in colonialist and oppressive practice. 

Developing a more suitable education and practice in Việt Nam will mean paying 

special attention to the historical colonial context and its modern manifestation, the 

political context, and humane cultural practices. Striving for “modern but still 
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Vietnamese” approach to social work education and practice is bound to have conflicts 

and contradictions educators will have to navigate through (Nguyen & Nguyen, 2017, p. 

63). Critical consideration needs to be taken when incorporating the local cultural context 

and whether it is in the best interests of the clients and overall practice. In addition, these 

insights and thoughts can be extended beyond Việt Nam in other parts of the world, 

namely the Global South. 

6.2.3 The power of learning by doing. Experiential approaches to teaching and 

learning were a strong theme throughout the course of the study. This was a unique and 

an anomalous observation because Việt Nam tends to emphasize rote learning within its 

educational system (Durst et al., 2006; Nguyen et al., 2010). Experiential learning can be 

beneficial for students to retain information and make more meaningful connections to 

their own conceptualizations of social work. For educators, interactive approaches to 

teaching allowed them to demonstrate social work as an applied profession, differing 

from psychology or sociology which are theoretically dense. These interactive 

approaches to teaching were also a means to illustrate Vietnamese culture in social work 

practice. Perhaps research on Vietnamese educators’ teaching approaches and content 

within those approaches could shed light into what characterizes Vietnamese social work. 

This research could also serve as a basis for developing more educational materials. 

Furthermore, I think educators globally could be provided an opportunity to learn from 

the approaches the Vietnamese social work educators utilized. 

When I reviewed the literature prior to implementing the study, the existing 

research alluded to further development of social work field education. The social work 

educators I met with reiterated this view and believed field education could fill gaps in 
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the existing curriculum. Some educators in Việt Nam stated there was a heavy emphasis 

on theories in the curricula, and they wanted to scale back on the theoretical learning. 

Because they viewed social work as an applied profession, skill acquisition through 

practice became important. The experiential and interactive teaching approach shared by 

and observed from educators was a means of providing applied hands on learning to 

students. Currently, there is a concerted focus on field education or “practice learning and 

work based learning” (Williams, 2016, p. 306), and the Global Standards for Social Work 

Education and Training have been utilized in designing the curriculum since 2014 

(Williams, 2016).  

Field education is a vital aspect of social work curriculums, but theory and 

practice go hand in hand. Students need a balance between theory and applied practice to 

be able to understand social work theories and approaches in more depth but to also be 

able to have a basis to guide and make sense of their practice. Field education may help 

students familiarize themselves with how to engage in social work practice, but over 

emphasizing field education may compromise students’ preparedness for practice and the 

legitimacy of the profession in Vietnamese society. 

The IASSW can be utilized to provide curriculum guidelines. Vietnamese social 

work education associations have developed since 2014, and Việt Nam is a member of 

the IASSW (Williams, 2016, 2018). Because of this membership, the incorporation of 

IASSW standards, including the Global Standards for Social Work Education and 

Training can be justified (Williams, 2016, 2018). These standards call for a solid 

theoretical foundation in pedagogy and practice to develop social work knowledge and 

skills and plans to organize, implement and evaluate theoretical and field education 
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aspects of the curricula (IASSW, 2000). This policy could be used to find a balance 

between course work and field work. It may also be used to develop specific criterion for 

field education and core curricula while allowing students to understand the breadth of 

practice, expectations of social work professionals, and theories and approaches that are 

utilized in practice (IASSW, 2000). In addition, these standards incorporate human rights 

and social justice approaches to social work education (IASSW, 2000), which may help 

validate the use of human rights and social justice practice in Vietnamese social work. 

Educators and practitioners could evaluate current practices which may be implicitly 

harmful while making way for new theories and approaches legitimized by the IASSW 

and IFSW standards. The utilization of the IASSW standards can help to solidify social 

work’s status in Vietnamese society as a respected profession. 

6.2.4 Crossing the bridge to other roles. Chapter five discussed how social work 

educators filled other roles that went beyond teaching. Social work educators explained 

that they had to take on these various roles to be able to effectively contribute to the 

growth of social work education in Việt Nam. Affording time to juggle these roles was 

difficult, but educators expressed there were specific roles they would focus on if given 

the opportunity. 

The roles of writer, author and publisher were cited as roles that educators wished 

to spend more time on so new information could be distributed. Because educators have 

few resources, the development of new materials is a pressing issue for social work 

educators in Việt Nam. Faculty members and social work educators in Việt Nam are 

creating and publishing their own materials within the country utilizing university 

presses. However, one of the barriers in creating this knowledge is funding. Unless 
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university funds or international collaboration was used, publishing new works was 

difficult. Access to internal government funding or international funding from larger 

social work associations may help. However, utilizing internal government funding may 

support the state’s perceptions of what needs to be addressed rather than social work 

educators’ priorities. Additionally, access to international funding may be more difficult 

now since Việt Nam’s economic status has moved up from one of the poorest countries in 

the world to a lower middle-income status (The World Bank, 2018). Additionally, some 

educators did not have the time to write. Creating graduate student projects to help 

develop educational materials could provide students an opportunity to increase their 

skills and experience. This could reduce educators’ time to write these materials if they 

were to do it alone. These projects could also be included in the graduate curricula to help 

students gain more in-depth knowledge that is demanded at that level of education. 

However, the country’s political orientation makes access and distribution of 

information, including newly published works, problematic. There are parameters for 

sharing information and monitoring of information is common. This limits what 

educators and students can learn. An online resource hub for educators, students, and 

practitioners would be of great benefit, but this would need the cooperation of the 

government. This would allow educators to be able to share their new resources across 

the country in a more accessible manner. Students would be able to obtain supplementary 

material to better understand the content they are taught. New information could be 

disseminated outside of Viet Nam by inviting Vietnamese educators to become visiting 

scholars in Western universities. It would be an ideal solution to finding accessible and 



  138 

 

cost-effective access for Vietnamese educators to written work outside of the country and 

to help them write materials for the country. 

The Vietnamese educators who participated in this research expressed a strong 

interest in carrying out more research. An important recommendation to consider is 

developing research projects led by social work scholars and educators in Việt Nam. 

There are few research projects led and written by Vietnamese social workers. Many are 

led by non-Vietnamese researchers (Examples: Durst et al., 2010, Hines et al., 2016, and 

Cohen, 2017). Educators in Việt Nam need the opportunity and autonomy to grow and 

develop their curricula and knowledge. It may be time to consider that those taking part 

in international collaborations affirm the notion that, in the case of Viet Nam, the 

Vietnamese scholars become first authors and/or primary investigators. This approach 

would assist new scholars to enhance their experiences and careers. Lack of 

understanding of local issues by international social workers is a common concern among 

Asian social work practitioners (Nikku & Pulla, 2014). Using this approach may also 

help mitigate unintentional cultural inappropriateness or insensitivity by Western 

researchers.  

As social work educators in Việt Nam expand their research, the use of qualitative 

research approaches are worth considering. Most of the social work research I found was 

quantitative. Qualitative research could be utilized alongside quantitative approaches to 

help to provide deeper and comprehensive insight on all factors needed to develop 

education. This approach may allow educators to better plan and develop their research 

and help fill gaps of information. These research approaches may also be a better cultural 

fit to gather information, which could capture existing knowledge – lived or oral – in a 
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formal way. Qualitative research could be done on students’ perspectives so educators 

can adapt the curriculum to students’ needs. This research could also extend to 

agency/organizational insights on social work in Việt Nam, and a comprehensive picture 

on how education could be adapted to meet agency needs and the people they serve could 

be obtained. 

6.2.5 Growing education. The community of social work educators was small at 

the time of the study as was the community of social workers in Việt Nam. Educators 

expressed aspirations to grow the collective of social work educators and social workers 

and to give back to the society through professionalized social work. A few points should 

continue to be considered as more educators and professionals enter and expand these 

communities: qualified teachers, specialized training programs for existing human 

services workers, and availability of employment.  

