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Abstract 

The thesis provides detailed insights into the internal migration experiences of parents and children 

and the varying impacts of internal migration on the lived experiences of primary aged school 

children in Vietnam. Applying the articles of the United Nation's Convention on the Rights of the 

Child (UNCRC), concepts from the sociology of childhood and the ecological approach, the thesis 

illustrates how the experiences of internal migrant children and their access to education rights are 

situated and contextual, and how they reflect (and are refracted through) a combination of social 

structural factors (economic and political - the exosystem level), family factors (parental 

experiences, expectations and own educational experiences - the macrosystem level) and school 

factors (teacher and peer relations - the microsystem level). These provide the wider context within 

which the individual children are located and through which they give voice to their own 

experiences. Using qualitative approaches with children between the ages of 8-10 years and semi-

structured interviews with parents and schoolteachers, the thesis illustrates the voices and needs of 

children and families in detailed and rich commentary. Given that there are very few studies 

applying these frameworks to elicit and understand the views and experiences of Vietnamese 

children about internal migration and their schooling, this thesis helps addresses this gap and in so 

doing provides knowledge that can assist in future policy and practice responses.  
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Introduction 

 

Identifying the gaps 

Vietnam – a tropical country in Southeast Asia – has experienced rapid socioeconomic 

development in recent years with significant expansion of both industrial zones and 

services, thus providing many new opportunities for labour. This rapid pace of urbanisation 

in Vietnam which increased dramatically from the late 1980s, coincided with the reforms 

that were taking place throughout the country during that time. Associated with this, there 

has been an influx of internal migrants moving from rural to urban areas in search of work, 

bringing both advantages and disadvantages to the receiving areas.  

In the South of Vietnam, there are immense pressures on the education system caused by 

an influx of internal migrant families seeking employment and better educational 

opportunities following this period of rapid industrialisation. Migrant children’s access to 

education can be challenging in terms of enrolment and actual attendance. For example, 

such is the pressure on the educational infrastructure that many migrant children attend 

schools that are overcrowded. Schools have introduced a rota system to share out a limited 

resource resulting in children attending school on a part-time, back-to-back rota system.  

The school experience can be one where children have limited opportunity to engage in all 

aspects of the broad curriculum, including play and use of space, because there is not 

enough room. Playgrounds can be very crowded and access to them limited by the rota 
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system. Teachers struggle to engage all children because of the sheer numbers in each 

classroom. As a result, the additional needs of children (disability, language, social, 

emotional, and behavioural difficulties) cannot always be responded to in an individualised 

way. Outside of the classroom and at home, some migrant children live in poor housing 

(some families share one rented room, for example), some have parents who work long 

hours and as a result these children take on substantial roles in the household, caring for 

themselves alone and caring for their siblings.  

There is a lack of research documenting these experiences. A small number of studies have 

explored children’s school experiences and academic achievement through the views of 

other adult stakeholders such as parents and teachers. This means that there is a lack of 

knowledge to inform the development of educational and social service led responses to 

assist young children meet their needs. In all policy development concerning young internal 

migrant children in Vietnam, it is crucial for researchers, practitioners, and educators to 

gain insights into young children’s own experiences through their own voices.  

Addressing the gaps 

Applying the articles of the UNCRC and concepts from the sociology of childhood, this 

research study seeks to document the views and experiences of migrant children, their 

parents, and educational professionals. The aim of the thesis is to provide detailed insights 

into the deeply held views of parents, education staff, and children regarding the internal 

migration experiences of parents and children, and the impact of these on children’s 

experiences of primary school education. The thesis highlights that the experiences of 
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internal migrant children and their access to education rights are situated and contextual, 

and that these reflect (and are refracted through) a combination of social structural factors 

(economic and political - the exosystem level), family factors (parental experiences, 

expectations, and own educational experiences - the macrosystem level) and school factors 

(teacher and peer relations - the microsystem level). These provide the wider context within 

which the individual children are located and through which they voice their own 

experiences.  

Contribution of the thesis  

First, by combining the provisions of the UNCRC, concepts from the sociology of 

childhood and an ecological analytical lens, this thesis helps address the dearth of research 

about internal migrant children in Vietnam, particularly their school experiences. In 

Western contexts, there are many studies that have employed the new sociology of 

childhood and the UNCRC in educational research (Smith, Duncan and Marshall, 2005a; 

Quennerstedt and Quennerstedt, 2014; Brabant et al., 2016; Sandberg, 2017). In Vietnam, 

there is some research ascertaining the views of children (Phelps et al., 2014; Rossiter and 

Azubuike, 2017), however, there are very few studies that combine both children’s voice 

approach and the new sociology of childhood in their research. This thesis provides new 

insights by applying a variety of concepts, themselves not new, but applied in a new way 

in the context of research in Vietnam.  

Second, by undertaking interviews, focus groups and some observations in school settings, 

the thesis provides a rich data set, hitherto unavailable in the context of Vietnam. It is rare 
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that the accounts of all stakeholders, in particular children, are documented in such detailed 

and creative ways and this thesis therefore provides an important source of detailed 

information for wider consideration.  

Third, for the educators, the policy makers and the practitioners such as social workers, the 

thesis raises the importance of understanding migrant children perspectives and 

experiences to better support them. There is a need for administrators to focus on problem 

solving at the exosystem and macro levels, rather than focusing solely on micro and 

individual issues. For example, it would be beneficial for local government to focus on 

improving employment policies to support migrant parents so that they have more time to 

take care of their children and providing child friendly entertainment areas for free play 

after school and outside of the standard out-of-school childcare centres. In addition, aside 

from focusing on the total number of migrant children, there is a need for educational 

policies to focus on educational quality, improving the educational environment, and to 

focus more on the needs of vulnerable migrant children such as children from poor families 

and those with disabilities. Migrant parents need support from social workers and educators 

to gain essential parenting skills to support their children with after school activities, as 

well as study at home with an appropriate study space.  