Since the time of the study, the community has grown immensely. Việt Nam 

continues to grow its bachelor program with 40 programs active as of 2015 and almost 

2500 graduates annually (Hugman, Bui, & Nguyen, 2013; Nguyen & Nguyen, 2017). At 

the time of the study, there were only two Master of Social Work (MSW) programs in the 

country and no PhD Social Work programs. Graduate programs have grown to four 

MSW programs and two PhD programs since this time (Nguyen et al., 2017; Nguyen & 

Nguyen, 2017) and continue to grow (personal communication, July 2, 2018). More 

educators and social workers with graduate degrees in social work now exist in the 

country, and more graduates from these programs are expected in the next five years 

(Nguyen & Nguyen, 2017). In addition, educators in the study viewed practitioners in the 

field who had years of experience as associates to the social work community. Although, 
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these practitioners did not have formal social work training, social work educators felt 

these practitioners could offer some benefit to the profession if they were trained 

properly. 

As social work programs continue to grow, so does the risk of colonialist and 

imperialist curricula. The manifestation of colonialist education on all levels of social 

work education in Việt Nam is possible. Therefore, there is a continued importance for 

invited international scholars who are consulted to help develop the curricula – especially 

graduate programs – to familiarize themselves to Vietnamese culture. These scholars and 

consultants should also develop a comprehensive understanding of the factors that 

contribute to the barriers experienced in developing Vietnamese social work curricula. It 

would be beneficial to compile research which looks at the development of graduate 

programs as well as the evolution of educators’ teaching careers as they graduate from 

these programs and/or graduate students’ careers in the field after convocation. This 

research could help to potentially examine areas needing support within educational 

programming, identify barriers for new teachers as the profession continues to grow, and 

aid in the development of Vietnamese specific social work while moving towards action 

to resolving these gaps.  

If the Vietnamese government is set on meeting their quota for trained social 

workers to grow the profession, another possible educational trajectory would be a 

specialized training program for those who have extensive experience in the field but 

who are not social workers. This would mean an adaptation in the current process, which 

is completion of a university entrance exam with no guarantee of admittance into social 

work. If a change was possible, the programming could be a condensed course, mainly 
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theoretical since these individuals would possess practical experience. Western and new 

Vietnamese theories and revised or newly developed adaptations of Vietnamese social 

work practice materials could be used in this curriculum. By providing existing 

practitioners with some formal education, more social workers would be able to be 

trained at a faster rate in Việt Nam. More importantly, the country would be able to 

incorporate experienced human services workers to the profession, and less human 

resources would be required to train these individuals. 

Under Project 32, the Vietnamese government envisioned social workers 

practicing in every commune in each community (MOLISA, 2014; Vietnam Office of the 

Prime Minister, 2010), but it was not clear how this was to be done and whether jobs 

were guaranteed. With expansion also comes risks associated with saturation. At the time 

of data collection, finding employment was anticipated to be an acute issue. Since this 

time, baccalaureate graduates have experienced difficulty finding employment (Nguyen 

& Nguyen, 2017; personal communication, February 22, 2019). These difficulties may be 

possibly due to the recent implementation of standards for job codes, wages and benefits 

in 2015 (Nguyen & Nguyen, 2017). The lack of income and job availability can result in 

fewer applicants into the profession or graduates continuing on in the field, which has 

been China’s recent experience (Zeng, Cheung, Leung, & He, 2016). 

While the government focused on developing foundations for education and the 

profession, they appeared to be short-sighted when it came to ensure the livelihood of 

social work professionals and longevity of the profession. In order to allow the profession 

to thrive and provide professional services, attention needs to be paid to employment 

matters such as, incorporating social workers into all human services and providing 
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professional remuneration. Policy changes could be an avenue to increase employment 

and pay, but it may be difficult. It would be important to frame these changes within an 

economic development framework alongside the Đổi Mới policy. More research could be 

done to understand why these employment gaps are happening, and studies on student 

outcomes after graduation would help to clarify this issue. However, the research should 

emphasize moving towards action and idealistically be a collaborative project with the 

government and key players within social work.  

6.2.6 Linking education to the profession’s growth. Educators recognized that 

social work education was a stepping stone to help grow different aspects of the 

profession. They discussed different areas of social work, such as social work in schools, 

social work with youth, violence and gangs, children living with disabilities, and women 

and families experiencing domestic violence and abuse (personal communication, 

February 22, 2019; Williams, 2016). These areas of social work reflected Vietnamese 

societal issues that needed to be addressed. More research in these practice areas ought to 

be done to expand the Vietnamese social work knowledge base. This research may help 

identify practice issues and social work practice unique to Việt Nam. In addition, the 

research may allow educators to develop more localized materials for the curricula. 

Beyond areas of practice, educators felt a consistent practice standard reflective of 

social work values and Vietnamese cultural context was needed to strengthen the 

profession. At the time of the study, educators indicated there was potential for 

inconsistent and problematic practice due to the absence of a social work code of ethics 

and reliance on personal values to circumvent ethical issues. Educators believed 

formulating a code of ethics would enforce a practice standard in Việt Nam and help 
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clarify what encompassed Vietnamese social work practice. Educators also mentioned 

social work practice needed to be monitored, and adherence to the code was important to 

prevent abuses on vulnerable groups such as orphaned children. Recently, a code of 

ethics has been developed by the newly formed national association (Nguyen et al., 2017; 

personal communication, July 2, 2018; Williams 2016, 2018).  

 The profession may benefit from offering thorough education about ethics to 

students and practitioners. A core foundational class on social work ethics could be 

implemented into the existing social work curricula. It would also be beneficial for 

educators to discuss ethics intensively throughout the program so students may become 

more familiarized and comfortable with what to do in practice. The use of the Universal 

Declaration of Human Rights (United Nations, 1948) and other relevant documents such 

as the Global Social Work Statement of Ethical Principles (IFSW, 2018), Ethics in Social 

Work, Statement of Principles (IASSW, 2004) would be an asset in ethical learning. 

Although the Universal Declaration of Human Rights (United Nations, 1948) was 

developed by Western scholars, the standards are meant to address abuses experienced by 

humanity, regardless of culture. Incorporation of human rights into ethical learning may 

help to ensure that cultural relativistic practices which do harm are not encouraged. Open 

access to the code of ethics and these materials by social workers in Việt Nam and 

experienced human service practitioners would be valuable to being able create more 

consistent and ethical practice across the country. 

With a new national social association and code of ethics, registration and 

licensing of social workers would be beneficial to the profession for a few reasons. 

Educators could enhance the quality of ethical social work practice through 
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monitorization of activities. Licensed and registered social workers could be examples of 

the standard of practice. More importantly, those practicing social work could be held 

accountable for their actions. Penalties for not abiding by the code could be put in place. 

This may help with the profession to be taken more seriously by society. In addition, this 

system could help track who is practicing in the field after graduation and what they may 

be doing in practice. The data could offer additional information to explore various 

aspects of educational outcomes and aid with long term curriculum and professional 

planning. The differentiation between volunteers and professional social workers could 

be clearer, thereby leaving professional activities for those with social work backgrounds.  

6.3 Personal Lessons Learned from the Research 

 6.3.1 Research and the insider-outsider. In the development of my research 

methodology, I came across an unanticipated frustration: I struggled to find a good fit 

between pre-existing research methodologies and who I was as a Vietnamese person and 

as a social worker. The difficulties experienced by social work educators in Việt Nam 

because of cultural incongruency was mirrored in the development of the research and 

throughout my work on the thesis. While the closest methodological fit was critical 

ethnography because of its flexibility, it does not account for nor emphasize the cultural 

practices and beliefs of a group as a part of the research process, as they are in Indigenous 

research methodologies. Research methodologies and practices for the Other is an area 

that needs to be explored.  

 My positionality was unique in that I belonged to both Vietnamese and Western 

culture and I possessed the dual roles of student and researcher. My positionality was 

accentuated because of the colonialist history of Việt Nam and the imperialistic tensions 
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in international social work. Nothing prepared me to navigate this dynamic, despite what 

I had read. My dual roles were both an advantage and a disadvantage in my research. I 

understood the world from the same cultural viewpoint as the research participants, and 

this was an asset because this “insider” knowledge helped me to understand what I was 

hearing and seeing with more conceptual depth. On the other hand, there were times I 

was placed in a position of power because I possessed Western social work knowledge 

and the education they aspired to. The thought did not occur to me that in many ways, I 

would be placed in the same box as the colonizer I was asking social work educators to 

be mindful of. What potential effect would that have on my research?  

 This duality may exist for others like me, Việt Kiều and Vietnamese social work 

educators who have left the country for higher education and returned or who have had 

the privilege to leave the country for reasons related to social work education. Educators 

in Việt Nam who have been exposed to Western education were better able to articulate 

their struggles and tensions in practice, giving thought to a culturally sensitive approach. 

However, they risk unintentional colonialist practice if they are not critically reflexive of 

how they are using their Western knowledge. Việt Kiều social work researchers who 

have come “home” are likely to experience comparable dualities in the way I did. These 

individuals have to be careful and critically reflexive in their practice; sharing the same 

ancestry does not mean a shared perspective. Việt Kiều’s lives have been deep impacted 

by the West, and they are likely to have unconsciously adopted Western ways of 

thinking. 

 6.3.2 Mindful collaboration. In my research I learned what it means to 

collaborate in a mindful way when colonialist practice is a risk. We need to be aware of 
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the line between supporting and enabling and when our cultural incompetence results in 

professional imperialism and colonialist practice. We also need to be mindful of how the 

impact of centuries of colonialism has resulted in deep rooted unconscious internalized 

oppression and recognize how it manifests itself in subtle ways. If we want to respect 

Vietnamese social work educators’ desire to develop an education that is reflective of 

their culture and meaningful to them, we need to ensure that we are giving them the 

autonomy to do so and take a supportive position.  

 6.3.3 Learning from Vietnamese educators. Throughout my research, I often 

spoke to both students and educators that learning should not be unidirectional, that is, 

Vietnamese social workers adapting Western methods of social work education and 

practice without Western countries learning from them. There is value in learning from 

one another, and I was in awe of what I saw in the classrooms. After experiencing both 

Western and Vietnamese classrooms, I can say Western educators can learn from 

Vietnamese social work educators. Their teaching is engaging, experiential, and 

interactive at a level I have not experienced in the Western classroom. There were times I 

was so captivated in the classroom that I wanted to learn alongside the students. In 

addition, students were more involved in and prepared for classes. This impression left 

me fascinated with how delivery of education, despite a lack of resources, can deepen 

investment and learning. We in Canada also have the potential to learn from social work 

in different countries and what this means for cultural social work in a broader context. 

6.4 Conclusion: Moving Forward as Global Social Work Educators 

Appreciating how Vietnamese social work educators perceived the current state of 

social work education in Việt Nam allowed me to acknowledge the complexities involved 
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in developing culturally congruent social work education. A critical ethnographic 

approach to the study was utilized to answer the research question: how do Vietnamese 

social work educators perceive the current state of social work education in the country? 

Through participant observation, formal and informal conversations, documents and 

artifacts and reflective jounralling at three universities in Thành Phố Hồ Chí Minh, the 

research was able to capture what social work education looked like and how social work 

education was being implemented. More importantly, these descriptions lent to deeper 

insight into Vietnamese social work educators’ perceptions of the state of social work 

education in Việt Nam at that time, which resulted in the study’s six themes.  

The study found that developing social work education could be political, and the 

state had a substantial influence on how social work curricula was structured and 

implemented. While the political context was anticipated to be a contributing factor to the 

curricula’s development, the study found the state’s influence impactful in all facets of 

social work education. Social work educators were limited in their abilities as a result, 

and future plans to shape social work education ought to consider how these plans can be 

implemented within this political context.  

Social work educators in the study were cognizant of the incongruent theoretical 

fit between educational materials to Vietnamese culture but continued to use these 

materials and international support for good reason. At the time of the study, Western 

materials as well as international collaboration were needed to ensure the survival of the 

profession in Việt Nam. This was an unexpected discovery. Educators adapted their 

teaching to incorporate Vietnamese culture, and while more local knowledge was 

preferred, it was not a simple matter of creating materials or human resources. I did not 
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realize how various underlying factors created barriers for Vietnamese social work 

educators and made the hope for indigenized curricula more difficult to achieve. 

The lack of resources the existing literature describes was observed, but the 

creative approaches to delivery the material were a new discovery. Social work educators 

utilized experiential teaching approaches to address lack of resources and incongruent fit 

of materials. These approaches to teaching also intended to excite students about the 

profession. I found the classroom experience engaging as a result, and educators in other 

parts of the world could learn from these approaches. While educators were more focused 

on field education, a balance between theory and practice in the curriculum would be 

beneficial to solidify and legitimize the profession. 

The research found that social work educators in Việt Nam took on other roles. 

This was due to the newness of the profession, lack of resources and their own desires to 

increase their capacity as social workers. The demands, expectations and roles of 

educators surpassed my initial assumptions, and my respect grew for the responsibility 

social work educators have in the profession. Additionally, research and writing were 

future goals emphasized by social work educators in Việt Nam. It would be beneficial for 

educators to partake in qualitative research as lead investigators while devising ways to 

openly access and distribute written material from these studies as well as other written 

works. 

The fifth theme acknowledged the collective culture that exists in Việt Nam. The 

study found that a community approach to teaching and practice was heavily present. 

Despite the barriers social work educators faced, they also felt it was their duty to give 

back to community. In addition, the community of social workers was small at the time 
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of the study but was expected to grow. Since this time, Bachelor of Social Work 

graduates have entered the field and have experienced difficulties in becoming employed. 

Graduate programs have also grown. Care and attention ought to be paid to job 

opportunity, renumeration and continued curriculum development to ensure the longevity 

of the profession. 

Lastly, attention to curricula development was important to educators in Việt Nam 

because education was viewed as the foundation of the profession. Social work educators 

envisioned a social work practice which was reflective of Việt Nam’s context and began 

adapting their teaching to incorporate Vietnamese culture. At the time of the study, the 

creation of a code of ethics was priority. This code has since been developed, and it 

would benefit the profession to incorporate the code in the curricula. Additionally, this 

code could be utilized to monitor practice and differentiate social work from 

volunteering. Registration and licencing of social workers may also help to strengthen 

standards of practice. 

The above study findings and my reflections of these findings may have created 

more questions than answers. However, the study did capture insight into why challenges 

and barriers existed. There were hidden underlying factors which contributed to the 

difficulties experienced by social work educators in Việt Nam and help to understand the 

intricacies of why indigenized or decolonized approaches may be difficult to achieve. 

Moreover, the research highlighted how social workers should strive to critically reflect 

on how we share and practice Western social work. As global social workers, we need to 

ensure that our profession has the integrity to empower Other social work educators 

through respectful, anti-oppressive social work education and practice as a whole. 
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Appendix A: Letter of Introduction 

 

Research Title: Social Work Education in Vietnam 

 

Hello, 

My name is Carolyn Tran, and I am a graduate student taking the Master of Social Work 

Program at the University of Regina, Canada. I am looking for Vietnamese social work 

educators and teachers and who have experience teaching social work in Vietnam to 

participate in my research study. 

If you are interested in participating in this research project, your commitment would 

include two formal interviews, which will take no more than one hour each to complete, 

as well as informal interviews dependant on your time and availability. These interviews 

will be conducted in person. All interviews are voluntary and participants are able to opt 

out of the research at any time. Interviews will be scheduled at your convenience. In 

addition to your participation in the interviews, I will be asking for the opportunity to 

view how social work education is carried out in the classroom as well as the opportunity 

to look at and borrow the materials you use to teach and that students are required to 

learn. 

My interest in this research project stems from my personal connection to Vietnam and 

my curiosity about how the social work profession is developing in the country. The 

research aims to examine social work education in Vietnam and its congruency with 

Vietnamese culture. Because there is little research that addresses this topic, I hope to 

contribute to the literature in international social work. I also hope this research will help 

social work education in Vietnam further develop and aid in the profession’s growth in 

the country.  

If you or someone you know would like more information about the research study or 

would like to participate, please contact me at: carolyn.d.tran@gmail.com. Thank you! 