Previous studies in other countries highlight that parent support has helped children to 

integrate well into their new educational environments, and that their academic 

achievement has improved (Ma et al., 2018; Hu and Wu, 2020). In the context of Vietnam, 

this thesis argues that for internal migrant children, support is needed from practitioners 
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and educators to integrate well into their new living and learning environments. For 

example, interventions focusing on children’s wellbeing, flexible teaching methods, and 

child-friendly learning environments must be available at schools and communities for 

migrant children, particularly those who live in poverty or have disabilities. Practitioners 

and educators must be aware of the unique needs in childhood of children, especially 

migrant children. Finally, this thesis hopefully provides some inspirations for other 

researchers to conduct further studies with internal migrant children in the future. 

The thesis structure 

The thesis comprises nine Chapters. Chapter One explores the Vietnamese economic, 

political, and social context that has shaped and driven internal migration patterns. Chapter 

One introduces Vietnam’s geography and the political, social, and economic context. It 

also provides an overview of Southeast of Vietnam and in particular Binh Duong province 

in which the research was conducted. The Chapter then briefly discusses internal migration, 

including the history, patterns, and characteristics of internal migration, as well as policies 

and socio-economic issues related to migration in Vietnam. The thesis also focuses on 

children those who move internally. This will provide the backdrop from which the thesis 

explores the in-depth experiences of migrant children, their parents and their teachers in 

primary school settings. 

The purpose of Chapter Two is to review the relevant research in the area. This Chapter 

will highlight key research studies regarding migration and, within this, research regarding 

the school experiences of migrant children as well as some of the challenges that they have 
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experienced at school in the host countries or regions. Gaps in the research literature will 

be identified and this will provide context for the current study. The Chapter begins with 

an outline of search terms and the search strategy, before moving on to consider the 

definitions of migration, and a review of research studies that explore contributory factors. 

Chapter Two will review in detail recent studies related to internal migration in developing 

countries, particularly in Asian countries. Secondly, it will provide details about migrant 

children’s schooling within an ecological approach. Finally, the Chapter reviews previous 

study about school policies and school experiences of migrant children. 

The aim of Chapter Three is to help address the gap identified in Chapter Two. In doing 

so, this research study applies the provisions of the United Nations Convention on the 

Rights of the Child (UNCRC) and concepts associated with the sociology of childhood 

within an ecological approach that acknowledges the contextual and contingent nature of 

children’s lives and children’s rights.  

Chapter Four will present a multi-method approach, combining interviews, focus groups, 

observations. This Chapter will document the access which was undertaken and 

underpinned by the principles associated with the rights of the child and concepts 

associated with the sociology of childhood. This Chapter begins with the aims and 

objectives of the research study, and an outline of the research questions before considering 

ontological and epistemological issues. It will then describe in detail the methodological 

approach, the methods employed, and associated ethical issues. This Chapter will conclude 

by highlighting the strengths and limitations of the approaches used and the wider 
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anticipated contribution of the study, before then moving on to the subsequent Chapters 

that outline the findings. 

Chapters Five, Six, Seven and Eight present the research findings. The chapters are 

organised to reflect an ecological systems approach considering first internal migrant 

children in the context of their families, the exosystem of the child. In Chapter Five, the 

the exosystem of internal migrant children is explored, namely children within the context 

of their families. By outlining the characteristics of migrant families, the Chapter will 

illustrate the backgrounds of migrant children; this provides context to appreciate the 

challenges faced by this group of children and for schools as they engage in primary 

education. The contributory factors underpinning the decisions of parents to migrate, and 

their migration history will be explored within their educational, social, and economic 

contexts.  

This Chapter will highlight the importance of the contextual factors in shaping migrant 

children’s personal perspectives of migration.  The subsequent section will explore how 

migrant parents organise their family lives to highlight their adaptation strategies and 

consider their overall satisfaction with the migration process. Following this, the views, 

and perspectives of children regarding migration are outlined in this Chapter. It is argued 

that an understanding of children in the context of their families is necessary to begin to 

appreciate the challenges faced by this group of children as they engage in primary 

education and for schools delivering the education. 
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The macrosystem of the school environment will be the main focus in Chapter Six. In this 

Chapter, the organisation of the schools is outlined and their strategies to provide education 

to the large influx of migrant children is provided. This includes consideration of the 

school’s facilities, the structure of the school day, teacher resources, teacher and learning 

quality, and school-related administrative processes. This then provides the context within 

which to consider migrant parents’ approaches to schooling and children’s views and 

experiences of their schooling. Two of the key themes to emerge from this Chapter are 

firstly, the limits of the infrastructure and impact on school activities and secondly, the 

schools’ responses to ensure that children receive an education in this challenging context.  

Chapter Seven focuses on the parent-school relationships. It will begin by reminding the 

reader of the importance of ‘a better education’ as one driver underpinning migrant parents’ 

choice to move location. Parents’ views of the schools, the relationship between parents 

and the schools, and the social issues in their current living areas are explored. The Chapter 

will then explore the views of school staff about the schooling of internal migrant children, 

their relationship with migrant parents, and the educational issues and social issues relating 

to migration.  Finally, the Chapter will move onto to summarise the quality and nature of 

the interaction between the microsystem, macrosystem, and the exosystem in which the 

child is located. 

Chapter Eight will focus specifically on the migrant children’s experiences and views of 

their schooling and their achievements. To assist the reader in getting to know the children, 

this Chapter will begin with four case studies, which comprise the anonymised lives of four 
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of the Vietnamese children from different backgrounds who were involved in the study. 

The focus of the Chapter is to capture children’s views before and after migration and 

within this there is a focus on school enrolment, first impressions at the new schools, 

relationships with friends and teachers, the school curriculum, teaching methods, school 

academic achievement, activities at school and after-school, self-study, parents’ 

involvement in children’s schooling and children’s satisfaction with their current schools. 

Chapter Nine summarises some key findings of the research through the orgnaisational and 

conceptual lens of the ecological approach; focusing specifically on migrant children’s 

school experiences and academic achievement as situated in the wider context of 

interaction with families, schools, and socio-economic context. The Chapter also outlines 

implications of the findings for professionals, researchers, and policy makers suggesting 

that it is necessary to focus on problem solving at the exosystem and macro levels, rather 

than focusing solely on micro and individual issues.  
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Chapter One: Vietnam: Political, economic and social context. 

1.1 Introduction  

Internal migration in Vietnam occurs in a particular context where a number of social, 

economic, and political factors coalesce resulting in the movement of significant numbers 

of people from rural areas of Vietnam to its Southernmost areas. The size of the migrant 

population and the speed with which the movement has occurred has placed the 

infrastructure in the South, particularly its roads, housing, health, education, and social 

services, under considerable strain. There is a concern that the children of internal migrants 

may face disadvantages impacting on their wellbeing, in particular their educational 

opportunities and achievements. In order to make sense of the experiences of Vietnamese 

children who are internal migrants, the specific contexts in which they live need to be fully 

explained. The purpose of this Chapter is to explore the economic, political, and social 

context that has shaped and driven internal migration patterns. This will provide the 

backdrop against which the thesis explores the in-depth experiences of migrant children, 

their parents, and their teachers in primary school settings.  
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1.2 Vietnam’s geography 

Vietnam (see Figure 1.1) is located in Southeast Asia and shares borders with China in the 

North, with Laos in the Northwest and with Cambodia in the Southwest. It also borders the 

Gulf of Thailand, the Gulf of Tonkin, and the East Sea. There are sixty-three cities and 

provinces belonging to six regions including the Red River Delta, the Northern midlands 

and mountain areas, the North Central and Central coastal areas, the Central Highlands, 

the South East and the Mekong River Delta (MOET and UNICEF, 2015). On 1st April 

2019, the population in Vietnam was recorded at 96,208,984 people (with 50.2% of the 

population being female), and population density was 279 persons per km2. Vietnam is the 

fifteenth most populous country in the world and the third populous country in Southeast 

Asia. Vietnam is the fourteenth highest densely populated country in Asia and the third 

most densely populated country in Southeast Asia (GSO, 2019). The Red River Delta is 

the most densely populated region in Vietnam (1,060 persons per km2), whilst the least 

densely populated region is the Central Highlands (107 persons per km2). The most 

populated urban region is the Southeast (62.3%) where there are many industrial zones and 

downtown centres (GSO, 2017). 
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Figure 1.1: Map of Vietnam (GSO and UNFPA, 2010, p. xiv) 
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1.3 Vietnam’s political, social, and economic context  

Historically, Vietnam has experienced significant periods of upheaval and conflict 

associated with periods of colonisation. From 1858 to 1945, Vietnam existed as a semi-

feudal French colony before undergoing a thirty-year war with the USA (1954-1975). On 

30th April 1975 Vietnam achieved independence, and since that time has been governed 

under a communist regime. After the war, Vietnam went through a period of serious 

economic crisis, followed by a period of reform. The country has successfully transformed 

from one of the least-developed countries to a nation with one of the highest economic 

growth rates in the world. From 2015 to 2019, Vietnam’s GDP per capita increased 

continuously, from 2,097 USD in 2015 to 2715 USD in 2019. The country has also 

progressed from a low-income country to, as noted in 2010, a low-middle income country 

(see Table 1.1). Vietnam was noted to have the second fastest GDP per capita growth rate 

in the period 1990-2014 (5.5%), just lower than the growth rates of China (World Bank 

and MPI, 2016). The proportion of households and people living under the World Bank’s 

poverty line decreased dramatically from 52.9% in 1992 to 1.62% in 2019 (UNICEF 

VIETNAM, 2018; GSO, 2019).  
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Table 1.1: Macroeconomic development in Vietnam, from 2015 to 2019 (GSO, 
2020c). 

 

 2015 2016 2017 2018 2019 

GDP (%) 6,68 6,21 6.81 7.08 7.02 

GDP per capita (USD) (at current 
price) 

2097 2202 2373 2570 2715 

Core Inflation rate (%) 2.05% 1.83 1.41 1.48 2.01 

 

Vietnam has also achieved most of the Millennium Development Goals, especially the 

goals on poverty reduction, education and health care (IOM, 2016). In Vietnam, people 

who have an income less than $1.25 (at 2005 purchasing power parity) per day are 

considered at the poverty line. Vietnam has successfully decreased the overall numbers 

living on the poverty line, however, in 2016 the overall multidimensional poverty rate was 

significantly higher than the income poverty rate (9.2% compared to 5.8%) (see Table 1.2).  

 

It is notable that in terms of definitions of poverty, the poverty line for the 2016-2020 

period is used in combination with the income poverty line and the level of access to the 

five basic social services: healthcare; education; housing; clean water and sanitation; and 

information. These are measured by 10 indicators. Households are considered poor if they 

(a) have an average per capita/month income of less than 700,000 VND in rural areas and 

less than 900,000 VND in urban areas or (b) have an average per capita income of more 

than 700,000 VND to 1,000,000 VND in rural areas and more than 900,000 VND to 
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1,300,000 VND in urban areas and are deprived of at least three indicators of access to 

basic social services (UNICEF VIETNAM, 2018, p. 25). 

 

Table 1.2: Poverty rate by residence and by region (GSO, 2020b, p. 444). 

 

Unit: % 

 2016 2017 2018 Prel 2019 

Whole country 9.2 7.9 6.8 5.7 

By Residence 

Urban 

Rural 

 

3.5 

11.8 

 

2.7 

10.8 

 

1.5 

9.6 

 

1.2 

8.0 

By Region 

Red River Delta 

Northern midlands and 
mountain areas 

North Central and Central 
coastal areas 

Central Highlands 

Southeast 

Mekong River Delta 

 

3.1 

23.0 

11.6 

18.5 

1.0 

8.6 

 

2.6 

21.0 

10.2 

17.1 

0.9 

7.4 

 

1.9 

18.4 

8.7 

13.9 

0.6 

5.8 

 

1.6 

16.4 

7.4 

12.4 

0.5 

4.8 

 

Table 1.2 reveals the considerable decrease in the percentage poverty rates in Vietnam, 

from 9.2% in 2016 to 5.7% in 2019, reflecting the efforts of the Vietnamese government 

to reduce the poverty rate. Table 2 also demonstrates the significant difference in the 

multidimensional poverty rate from region to region and from rural to urban areas. 