 

 

 

Carolyn Tran 

Master of Social Work Student 

Faculty of Graduate Studies and Research  

University of Regina 
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Thư Giới Thiệu 

Tên Nghiên Cứu: Công Tác Giảng Dạy Bộ Môn Công Tác Xã Hội ở Việt Nam 

Xin chào, 

Tôi tên là Carolyn Trần, sinh viên cao học bậc thạc sĩ ở khoa Công Tác Xã Hội (CTXH) 

tại trường Đại học Regina, Canada. Tôi muốn tìm những nhà giáo dục, giảng viên và 

những người có kinh nghiệm giảng dạy bộ môn CTXH để tham gia vào nghiên cứu của 

tôi. 

Nếu anh/chị muốn tham gia vào dự án nghiên cứu này, cam kết từ phía anh/chị bao gồm 

hai cuộc phỏng vấn chính thức, mỗi cuộc phỏng vấn sẽ không kéo dài quá một tiếng, 

cũng như các buổi phỏng vấn không chính thức khác tùy thuộc vào thời gian của anh/chị. 

Các buổi phỏng vấn này sẽ được thực hiện trực tiếp. Tất cả các cuộc phỏng vấn đều tự 

nguyện và người tham gia có thể ngừng tham gia nghiên cứu bất cứ lúc nào. Phỏng vấn 

sẽ được sắp xếp vào thời gian thuận tiện cho anh/chị. Ngoài phỏng vấn, tôi cũng sẽ đề 

nghị anh/chị cho phép được quan sát việc giảng dạy bộ môn CTXH được thực hiện trên 

giảng đường cũng như xem và mượn các tài liệu anh/chị dùng để dạy và yêu cầu sinh 

viên học. 

Quan tâm của tôi trong dự án nghiên cứu này đến từ kết nối của cá nhân tôi với Việt Nam 

và tôi muốn biết nghề CTXH đang được phát triển ở Việt Nam thế nào. Nghiên cứu nhằm 

mục đích tìm hiểu công tác giáo dục bộ môn CTXH ở Việt Nam và sự phù hợp của nghề 

này với văn hóa Việt Nam. Do có ít nghiên cứu làm về chủ đề này, tôi hi vọng sẽ đóng 

góp cho kho kiến thức của ngành CTXH trên thế giới. Tôi cũng hi vọng nghiên cứu này 

sẽ giúp việc giảng dạy CTXH phát triển hơn và hỗ trợ sự lớn mạnh của ngành này ở Việt 

Nam.  

Nếu anh/chị hoặc người quen của anh/chị muốn có thêm thông tin về nghiên cứu hoặc 

muốn tham gia, vui lòng liên hệ với tôi tại địa chỉ: tran202c@uregina.ca. Xin chân thành 

cảm ơn! 

Trân trọng, 

 

Carolyn Trần 

Sinh Viên Cao Học Khoa Công Tác Xã Hội 

Cán Bộ Phòng Cao Học và Nghiên Cứu 

Đại Học Regina 
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Appendix B: Letter of Introduction: Dean of Social Work 
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Appendix C: Recruitment Script 

 

Research Title: Social Work Education in Vietnam 

 

RECRUITMENT SCRIPT 

You are invited to participate in a research study entitled Social Work Education in 

Vietnam. This study is a research project being conducted by Carolyn Tran, Master of 

Social Work student at the University of Regina, Canada. The goal of the study is to 

understand social work education in Vietnam and its congruency to Vietnamese culture. 

I would like the opportunity to work with you, as a social work educator and faculty 

member, to understand your perspectives of the social work education in Vietnam. 

Participation in the research study would include two formal interviews, which will take 

no more than one hour each to complete, as well as informal interviews dependant on 

your time and availability. These interviews will be conducted in person. To help me 

better understand social work education in Vietnam, how it reflects the culture, and your 

perspective, I will also be asking you for the opportunity to sit in your social work classes 

and to review your social work educational materials. Your participation is appreciated 

and completely voluntary. Would this research sound like something you would be 

interested in participating in? 

[IF YES, CONTINUE READING. IF NO, THANK THEM FOR THEIR TIME} 

[IF YES] With your permission, I would like to ask for your full name and contact 

information so I can contact you to make arrangements to interview you and visit your 

classroom. 

[IF YES, READ ADDITIONAL INFORMATION BELOW] 

ADDITIONAL INFORMATION 

The project has been approved by the University of Regina Ethics Board on _________. 

If you have any question concerning the research study, please feel free to ask at any 

point. Any questions regarding this research or your privacy rights as a participant should 

be directed to Carolyn Tran (1-306-262-7709) or to the Research Ethics Office at the 

University of Regina, (1- 306-585-4775) whom you may call collect. 

 

 

 

_________________________________  _________________________________ 
Potential Participant Name   Phone Number 

 

 

 

_________________________________ 
Email 
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Tên Nghiên Cứu: Công Tác Giảng Dạy Bộ Môn Công Tác Xã Hội ở Việt Nam 

LỜI GIỚI THIỆU: 

Anh/chị được mời tham gia một nghiên cứu tên là Công Tác Giảng Dạy Bộ Môn Công 

Tác Xã Hội (CTXH) ở Việt Nam. Nghiên cứu này là một dự án được thực hiện bởi 

Carolyn Trần, sinh viên cao học ngành CTXH tại trường đại học Regina, Canada. Mục 

tiêu của nghiên cứu là nhằm tìm hiểu công tác giảng dạy bộ môn CTXH ở Việt Nam và 

sự phù hợp của bộ môn này với văn  hóa Việt Nam. 

Vì anh/chị là giảng viên và cán bộ khoa CTXH, tôi mong muốn có cơ hội được làm việc 

cùng anh/chị để tìm hiểu về quan điểm của anh/chị về công tác giảng dạy bộ môn CTXH 

ở Việt Nam. Việc tham gia vào nghiên cứu này bao gồm hai cuộc phỏng vấn cố định, mỗi 

cuộc phỏng vấn không kéo dài quá một tiếng, và những cuộc phỏng vấn không cố định 

được sắp xếp tùy vào thời gian của anh/chị. Những cuộc phỏng vấn này sẽ được thực 

hiện trực tiếp. Để hiểu hơn về công tác giảng dạy bộ môn CTXH ở Việt Nam, việc giảng 

dạy này phản ánh văn hóa bản địa thế nào, và quan điểm của anh/chị, tôi muốn xin phép 

được dự giờ các tiết giảng của anh/chị và xem các tài liệu giảng dạy của anh/chị. Tôi rất 

biết ơn sự tham gia của anh/chị và việc tham gia hoàn toàn tự nguyện. Anh/chị có quan 

tâm và muốn tham gia vào nghiên cứu này không? 

[NẾU CÓ, ĐỌC TIẾP. NẾU KHÔNG, CẢM ƠN HỌ ĐÃ DÀNH THỜI GIAN LẮNG 

NGHE] 

[NẾU CÓ] Với sự cho phép của anh/chị, tôi muốn xin họ tên và thông tin liên lạc của 

anh/chị. Tôi sẽ liên hệ với anh/chị để sắp xếp các buổi phỏng vấn và các buổi dự giờ. 

[NẾU CÓ, ĐỌC THÊM CÁC THÔNG TIN DƯỚI ĐÂY] 

THÔNG TIN THÊM 

Dự án này đã được chấp thuận bởi Hội Đồng Đạo Đức trường Đại học Regina vào ngày 

24/1/2013. Nếu anh/chị có bất cứ câu hỏi nào về nghiên cứu, vui lòng hỏi tôi bất cứ lúc 

nào. Mọi câu hỏi liên quan đến nghiên cứu này hay quyền cá nhân của anh/chị với tư 

cách người tham gia cần được chuyển đến Carolyn Trần (1-306-262-7709) hoặc đến Văn 

phòng Đạo Đức Nghiên Cứu tại trường Đại học Regina (1-306-585-4775). 

________________________  ____________________________ 

Tên người tham gia    Số điện thoại 

      ____________________________  

      Email 
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Appendix D: Semi Structured Interview Guide 

 

Research Title: Social Work Education in Vietnam 

 

INTERVIEW GUIDE ONE  
 

1. Tell me a little bit about the university and how you came to teach here. 
 

[Probe: University’s philosophies, social work experience, educational 

experience] 
 

2. Tell me about the social work program at this university. 
 

[Probe: Number of faculty, specialties, meeting standards of IASSW, plans for 

development, enrollment numbers, BSW/MSW?] 
 

3. What are students required to learn during their time in the undergraduate social 

work program? 
 

[Probe: Classes are offered, classes required, texts are used, structure of class] 

 

4. How does the social work material fit with Vietnamese culture? 
 

[Probe: Texts, describe how you would incorporate culture into your teaching] 
 

5. What do you think is important to include in social work educational materials? 
 

[Probe: Why?  How do you feel about it?] 

 

INTERVIEW GUIDE TWO  

 

1. Tell me about a situation that you have had as a social work educator where the 

class material did not make sense from Vietnamese cultural perspective. 
 

[Probe: What was the issue?] 
 

2. How did you deal with the issue? 
 

[Probe: Techniques, Strategy] 
 

3. Why did you approach the issue this way? 
 

[Probe: How does this make sense to you? (Factors such as own culture, 

experience, personality, and environment)] 
 

4. Why do you think these situations happen? 
 

[Probe: How do they feel about it?] 
 

5. What do you think has shaped social work education the way it is today? 
 

[Probe: Role of international collaboration? Government? Social work in other 

places?] 
 

6. What do you think should be changed in the social work education? 
 

[Probe: Why?] 
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Hướng Dẫn Phỏng Vấn Bán Cấu Trúc Cố Định 

Tên Nghiên Cứu: Công Tác Giảng Dạy Bộ Môn Công Tác Xã Hội ở Việt nam 

HƯỚNG DẪN PHỎNG VẤN MỘT 

1. Hãy kể cho tôi về trường đại học này và anh/chị đã đến dạy ở đây như thế nào. 

[Gợi ý: Phương châmnnn của trường, kinh nghiệm hoạt động CTXH, kinh nghiệm 

dạy học] 

2. Hãy cho tôi biết chương trình CTXH được cấu trúc/tổ chức trong trường này thế 

nào. 

[Gợi ý: Số giảng viên, chuyên ngành, đáp ứng tiêu chuẩn IASSW, kế hoạch phát 

triển, số lượng tuyển sinh, bậc đại học/bậc cao học] 

3. Học sinh bắt buộc học những gì trong chương trình cử nhân ở khoa CTXH? 

[Gợi ý: Các lớp hiện có, các lớp bắt buộc, các sách/giáo trình sử dụng, cấu trúc 

lớp học] 

4. Các tư liệu CTXH phù hợp với văn hóa Việt Nam như thế nào? 

[Gợi ý: tư liệu, miêu tả cách anh/chị kết hợp văn hóa với cách giảng dạy của 

mình] 

5. Anh/chị thấy điều gì là quan trọng và cần phải đưa vào các tư liệu giảng dạy 

CTXH? 

[Gợi ý: tại sao? Anh/chị thấy thế nào về điều đó?] 

 

HƯỚNG DẪN PHỎNG VẤN HAI 

1. Hãy kể cho tôi về một trường hợp anh/chị đã từng trải qua với tư cách một người 

giảng dạy bộ môn CTXH khi tư liệu dùng trên lớp không phù hợp/không có ý 

nghĩa trong văn hóa Việt Nam. 

[Gợi ý: Vấn đề là gì?] 

2. Anh/chị giải quyết vấn đề đó như thế nào? 

[Gợi ý: Kĩ thuật, Phương pháp] 

3. Tại sao anh/chị đã tiếp cận vấn đề theo cách nào? 

[Gợi ý: Điều này có ý nghĩa thế nào với anh/chị? Các yếu tố như văn hóa của bản 

thân, kinh nghiệm, tính cách, và môi trường] 

4. Anh/chị nghĩ tại sao những trường hợp thế này xảy ra? 

[Gợi ý: Anh/chị thấy thế nào về điều này?] 

5. Anh/chị nghĩ điều gì định hình công tác giảng dạy CTXH như hiện nay? 

[Gợi ý: Vai trò của hợp tác quốc tế? Nhà nước? CTXH ở những nơi khác] 

6. Anh/chị nghĩ cần thay đổi điều gì trong công tác giảng dạy CTXH? 

[Gợi ý: Tại sao?] 

 

 

  



  180 

 

Appendix E: Transcript Release Form 

 

Research Title: Social Work Education in Vietnam 

 

 

[Insert Date] 

[Insert Name, address, etc.] 

Dear [Insert Name] 

 

 

Dear [Insert Name], 

 

 

Thank you very much for your participation in the study Social Work Education in 

Vietnam.  Attached is the transcript of our interview for your review. 

 

If you would like to make changes or additions to your comments, you may do so by 

writing them directly in the transcript and emailing the transcript back to me.  

 

I would appreciate receiving any revisions to the transcript by [Insert Date].  If I don’t 

hear back from you by this date, I will assume the transcript meets your approval. 

Please feel free to contact me by e-mail at carolyn.d.tran@gmail.com if you have any 

questions or concerns, or if you need more time to review the transcript. Once again, 

thank you very much for your time and support of this research. 

 

 

Sincerely, 

 

 

Carolyn Tran 

BA, BSW, RSW, Master of Social Work Student 

University of Regina 

 

Phone: 1(306) 979-8720 

Email: carolyn.d.tran@gmail.com 
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Biên Nhận Văn Bản Sao Chép Cuộc Phỏng Vấn 

Tên Nghiên Cứu: Công Tác Giảng Dạy Bộ Môn Công Tác Xã Hội ở Việt Nam 

 

[Insert Date] 

[Insert Name, address, etc.] 

Dear [Insert Name] 

 

 

Kính gửi [Insert Name], 

Xin chân thành cảm ơn Cô đã tham gia vào nghiên cứu Công Tác Giảng Dạy Bộ Môn 

Công Tác Xã Hội ở Việt Nam. Văn bản sao chép cuộc phỏng vấn với Cô được đính kèm 

để Cô xem lại. 

Nếu Cô muốn thay đổi hay thêm vào những lời nhận xét của mình, Cô có thể viết trực 

tiếp vào văn bản này, và gửi thư điện tử cho em. 

Em rất mong nhận được văn bản đã sửa trước [Ngày, Tháng]. Nếu em không được liên 

lạc bởi Cô sau ngày này, Em sẽ mặc định rằng văn bản của buổi phỏng vấn đã được Cô 

thông qua và đồng ý. 

Vui lòng liên hệ với Em tại địa chỉ email tran202c@uregina.ca nếu Cô có câu hỏi hay 

nhận xét gì, hoặc nếu Cô cần có thêm thời gian để đọc lại văn bản. Một lần nữa, cám ơn 

Cô rất nhiều vì đã dành thời gian và hỗ trợ cho nghiên cứu. 

Trân trọng, 

Trần Dawn Carolyn 

Cử nhân, Thạc sĩ, Nghiên cứu sinh khoa CTXH 

Đại học Regina 

Điện thoại: 1 (306) 979-8720 

Email: tran202c@uregina.ca 

 

 

  



  182 

 

Appendix F: REB Approval 
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Appendix G: Assumption of Risks Agreement Form 
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Appendix H: Safety Plan 

 

SAFETY PLAN 

 

Low Risk Research 

 

After review of the Risk Assessment Form (See completed attached form) and the Safety 

Planning Record form, Carolyn Tran’s research entitled Social Work Education in 

Vietnam is considered low risk for the following reasons: 

- Research activities are similar to those found at the University of Regina. 

- Research activities will take place at the University of _________ and the 

University of _________ and _________ in Ho Chi Minh City, Vietnam, which 

are easily accessible. 

- Public transportation is being used to travel. 

- The universities are an urban area. Because of this, there are no risks associated 

with research in isolated locations (i.e., wildlife, need for survival gear). 

- No chemicals or machinery are being used in this research.  

- Carolyn is familiar with Ho Chi Minh City through her own personal experiences 

and will be accompanied by locals and other individuals familiar with this area. 