According to the Statistical Summary Book of Viet Nam 2019 (GSO, 2020), the rural 

areas, the Northern midlands, and mountain areas had the highest poverty rate and the 

South East had the lowest poverty rate. Within this context, it is therefore understandable 
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why so  many people migrate internally from the Northern areas to the South East in search 

of better employment, housing and education opportunities (GSO, 2020b). 

Regarding Vietnam’s urbanisation process, the pace of urbanisation in Vietnam, as noted 

earlier, has increased dramatically from the late 1980s coinciding with the reforms that 

were then taking place throughout the country. Economic developments have led to 

urbanisation and the movement of people from rural areas to urban areas. However, the 

speed of urbanisation in Vietnam increased slowly, from 19.2% in 1979 to 19.4% in 1989, 

23.7% in 1999, 29.6% in 2009, and 34.4% in 2019 (GSO, 2015, 2019), at levels much 

lower than the world’s current average urbanisation rates (52%). Even in Southeast Asia, 

Vietnam is still in the group of countries which have the lowest urban population.  

By 2049, 58.2% of population is expected to live in urban areas in Vietnam (GSO and 

UNFPA, 2016b). Furthermore, there is a difference in the urbanisation rate between socio-

economic regions. In Vietnam, the Northern midlands and mountain areas and the Central 

Highlands are two regions with highest poverty rate also have the lowest urbanisation rate 

in 2014 (16.6% and 28.6% respectively). The regions that have experienced the most 

dramatic increase in rates of urbanisation are the South East and the Red River Delta, at 

61.9% and 33.5% respectively (GSO and UNFPA, 2016a). These regions also have two 

biggest cities – Ho Chi Minh city and Hanoi – both with the highest in-migration 

percentage in Vietnam (GSO and UNFPA, 2016b). 

There is a link between migration and urbanisation in Vietnam. The most significant factor 

affecting the process of urbanisation in Vietnam is rural-urban migration. There were 6.4 
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million migrants in 2019, accounting for 0.7% of the annual urban population growth rate 

and the annual decrease in the rural population growth rate by 0.35%. In addition, the 

change in administrative divisions is another factor that has influenced the urbanisation 

rate in Vietnam. There are some rural areas that have been developed into urban areas, 

resulting in a re-definition of their residents as urban citizens (GSO, 2015). There are also 

some factors leading to a decrease in the pace of urbanisation in Vietnam. One of reasons 

is the Government’s policy on controlling spontaneous migration including the Law of 

Residence (2006), Law of Capital (2010) and the household registration system or Ho 

Khau. The Law of Residence (2006), for example, outlines the conditions for a person to 

become a permanent resident if they move to another region, especially urban areas, whilst 

Law of Capital (2010) controls the new permanent registration to Hanoi Capital. The Ho 

Khau system is considered a barrier for people migrating and who wish to reside in urban 

areas as outlined below: 

Using Ho Khau regulations to limit the rights of citizens is prohibited. To register 

as a permanent resident, one must live in the city for one year (when migrating into 

suburban district) and two years (when migrating into urban district) of a 

municipality of Vietnam based on temporary residential booklet record. Regulation 

of migrating into Hanoi follows the Capital Law. Centrally administered cities 

introduced stricter requirement for Ho Khau registration, allowed by the 2013 

Revised Law on Residence. The most commonly used tool is a minimum required 

area of rental housing. 

(WB and VASS, 2016, p. 3). 
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1.4 South East Vietnam 

Southeast Vietnam includes five provinces and the biggest city of Vietnam – Ho Chi Minh 

City. The South East accounts for 7.1% of the whole country area and the population 

constitutes 18.6% of Vietnam’s total population. Although the area and population of the 

South East does not make up a particularly large proportion of the whole country, the South 

East is known as the most developed region among the six socio-economic regions in 

Vietnam.  

All provinces and cities in the Southeast belong to the Southern key economic region of 

Vietnam. The key economic quadrilateral including Ho Chi Minh City, Binh Duong, Dong 

Nai and Ba Ria - Vung Tau has numbers of industrial parks which attract great quantities 

of labours from other areas. Therefore, the Southeast is considered to be the most active 

economic area and is leading the country in many economic indicators. In 2019, the 

Southeast had the highest rate of income per head per month (6280 thousand VND per 

head per month, compared to 4294 thousand VND that of the whole country). This region 

also has the lowest household poverty rate (0.5%) whilst the whole country figure is 5.8% 

(GSO, 2020b). The Southeast stands in first place regarding the number of acting 

enterprises as of the Annual Report 31st December (321,821 enterprises, accounting for 

41.2% of the whole country number) (see Table 1.3).   
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Table 1.2 Some socio-economic statistical data of Viet Nam and Southeast of 
Vietnam in 2019(GSO, 2020b, 2020c). 

 

  
Whole 

country Southeast 

Area (Km2) 331236 23552.8 

Population (Thousand persons) 96484.0 17930.3 

Population density (Person/km2) 291.0 761.0 

Urban population rate (%) 35.05 64.79 

Poverty rate (%) 5.7 0.5 

Monthly average income per capita at 

current prices (thousand Vietnamese dongs) 4295 6280 

Number of acting enterprises as of annual 31st 
December 758,610 312,821 

 

1.4.1 Binh Duong province 

Binh Duong belongs to Southeast Vietnam and is the province where this study was 

conducted. The North borders Binh Phuoc province, the South borders Ho Chi Minh City, 

as noted earlier, the biggest and busiest city in Viet Nam and part of Dong Nai province. 