- All immunizations highly suggested for this location are up to date. 

 

Communication and Emergency Plan 

 

Due to the low risk nature of Carolyn’s research, the following safety plan for Carolyn 

will be focused on communication and emergency strategies should this communication 

be disrupted. The following is the communication plan that Carolyn has created with her 

supervisor and committee members at the Faculty of Social Work (Saskatoon Campus): 

- Carolyn will leave Dr. Ailsa M. Watkinson her address and contact information in 

Vietnam and contact information on the universities she will be situated in. 

Carolyn will also leave copies of personal identification (passport and visa) and 

travel itinerary with Dr. Watkinson. 

- Carolyn will provide a list of emergency contacts and their information to Dr. 

Watkinson should the emergency plan be facilitated. 

- Carolyn will make weekly contact with Dr. Watkinson. This contact may be 

through email or Skype. 

- In this contact, Carolyn will inform Dr. Watkinson of any upcoming scheduled 

data collection activities in Ho Chi Minh City or any planned absences from 

Carolyn’s home residence in Vietnam and universities in Ho Chi Minh City. 

- This weekly contact will be documented by both Carolyn and Dr. Watkinson. 

- In addition to contact with Dr. Watkinson, Carolyn will make at least bi-weekly 

contact with Dr. Judy White, committee member, Faculty of Social Work 

(Saskatoon Campus). 
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Should Carolyn fail to make this contact, the following emergency plan and steps should 

be taken: 

- Dr. Watkinson will first contact Carolyn’s identified associates ______ and 

_______ at ______ and ________, respectively, to see if they have had recent 

contact with Carolyn. If recent contact has not been made, Dr. Watkinson will 

complete the next step and the following steps. 

- Dr. Watkinson will contact with Carolyn’s immediate family (_________ – 

husband; _________ – father; _________ – brother) in Canada to see if she has 

had recent contact with them. 

- If Carolyn has not been made recent contact with her family in Canada, Dr. 

Watkinson shall contact family members in Vietnam and will specifically contact 

Uncle first, as he is a colonel in the local government and will be able to help Dr. 

Watkinson facilitate the next emergency step if needed.  

- Dr. Watkinson will contact the local government in Tân An, Vietnam. All 

extended trips away from the registered place of residence by visitors of Vietnam 

have to be reported to the local government. If Carolyn has gone on a trip, this 

will have been registered with the local government. 

- Should there be no record of a trip, Dr. Watkinson will contact the Canadian 

Consulate in Vietnam to report Carolyn as a missing person and provide them 

with Carolyn’s information (passport, visa, place of residence in Vietnam, etc). 

 

 

By signing this safety plan, all parties understand the risks to Carolyn’s research and 

agree to abide to this communication and emergency plan for her well-being and safety.  

 

 

 

 

Signed this ____ day of __________, 2013 

 

 

 

 

 

_____________________________  _______________________________ 

Dr. Ailsa M. Watkinson, Supervisor  Carolyn Tran, MSW Student 
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WEEK Date of Contact Type of Contact 

 

Initials 

 

February 3-9    

February 10-16    

February 17-23    

February 24- March 

2 

   

March 3-9    

March 10-16    

March 17-23    

March 24-30    

March 31-April 6    

April 7-13    

April 14-20    

April 21-27    

April 28- May 2    
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Emergency Contacts 

Carolyn’s address: 

Tân An, Long An 

Việt Nam 

 

Carolyn’s phone number (home residence in Vietnam) 

 

1. Step One – University Contacts in Vietnam 

* Please note that names and addresses have been omitted to protect the 

confidentiality and anonymity of these individuals and their workplaces * 

 

2. Step Two – Family Members in Canada: 
 

a. Husband 

b. Father 

c. Brother 

 

3. Step Three – Family Members in Vietnam: 
 

a. Uncle 

b. Cousin and daughter of the above 

 

4. Step Four – Local Government: 
 

a. Uncle and colonel in the local government 

b. Justice Department of Long An Province 

151, Nguyen Dinh Chieu Street, Ward 1  

Tan An City, Long An 

+84 72 3837 736 

 

5. Step Five – Canadian Consulate in Vietnam 
 

Canadian Consulate 

Phone.: +84 (8) 3827 9899 

Fax: +84 (8) 3827 9935 

Email: hochi@international.gc.ca  
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Appendix I: Government of Canada Travel Advisory 
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Appendix J: Consent Form 

 

Consent Form 

 

Project Title:  Social Work Education in Vietnam  
    

Researcher(s): Carolyn Tran, Graduate Student, Faculty of Graduate Studies and 

Research: Faculty of Social Work, University of Regina, 306-262-7709, 

tran202c@uregina.ca 
 

Supervisor:  Ailsa M. Watkinson, Faculty of Social Work, University of Regina, 306-

664-7375, 306-664-7131 (f), Ailsa.Watkinson@uregina.ca 

 

Purpose(s) and Objective(s) of the Research:  

- The purpose of the research is to understand social work education in Vietnam and its 

fit with Vietnamese culture.  

- The research will obtain social work educators’ perspectives about social work 

education in Vietnam by using various methods such as interviews, observation and 

collection of documents. I will also be keeping a journal to help me record my 

thoughts. The research will also attempt to understand how culture and power have a 

role in social work education. 

 

Procedures:  

- You will be asked to participant in two formal interviews, and informal interviews 

scheduled at your convenience. The interviews should last no longer than an hour. 

The interview will be audio-taped and then transcribed. Please let me know if audio-

taping and transcribing will be an issue for you.  

- You will be asked by the researcher for opportunities to observe social work classes 

you teach to help the research better understand social work education in Vietnam 

and your perspectives. These observations will be scheduled at your convenience.  

- You will also be asked by the researcher for opportunities to look at and borrow the 

materials you use to teach and any other social work educational material you believe 

may be useful. 

- By signing the consent form, you are agreeing to the audio-taping and the 

transcription of your interview, the opportunities to view social work classes in 

session, and the opportunities to review relevant social work educational material. 

- You will be invited to review your transcript and take participate in the analysis of the 

data. This may involve follow up meetings and online communication through email. 

- Please feel free to ask any questions about the procedures and goals of the study or 

my role. 

 

Potential Risks:  

- There are no known risks to you by participating in this research.  

- If at any time during the interview you feel uncomfortable, please let me know. If I 

observe that you look uncomfortable at any time during the interview, I will pause the 
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interview and check to see if you experience any difficulties. If you should feel 

extreme difficulty with the interview, or express any severe emotional reactions, I 

will terminate the interview. 

- In addition, if you feel uncomfortable while the researcher is observing a class, please 

let me know. I will stop recording observations. 

- After the interview, I will debrief with you about the interview experience. Debriefing 

may also be done after class observations. 

 

Potential Benefits:  

- The research will help strengthen my skills as a researcher and will build on my 

current social work skill set. The hope is that this experience will be utilized to 

benefit the social work profession in general.  

- The research may provide more information and knowledge to the topic of social 

work education in Vietnam and which may be useful for other developing social work 

programs. In addition, the research may provide social work educators in Vietnam 

with information that may assist in the development and expansion of social work 

theories and practice unique to Vietnam.  

 

Confidentiality:  

- Because the participants for this research have been selected from a small group of 

people, it is possible that you may be identifiable to other people on the basis of what 

you have said. 

- I will take the steps to ensure that your confidentiality and anonymity in the research 

will be honored. I will not use your name or any identifying information in the report 

or any presentations on the research. The report will be used to fill the requirements 

of a thesis, which will be archived at the University of Regina’s library. In addition, 

there is a possibility a journal article will be developed from this research. In this 

case, the researcher will re-affirm your consent to use your information for this 

purpose. 

- After your interview, and prior to the data being included in the final report, you will 

be given the opportunity to review the transcript of your interview, and to add, alter, 

or delete information from the transcripts as you see fit. In addition, you will be given 

an opportunity to be involved in critical analysis of the data. 

- The data will be stored in a locked drawer with the supervisor at the University of 

Regina for seven years after the completion of the research.  

 

Right to Withdraw:   

- Your participation is voluntary, and you can answer only those questions that you are 

comfortable with. You may withdraw from the research project for any reason, at any 

time without explanation or penalty of any sort. If you choose to withdraw, your data 

will not be used in the research study and will be destroyed. 

- Whether you choose to participate or not will have no effect on your position [e.g. 

employment, class standing, access to services] or how you will be treated. 

- Your right to withdraw data from the study will apply until the data has been 

analyzed, which will be one month after the initial interview. After this it is possible 
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that some form of research dissemination will have already occurred, and it may not 

be possible to withdraw your data. 

 

Follow up:  

- You will be given the opportunity to review the transcript of your interview, and to 

add, alter, or delete information from the transcripts as you see fit, following the 

interview. 

- You will be invited to take participate in the analysis of the data which will take the 

form of follow up meetings or online communication after the interview. These 

meetings or communication should take no longer than an hour per meeting and will 

be scheduled at your convenience. 

- To obtain results from the study, please contact the researcher using the information 

at the top of page 1. 

 

Questions or Concerns:   

Should you have any questions or concerns about the research study, please contact 

the researcher using the information at the top of page 1. 

 

Consent:  

There are a couple options for you to consider if you decide to take part in this research. 

You can choose all, some or none of them. Please put a check mark on the corresponding 

line(s) that grants me your permission to: 

I grant permission to be audio taped:     Yes: ___ No: ___  

You may quote me:       Yes: ___ No: ___ 

I would like to use an alias:__________________  Yes: ___ No: ___ 
 

Because the study involves ongoing data collection, the signing of this form means you 

agree to give ongoing consent. Your right to confidentiality, right to withdraw, and right 

to consent will be applied to and offered for each subsequent interview or observation.   
 

You will have to option to provide written or oral consent. Should you choose the option 

of oral consent, the researcher will audio record the consent and the researcher will sign 

and date a written consent indicating that “the researcher read and explained this Consent 

Form to the participant before receiving the participant’s consent, and the participant had 

knowledge of its contents and appeared to understand it.”  In either case of written or oral 

consent, the researcher will provide a copy to the participant and keep a copy for her 

records. 

 

SIGNED CONSENT  

Your signature below indicates that you have read and understand the description 

provided; I have had an opportunity to ask questions and my/our questions have been 

answered. I consent to participate in the research project. A copy of this Consent Form 

has been given to me for my records. 
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Name of Participant  Signature  Date 

 

     

Name of Researcher  Signature  Date 

□ A copy of this consent will be left with you, and a copy will be taken by the 

researcher and supervisor. 

I wish to have my transcript returned to me so that I may review it for omissions and 

errors:  

Yes: ___ No: ___ 

 

Below is the email address the transcript can be emailed to. I understand that my 

email address will only be used for this purpose: 

 

Name:__________________________________________________________________ 

 

Email 

Address:________________________________________________________________ 
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Đồng Thuận Tham Gia Nghiên Cứu 

Tên Nghiên Cứu: Công Tác Giảng Dạy Bộ Môn Công Tác Xã Hội ở Việt Nam 

Nghiên cứu viên: Carolyn Trần, Sinh viên cao học, Cán bộ Phòng Cao học và Nghiên 

cứu: Cán bộ khoa Công Tác Xã Hội, Đại học Regina, 1-306-262-7709, 

tran202c@uregina.ca 

Giáo viên hướng dẫn: Tiến sĩ Ailsa M. Watkinson, Giảng Viên khoa Công Tác Xã Hội, 

10306-664-7374 (w), 1-306-664-7131(f), Ailsa.Watkinson@uregina.ca 

Mục tiêu và Kết quả mong đợi của Nghiên cứu: 

- Mục tiêu của nghiên cứu là nhằm tìm hiểu công tác giảng dạy bộ môn Công tác xã 

hội (CTXH) ở Việt Nam và sự phù hợp của môn này với văn hóa Việt Nam 

- Nghiên cứu sẽ thu thập quan điểm của những người tham gia giảng dạy môn CTXH 

về công tác giảng dạy bộ môn CTXH ở Việt Nam bằng các phương pháp như phỏng 

vấn, quan sát và thu thập tài liệu. Tôi sẽ ghi chép nhật kí để lưu lại những suy nghĩ 

của mình. Nghiên cứu này cũng nhằm tìm hiểu vai trò của văn hóa và sự khác biệt 

của hoàn cảnh xã hội đối với việc giảng dạy bộ môn CTXH. 

Quy trình thực hiện: 

- Anh/chị sẽ được đề nghị thực hiện hai cuộc phỏng vấn cố định và một cuộc phỏng 

vấn không cố định vào thời gian thuận tiên cho anh/chị. Những cuộc phỏng vấn này 

sẽ không kéo dài quá một tiếng. Quá trình phỏng vấn sẽ được ghi âm và được chuyển 

thành văn bản. Xin vui lòng cho tôi biết nếu anh/chị có vấn đề với việc ghi âm hoặc 

sao chép cuộc phỏng vấn. 

- Nghiên cứu viên sẽ xin phép anh/chị để được quan sát các lớp CTXH anh/chị giảng 

dạy; qua đó hiểu rõ hơn công tác giảng dạy bộ môn CTXH ở Việt Nam cũng như 

quan điểm của anh/chị. Các buổi dự giờ này sẽ được sắp xếp vào thời gian thuận tiện 

cho anh/chị. 

- Nghiên cứu viên sẽ xin phép anh/chị để được xem và mượn các tài liệu anh/chị dùng 

trong giảng dạy và các tài liệu dạy CTXH khác mà anh/chị thấy có ích. 

- Bằng việc kí vào bản đổng thuận tham gia nghiên cứu này, anh/chị đồng ý cho phép 

các buổi phỏng vấn được ghi âm và chuyển thành văn bản, và cho phép nghiên cứu 

viên dự giờ các buổi học CTXH và xem các tài liệu giáo dục CTXH có liên quan. 

- Anh/chị sẽ được mời tham gia vào quá trình xét duyệt bản sao của cuộc phỏng vấn và 

phân tích dữ liệu. Việc này có thể sẽ bao gồm các buổi gặp sau đó và trao đổi trực 

tuyến qua thư điện tử. 

- Xin vui lòng nêu bất cứ câu hỏi hay thắc mắc nào về mục đích và quy trình của 

nghiên cứu hoặc vai trò của tôi. 

 

Nguy cơ tiềm ẩn:  

- Việc tham gia nghiên cứu này không mang lại nguy cơ hiện hữu nào cho anh/chị. 
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- Nếu bất cứ lúc nào trong buổi phỏng vấn anh/chị thấy không thoải mái, xin vui lòng 

cho tôi biết. Nếu tôi nhận thấy anh/chị có vẻ không thoải mái ở bất cứ thời điểm nào 

trong quá trình phỏng vấn, tôi sẽ tạm dừng để hỏi xem anh/chị có đang gặp khó khăn 

gì hay không. Nếu anh/chị thấy rất khó chịu, hoặc biểu hiện phản ứng gay gắt, tôi sẽ 

chấm dứt buổi phỏng vấn. 

- Thêm vào đó, nếu anh/chị thấy bất tiện khi nghiên cứu viên quan sát lớp học, xin vui 

lòng cho tôi biết. Tôi sẽ dừng việc ghi chép các quan sát. 

- Sau buổi phỏng vấn, tôi sẽ thảo luận với anh/chị về trải nghiệm phỏng vấn. Việc thảo 

luận này cũng có thể làm sau các tiết dự giờ. 

 

Lợi ích tiềm năng: 

- Nghiên cứu này sẽ giúp củng cố kĩ năng nghiên cứu của tôi và sẽ nâng cao các kĩ 

năng CTXH hiện có của tôi. Tôi cũng hi vọng là kinh nghiệm này sẽ đóng góp cho 

lợi ích cho ngành CTXH nói chung. 