The East borders Dong Nai province – one of the developed regions in the country and the 

West borders Tay Ninh province (Tran, 2020) (see Figure 1.2). Binh Duong is the seventh 

most populous area (2,163,643 people in 2018) and the thirteenth highest densely 

populated in Vietnam (803 person/km2 in 2018) (see Table 1.4). 
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Before the re-establishment of Binh Duong province on 1st January 1997, its economy was 

mainly based on agriculture and urbanisation was low. Since 1997, the Binh Duong 

Government has invested in infrastructure, new industrial zones and has introduced 

policies and incentives to support domestic and foreign investment in the province. As a 

result, the number of factories and companies built in Binh Duong has increased 

exponentially attracting the mass influx of people from the surrounding area, and other 

regions of Vietnam, to come and work (Tran, 2020). Currently, Binh Duong has twenty-

eight industrial zones and eight industrial clusters, with a total area of about 10,000 ha 

(Tran, 2020). Furthermore, it has attracted 41,765 new enterprises and created 45,400 new 

job opportunities for labourers in 2019 (Statistics Office of Binh Duong, 2019). 
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Figure 1.2: Map of Binh Duong (Department of Science and Technology of Binh 
Duong, 2014). 
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Table 1.3: Socio-economic statistical data of Binh Duong province from 2015-2018 
(Binh Duong Statistical Office, 2016, 2017, 2018, 2019). 

 

Year  

Figures 
2015 2016 2017 Prel. 2018 

Population (Thousand persons) 1,930,433 1,995,817 2,070,951 2,163,643 

Population density (Person/km2) 723 741 769 803 

Urban population rate (%) 76.96 76.51 76.19 78.17 

Poverty rate (%) - 1.10 1.09 1.62 

Monthly average income per capita 
at current prices (thousand dongs) - 5,306 5,432 5,890 

Number of acting enterprises as of 
annual 31st December 13,245 15,230 17,861 - 

Number of employees in acting 
enterprises having business 
outcomes as of annual 31st 
December 

996,020 1,056,921 1,105,958 - 

 

From the table above, Binh Duong is highly ranked in some of the key socio-economic 

figures in Vietnam. In particular, it has witnessed a higher proportion of urban population 

and population density than the figures of the Southeast and the country as a whole. It also 

has a monthly average income per capita (at current prices) that is higher than that of the 

whole country. The poverty rate of Binh Duong is significantly lower than that of whole 

country. In addition, the number of acting enterprises and number of employees in 

enterprises, as of the annual return of 31st December in Binh Duong, has increased 
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continuously year by year. From these figures, Binh Duong is considered as an attractive 

area for people to come and work (Binh Duong Statistical Office, 2016, 2017, 2018, 2019). 

Figure 1.3: Urban share of population in Binh Duong, 1989-2018 (GSO, 2011; Binh 
Duong Statistical Office, 2019). 

 

 

Figure 1.3 demonstrates the urban share of the population in Binh Duong in 1989, 1999, 

2009, and 2018. In 1989, the proportion of urban population in Binh Duong was just at 

4.7%. However, in 2018, 78.2% of its population lived in urban areas, reflecting the rapid 

speed of urbanisation in Binh Duong (GSO, 2011; Binh Duong Statistical Office, 2019). 

Generally, Binh Duong is considered one of the most significant development areas, 

attracting a large number of immigrants from all over the country. 
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1.5 Migration in Vietnam 

1.5.1  Introduction 

The World Migration Report (IOM, 2018) notes that international migrants accounted for 

3.3% of the world’s population (approximately 244 million people) whilst the number of 

internal migrations equates to 740 million people. The number of migrants has increased 

gradually year on year (see Table 2). The most common reason for migrating is to acquire 

employment. Europe and Asia are the two continents with the largest number of migrants 

in the world. The highest proportion of migrants are young people and within this most are 

men. People migrate to new destinations with expectation of a better quality of education 

or occupations and the hope that, as a result, they will be able to financially support their 

families (IOM, 2017). Internal migration is considered as a main factor accounting for 

population movements in the world, particularly migration from rural to urban areas in 

developing countries. It is estimated that nearly twenty percent of the population in sixty-

one countries will move out of their origin place within the next five years (Bernard et al., 

2019) and the relationship between the age of migrants and the economic development 

status of the countries (Bridges and Walls, 2019). Internal migration in Vietnam is 

considered further below.  

Data regarding migrants in Vietnam is collected in a range of surveys including the 

following: Vietnam Migration survey; Vietnam Population and Housing Census; Vietnam 

Intercensal Population and Housing Survey; Population Change and Family Planning 
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surveys; the Labor and Employment Survey; and other population surveys. The latest 

Vietnam Migration Survey was conducted in 2015 and has collated data regarding: the 

types, trends, and characteristics of migrants and their household living conditions; the 

impacts on migration; the advantages and disadvantages of migration on migrants as well 

as the differences between migrants and non-migrants in experiencing social welfare.  

Data was collected in two biggest cites as well as twenty selected provinces and cites cover 

on six social and economic regions of Vietnam by the General Statistical Office (GSO) in 

2015. There were 18,131 households, 4,969 migrants and 3000 non-migrants who were 

randomly selected to complete the questionnaires. In addition, there were thirty non-

migrants and eighty-five migrants from both rural and urban areas, male and female who 

participated in in-depth interviews to provide information. The results of this survey 

provide an overview regarding internal migration in Vietnam at the current time and 

indicate areas for development by policy makers. Although the survey attempts to capture 

data on many aspects related to migration, the data provided is general and high level 

focusing on comparisons between migrant and non-migrant adults rather than focusing on 

the differences among inter-provincial migrants, inter-district migrants, and intra-district 

migrants. In addition, the survey does not collect data about migrants’ mental health, 

integration, or leisure time of migrants. 

The Vietnamese Population and Housing Census runs every ten years (1979, 1989, 1999, 

2009 and 2019). From the 2009 Census, many reports have been published. One, Migration 

and Urbanisation in Vietnam: Patterns, Trends and Differentials (GSO, 2011) reported 
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the patterns, trends, and contributory factors associated with migration and urbanisation. 

However, detailed information regarding internal migration in Vietnam was missing. 

Nonetheless this survey does provide a general but useful picture of migration in Vietnam. 