- Nghiên cứu sẽ cung cấp thêm thông tin và kiến thức cho chủ đề về công tác giảng 

dạy bộ môn CTXH ở Việt Nam và thông tin này có thể có ích cho các địa phương 

khác đang phát triển ngành CTXH. Thêm vào đó, nghiên cứu có thể giúp công tác 

giảng dạy bộ môn CTXH ở Việt Nam phát triển hơn nữa. Điều này sẽ giúp thúc đẩy 

những lý thuyết và thực hành CTXH mang đặc trưng riêng của Việt Nam. Thông qua 

sự phát triển liên tục của công tác giảng dạy bộ môn CTXH, nghiên cứu cũng nhằm 

hỗ trợ nghề CTXH lớn mạnh ở Việt Nam. 

 

Bảo mật thông tin: 

- Do những người tham gia nghiên cứu này đã được lựa chọn từ một nhóm nhỏ, 

anh/chị có thể sẽ bị những người khác nhận dạng dựa trên những điều anh/chị chia 

sẻ. 

- Tôi sẽ thực hiện những bước cần thiết để đảm bảo giữ kín thông tin về danh tính của 

anh/chị trong nghiên cứu này. Tôi sẽ không dùng tên của anh/chị hay bất cứ thông tin 

nhận dạng nào trong báo cáo hay các bài trình bày về nghiên cứu. Báo cáo sẽ được 

dùng để đáp ứng các yêu cầu của luận văn, luận văn sẽ được lưu ở thư viện của đại 

học Regina. Thêm vào đó, một bài báo khoa học có thể sẽ được viết dựa trên nghiên 

cứu này. Trong trường hợp đó, nghiên cứu viên sẽ xác nhận lại lần nữa sự cho phép 

của anh/chị trong việc sử dụng thông tin của anh/chị cho mục đích này. 

- Sau khi phỏng vấn và trước khi dữ liệu được đưa vào báo cáo cuối cùng, anh/chị sẽ 

có cơ hội để xem lại văn bản bằng chữ cuộc phỏng vấn và thêm vào, thay đổi hoặc 

xóa thông tin trong văn bản theo ý mình. Anh/chị cũng sẽ có cơ hội tham gia vào 

việc xác nhận những điều này và các phân tích quan trọng của những chủ đề chính. 

- Khi ở Việt Nam, dữ liệu sẽ được lưu trữ trong tủ có khóa tại nơi ở của nghiên cứu 

viên và nghiên cứu viên sẽ trực tiếp mang dữ liệu từ nơi nghiên cứu về nơi ở. Các dữ 

liệu trên giấy sẽ được chuyển thành dữ liệu điện tử, và được mã hóa và lưu trong máy 

tính được bảo mật bằng mật khẩu. Nghiên cứu viên sẽ chuyển dữ liệu trong kiện 
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hàng xách tay được bảo mật trên đường quay lại Canada. Khi trở lại Canada, dữ liệu 

sẽ được lưu trong một tủ có khóa cùng với nghiên cứu viên cho đến khi hoàn thành 

luận văn. 

- Dữ liệu sẽ được lưu trong tủ có khóa trong phòng giáo viên hướng dẫn tại Đại học 

Regina trong bảy năm sau khi nghiên cứu hoàn thành. 

 

Quyền ngừng tham gia: 

- Sự tham gia của anh/chị là tự nguyện và anh/chị chỉ cần trả lời những câu mình thấy 

thoải mái. Anh/chị có thể ngừng tham gia vì bất cứ lý do gì, vào bất cứ lúc nào mà 

không cần giải thích hoặc không chịu bất cứ hình thức phạt nào. Nếu anh/chị quyết 

định ngừng tham gia, dữ liệu của anh/chị sẽ không được dùng cho nghiên cứu và sẽ 

được hủy. 

- Việc anh/chị có tham gia hay không tham gia không ảnh hưởng gì đến vị trí của 

anh/chị (như trong công việc) hay việc anh/chị được đãi ngộ thế nào. 

- Quyền ngừng tham gia vào nghiên cứu của anh/chị có hiệu lực cho đến khi dữ liệu 

được phân tích, tức là một tháng sau buổi phỏng vấn đầu tiên. Sau thời điểm này có 

thể một số phần của nghiên cứu đã được chia sẻ nên không thể rút lại dữ liệu của 

anh/chị. 

 

Bước tiếp theo: 

- Anh/chị có cơ hội xem lại văn bản bằng chữ của buổi phỏng vấn, và thêm vào, thay 

đổi hoặc xóa thông tin trên văn bản này theo ý mình, sau buổi phỏng vấn. 

- Anh/chị được mời tham gia vào việc phân tích dữ liệu, thực hiện trong các buổi gặp 

tiếp đó hoặc trao đổi online sau khi phỏng vấn. Các buổi gặp hoặc trao đổi sẽ không 

quá một tiếng mỗi lần và sẽ được sắp xếp khi anh/chị thấy thuận tiện. 

- Để lấy kết quả của nghiên cứu, vui lòng liên hệ với nghiên cứu viên bằng thông tin ở 

đầu trang 1. 

 

Câu hỏi hay lo ngại: 

- Nếu anh/chị có bất kì câu hỏi hay lo ngại nào về nghiên cứu, vui lòng liên hệ với 

nghiên cứu viên bằng thông tin ở đầu trang 1. 

 

Đồng thuận: 

Có một vài lựa chọn để anh/chị cân nhắc nếu anh/chị quyết định tham gia vào nghiên 

cứu. Anh/chị có thể chọn tất cả, một vài hoặc không chọn lựa chọn nào. Vui lòng đánh 

dấu vào dòng thể hiện sự cho phép của anh/chị: 

Tôi cho phép ghi âm:      Có: _______ Không:______ 

Tôi cho phép trích dẫn:      Có:________Không:______ 
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Tôi muốn dùng tên giả:_________________  Có:________ Không:______ 

Do nghiên cứu bao gồm việc thu thập dữ liệu diễn ra liên tục, khi anh/chị kí vào bản 

đồng thuận này có nghĩa là sự đồng thuận của anh/chị cũng liên tục. Quyền được bảo vệ 

danh tính, quyền ngừng tham gia và quyền cho phép sẽ được áp dụng và đưa ra trong 

mỗi buổi phỏng vấn hay buổi quan sát tiếp sau. 

Anh/chị có hai lựa chọn: cung cấp đồng thuận bằng lời hoặc bằng văn bản. Nếu anh/chị 

chọn đồng thuận bằng lời, nghiên cứu viên sẽ ghi âm lời đồng thuận của anh/chị và 

nghiên cứu viên sẽ kí và ghi ngày tháng vào một văn bản đồng thuận nêu rõ “nghiên cứu 

viên đã đọc và giải thích bản Đồng Thuận này cho người tham gia trước khi được người 

tham gia đồng thuận, người tham gia đã biết về nội dung và hiểu văn bản.” Trong trường 

hợp đồng thuận bằng văn bản hay bằng lời, nghiên cứu viên đều cung cấp cho người 

tham gia một bản và giữ một bản. 

ĐỒNG THUẬN THỂ HIỆN BẰNG CHỮ KÍ 

Chữ kí của tôi dưới đây thể hiện rằng tôi đã đọc và hiểu các mô tả được cung cấp. Tôi đã 

có cơ hội nêu ra thắc mắc và các câu hỏi của tôi/chúng tôi đã được giải đáp. Tôi đồng ý 

tham gia vào dự án nghiên cứu này. Một bản của Bản Đồng Thuận này đã được đưa cho 

tôi để lưu lại. 

________________________ ___________________         __________________ 

 Tên người tham gia               Chữ kí     Ngày/tháng/năm    

________________________            ___________________           _________________  

 Tên nghiên cứu viên    Chữ kí     Ngày/tháng/năm 

         Tôi sẽ giữ một bản của thỏa thuận này, nghiên cứu viên và giáo viên hướng dẫn sẽ 

giữ một bản. 

Tôi muốn văn bản bằng chữ của cuộc phỏng vấn tôi sẽ được gửi cho tôi để xem xét cắt bỏ 

và sửa lỗi: 

Có:_________ Không:__________ 

Dưới đây là địa chỉ thư điện tử để nhận văn bản bằng chữ của phỏng vấn. Tôi hiểu rằng 

địa chỉ thư điện tử của tôi chỉ được dùng cho mục đích này: 

Tên:________________________________________________________________ 

Địa chỉ thư điện tử: ____________________________________________________ 

 