The Vietnam Intercensal Population and Housing Survey (IPS), which was conducted 

midway between the two national population and housing censuses, the Vietnam Living 

Standards Survey (which has run every two years since 2002), the Population Change and 

Family Planning Survey and the Labor Force Survey (which are conducted every year) are 

considered important surveys providing updated information regarding the migration 

situation in Vietnam. Although each only provides information regarding an aspect of the 

migrant population, the information from these surveys plays an important role in decision-

making as noted in the rest of the Chapter.  

 

1.5.2 Brief history of migration in Vietnam 

Before the Doi Moi (Renovation) in Vietnam (1986), the Vietnamese social-economic 

context was rural. Since the period of regrowth, the social-economic context has evolved 

into a ‘socialist-oriented market economy’, with, as noted earlier, a huge growth in 

industrial parks and job opportunities. As a result, the rates of internal migration have 

rapidly increased (La and Xu, 2017). Before the 1990s, the Government controlled 

migration through a strict household registration system and people were encouraged to 

move to rural areas. Since 1989, migration has increased rapidly.  

The first period of migration was from 1989 to 1999, as the result of Government 
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incentives to encourage people to move to new economic regions. The next period of 

migration was from 1999 to 2009, and the main reason for migration, as indicated above, 

was the significant extension of industrial zones and services, which provided many 

opportunities for labour. In the following ten years (2009-2019), the Vietnamese 

economy was affected by the world economic crisis that occurred in 2008 and that was 

caused by the decrease in industrial zone development. At that time, industrial zones were 

perceived as relatively unattractive, and the migration growth rate reduced. In addition, the 

Vietnamese Government focused on local economic development, decreasing the gap 

between urban and rural areas as well as among regions.  In sum, the highest migration 

increase was in the period of 1989-2009 before reducing in the period 2009-2019 (GSO, 

2019).  

 

1.5.3 Defintions of internal migration in Vietnam 

Basic concepts associated with internal migration are officially defined and outlined in the 

Vietnam population and housing census and the Vietnam National internal migration 

survey.  In the Vietnam Population and Housing Census (2019), the following definitions 

are used:  

International immigration: Including persons aged 5 years old and over currently 

residing in Viet Nam and five years prior to the survey time, resided abroad. 
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Interregional migration: Including persons aged 5 years old and over currently residing 

in Viet Nam and five years prior to the survey time, lived in a socio-economic region 

other than their current socio-economic region. 

Interprovincial migration: Including persons aged 5 years old and over currently 

residing in Viet Nam and five years prior to the survey time, lived in a province other 

than their current resident province. 

Interdistrict migration: Including persons aged 5 years old and over who, five years 

prior to the survey time, lived in the same province but in a district other than their 

current resident district. 

Intradistrict migration: Including persons aged 5 years old and over who, five years 

prior to the survey time, lived in the same district but in a commune, ward or town 

other than their current resident commune, ward or town. 

Non-migrants: Including persons aged 5 years old and over who, five years prior to 

the survey time, lived in the same commune, ward or town as their current resident 

commune, ward or town (no intra-commune migration) 

(GSO, 2020c, p. 19) 

The national internal migration survey held in 2015 defined the concept of migrants in 

more detail, as noted below: 

Those people who have moved from one district to another district in the five years 

prior to the survey and who meet one of the three conditions as follows: 
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i. Have resided in their current place of residence one month or more; 

ii. Have resided in their current place of residence for less than one month but intend 

to stay for one month or more; 

iii. Have resided in current place of survey for less than one month but within the past 

one year have moved from their usual place of residence to another district with the 

accumulated period of time of one month or more to earn a living. 

Non-migrants are defined as permanent residents of a district from the time they were 

born or for at least the five years prior to the survey and meet all of the following 

conditions: 

i. In the past five years they have not left their district for at least one month 

continuously to reside in another district; 

ii. In the past year, they have not left their district for another district with a total 

cumulative period of time of one month or more for the purpose of earning a living. 

 
(GSO and UNFPA, 2016b, p. 17-18 ). 

 
From the above key concepts in migration, it is clear that the most recent Vietnam 

population and housing census provided more detailed definitions about migrants, 

compared to the national internal migration survey in 2015. For example, the Census 

classified migrants as those at 5 years old and above have moved internally within the last 

five years at the point of the survey time, whilst the national internal migration survey held 

in 2015 did not specify a minimum age of migrants at the time of the survey. In addition, 

the population and housing census in 2019 gave specific definitions in terms of time and 

space, as well as mentioned about different types of internal migration, based on migration 
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at the different administrative levels, including interregional migration, interprovincial 

migration, interdistrict migration and intradistrict migration.  

 

According to some Vietnamese researchers, migration is not only human movement from 

place to place, but migration also changes in terms of the social relations of the migrants 

(Dong et al., 2020). Currently, Vietnamese studies used the migration definition in the 

Vietnam population and housing census. However, this current study was conducted before 

the 2019 report of the Vietnam population and housing census, and therefore the researcher 

used the definitions of migrants and migration as outlined in the national internal migration 

survey held in 2015. 

  

1.5.4 Migration patterns in Vietnam  

The 2019 Vietnam Population and Housing Census indicates that migrants account for 

7.3% of the total population in Vietnam (3.2%) (GSO, 2019). The Southeast still has the 

largest number of immigrants despite the decrease of net migration compared to 2009, 

from 117 immigrants per 1000 people in 2009 to 73 immigrants per 1000 people in 2019. 

With 1.3 million immigrants, the Southeast accounts for two thirds of inter-province 

migrants in Vietnam and has four times the number of immigrants compared to the Red 

River Delta - the second highest immigration region in Vietnam (GSO, 2019). There has 

been a change in internal migration trends in Vietnam from 1989 to 2019. The proportion 

of intra-district migration has increased continuously whilst the proportion of inter-district 

and inter-provincial has slightly decreased.  This may be a result of the Government’s 



 31 

economic development policies, which focus on narrowing the economic gap between 

regions, urban and rural areas. However, generally, in the period 1989-2019, the proportion 

of inter-provincial migrants in the population outnumbered the inter-district and intra-

district migration (See Table 1.5 and Figure 1.4).  

 
Table 1.5: Population aged 5 and over by migration level by migrant status from 1989 
to 2019 (GSO, 2019, p. 101). 

 

 

 

Regarding the migration flow, the 2019 Censuses indicates that the main migration flow is 

urban-urban (36.5%) whilst the 1999 and 2009 Censuses reported the main migration flow 

was the rural-rural migration flow (37.0% in 1999 and 26.4% in 2009).  In the 2000s, the 

Vietnamese Government has focused investment on industrialisation and modernisation in 

some key economic regions, which are pull factors in relation to migration, hence why in 

 1989 1999 2009 2019 

Number 
(Thous. 
Person) 

Percent 

(%) 

Number 

(Thous. 
Person) 

Percent 

(%) 

Number 

(Thous. 
Person) 

Percent 

(%) 

Number 

(Thous. 
Person) 

Percent 

(%) 

Intra-district 
migrant 

- - 1 342,6 1.9 1 618,2 2.0 2 418,5 2.7 

Inter-district 
migrant 

1 067,3 2.0 1 137,8 1.7 1 708,9 2.2 1 199,0 1.4 

Inter-
provincial 
migrant 

1 349,3 2.5 2 001,4 2.9 3 397,9 4.3 2 816,1 3.2 

Non-migrant 51 797,134 95.4 64 493,3 93.4 71 686,9 91.4 81 719,4 92.5 

International 
immigrant 

65.9 0.1 70.4 0.1 41.0 0.1 229.0 0.2 

Population 
5+ 

54 279,6 100.0 69 045,5 100.0 78 452,9 100.0 88 382,0 100.0 
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the period 1999-2009, the main migration trend has been rural-urban (31.4% of migration 

population). However, following the 2008 economic crisis, some migrants did return to 

their place of birth when they did not find an employment in urban regions. This caused 

the decrease of rural-urban migration percentage in the period 2009-2014, which fell to 

29%. Surprisingly, Binh Duong province has witnessed a migration flow from urban to 

rural areas (72.8% of total), the reason being that the new industrial zones in Binh Duong 

were developed in rural areas (GSO and UNFPA, 2016a). 

Figure 1.4: Proportion of migrants in population by type of migration, 1989-2019 
(GSO, 2019, p. 102). 

 

 
 

 

1.5.5 Migration in Binh Duong province  

Since the re-establishment of Binh Duong province on 1st January 1997, the figures 
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indicates that although the natural increase in the population rate of Binh Duong from 2005 

to 2019 is at low rate (lowest in 2018 at 1.15 % and highest in 2012 at 1.59%), it was still 

significantly higher than the natural rate of increase (lowest in 2016 at 3.36% and highest 

in 2008 at 7.32%) (GSO, 2012, 2016, 2020a). The results of the Vietnam Census 2019 

demonstrate that one out of five people aged five and over in Binh Duong is a migrant  

(GSO, 2019) (see Figure 1.5).  

 
Figure 1.5: Natural increase population rate and population growth rate in Binh 
Duong, 2005-2019 (GSO, 2012, 2016, 2020a). 

 

 

Table 1.6  indicates net-migration rate by regions. Binh Duong has a ‘super high’ net-

migration rate compared to any other region in Vietnam, even compared to Ho Chi Minh 

City – which, as noted earlier, is the biggest city in Vietnam. Binh Duong’s net-migration 

rate has consistently been higher than elsewhere during the period 2005-2019 and it is clear 
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that Binh Duong has been an attractive areas for migrants for many years (GSO, 2012, 

2020a). 

 

Table 1.6: Net-migration rate by regions and in Binh Duong, 2005-2019 (GSO, 2012, 
2020a). 

Unit: ‰ 

 2005 2010 2015 2016 2017 2018 Prel. 
2019 

Red River Delta -0.6 0.5 0.0 0.5 0.0 0.8 1.5 

Northern midlands 
and mountain areas -0.4 -3.9 -1.9 -2.5 -1.1 -2.1 -3.6 

North Central and 
Central coastal areas -2.6 -5.7 -1.8 -1.1 -0.2 -2.1 -4.9 

Central Highlands -0.2 -0.3 -1.1 -2.4 -0.7 -1.91 -2.4 

Mekong River Delta -1.8 -8.4 -5.4 -4.6 -4.0 -5.8 -8.0 

South East 7.2 19.9 9.7 8.4 5.6 9.9 14.6 

Ho Chi Minh city  14.0 18.3 4.6 6.6 5.3 6.1 15.2 

Binh Duong province 18.0 74.6 42.0 23.5 23.9 47.9 40.1 

 

1.5.6 Migration and the household registration system in Vietnam 
 

The household registration system or Ho Khau, a Vietnamese policy since 1964, has been 

used to control both public security and the economy. Ho Khau is also used to manage 

migration in Vietnam as well as people’s rights to access to public services  such as 

education, healthcare or even employment opportunities (WB and VASS, 2016) (see 

Appendix 1.8 for The regulations relating to Ho Khau registration). After the launch of 

Doi Moi in 1986 and a series of reforms in 2006, the Ho Khau policy has been gradually 
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eased. The original Vietnam Residence Law (The National Asembly, 2006) divided 

residence status into four types: permanent residence (KT1); long-term temporary 

residence same province/city (KT2): long-term temporary residence in other province/city 

(KT3); and short temporary residence (KT4). However, based on the revised Residence 

Law (2006), there are two categories of household registration: temporary and permanent 

(WB and VASS, 2016).  

Even though the influence of this policy on citizens’ life has been loosened in recent years, 

temporary residents are still limited in accessing to some public services such as enrolling 

public schools for children or healthcare insurance for children under 6 years old. 

Residents on low income with temporary registration might have less chance to be added 

in the “poor list” of the local government than permanent residents to receive social 

assistance for people at poverty line. Migrants have to return to their place of birth to 

register a motorcycle due to their household registration status, which might be an 

inconvenience for them.  

The Ho Khau policies therefore maintain the gaps in citizens’ rights among people through 

their household registration status (WB and VASS, 2016). In a recent study, only 86.5% 

migrants were found to have household registration. Overall, 37.4% migrants have 

permanent household registration, 23% migrants have long-term temporary household 

registration and 17.2% have short-term temporary household registration (see Table 1.7). 

Despite the fact that most of migrants in this study indicated no drawbacks if they did not 

have household registration, the in-depth interviews provided another picture. Migrants 
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without household registration or permanent registration said that they had difficulties 

accessing public schools for their children because children with permanent residence 

appear to have a higher chance of being permitted to study in public schools. Although 

these children can study in private schools, the fees are higher than fees for public schools 

(GSO and UNFPA, 2016b). 

 
Table 1.7: Percentage distribution of migrants by household registration status, 
urban/rural area, and sex (GSO and UNFPA, 2016b, p. 98) 

Unit: % 

 

 
Migrants 

Areas Sex 

Urban Rural Male Female 

Total 100.0 100.0 100.0 100.0 100.0 

Not yet registered 13.5 15.3 9.9 12.0 14.8 

KT 1 37.4 30.4 52.2 38.4 36.6 

KT 2 8.8 9.6 7.1 9.4 8.3 

KT 3 23.0 25.4 18.0 22.1 23.7 

KT 4 17.2 19.4 12.7 18.1 16.6 

 

 

1.5.7 Characteristics of migrants in Vietnam 

In Vietnam, 61.8% internal migrants in Vietnam are aged between twenty to thirty-nine 

years old.  Of the females that migrate they do so at earlier age than males (GSO, 2019). 

The earlier the age at which people migrate, the farther they migrate. The majority of 
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migrants are single females (55.5%) (GSO, 2019) who have the highest migration rate 

(10.4‰) (GSO, 2017b). In addition, 61.7% migrants move alone, compared to 31.4% who 

travel with family members such as parents, partners and/or children (GSO and UNFPA, 

2016b). 

Within the labour market, most Vietnamese do not have technical qualifications (79.1%) 

(GSO, 2017b), however, people who migrate have higher technical qualifications than 

non-migrants (31.5% of migrants have technical qualification compared to 19.7% of non-

migrants) (GSO, 2019). People who have technical qualifications are the group 

experiencing the highest migration rates (GSO, 2017b) and tend to migrate from district to 

district (GSO, 2019). In general, rural-to-urban migrants have higher technical level 

qualifications than migrants to rural areas. The South East has the highest proportion of 

unskilled migrants (86.6%) (GSO and UNFPA, 2016a). 

As indicated throughout this Chapter, the main reason for people migrating is for 

employment opportunities (36.8%) and reunion with their families who have moved earlier 

(35.5%) (GSO, 2019). 89.5% of migrants who have moved to the Southeast do so with the 

expectation of earning a better income in their new destination.  In turn they send money 

to their families to improve their living standards. Just a small proportion of migrants 

return their hometown or discontinue their migration process (GSO and UNFPA, 2016b). 

The recent studies indicate that most migrants live in permanent or semi-permanent 

houses. However, migrants live in smaller houses than non-migrants (21.9m2 / person of 

migration groups and 25.4m2 / person of non-migrants groups) (GSO, 2019). Moreover, 
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there are 40.2% migrants living in rented or borrowed private houses, compared to 94.2% 

of non-migrants who live in their own houses. This means that many migrants live in less 

spacious houses than non-migrants and pay monthly rents. Migrants who live in industrial 

parks are most likely to rent particularly in Binh Duong (74.5% of migrant living in rented 

houses) (GSO, 2019). This means that there are significant differences in living conditions 

between different types of migrants in Vietnam. People who migrate from district to 

district have the best living conditions among migrants. Meanwhile, there are 45.7% of 

inter-province migrants belong to the “poor” and the “poorest” groups. For non-migrants, 

the rates of the five groups from “richest” to “poorest” are evenly distributed (GSO, 2019). 

 

1.5.8 Views and perspectives of migrants in Vietnam 
 

The 2015 National Internal Migration Survey indicates that migration brings benefits for 

migrants. Over half of migrants said that they have better employment in the new 

destination. In addition, the majority of migrants report that their income is higher than 

before migration so that they can send money back to their families in their place of origin. 

For those who return to their original home place, their satisfaction regarding employment 

and income in their the new location was low. (GSO and UNFPA, 2016b). 

 

In terms of health care and living environment, the 2015 National internal migration survey 

indicates that less than 15% of migrants feel unhappy with the living environment in their 

new place of residence. Migrants also mention about the differences in the natural 

environment between their current place of living and their original place of birth. At their 

current place of living, although they had not suffered from floods and drought as before 
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migration, they have to live in more crowded places with poorer water and air quality, high 

levels of traffic, the volume of ongoing construction projects and the high temperatures in 

their destinations.  

However, nearly 80% of migrants were aware of these challenges before living in their 

new destinations (GSO and UNFPA, 2016b). This recent study also highlights that 

migrants generally express the view that they have better educational opportunities in their 

destination place, compared to their original place of residence. They also expressed 

satisfaction with health services and social welfare services (GSO and UNFPA, 2016b). 

One noted challenge was housing conditions, with nearly one third of migrants viewing 

these as worse than in their hometowns, in particular in relation to the high cost of renting.  

Regarding house registration, 86.5% of migrants have house registration. Not having 

permanent household registration is noted to cause difficulties for children regarding 

registration at new schools, accessing health care and/or applying for credit from formal 

institutions. Migrant children themselves also note difficulties accessing opportunities at 

the end of formal schooling, especially those who are aged 16-18 years (GSO and UNFPA, 

2016a) as explored in further detail in the next Chapter. 

 

1.5.9 Socioeconomic impacts of internal migration  
 

Evidence from the previous studies indicates the impact of migration on households, the 

sending communities and the receiving areas (UNFPA, 2010; Le and Nguyen, 2011; Thi 

Kim Dung et al., 2019). In terms of the impact of internal migration on sending regions, 
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particularly rural areas, Le and Nguyen (2011) report that migration has significant impacts 

on households. The most positive impacts relate to income and living conditions, 

improving both the household income and preventing the fall into poverty (Thi Kim Dung 

et al., 2019) and thereby filling the gap between rural and urban areas (UNFPA, 2010).  

However, migration is considered as a factor in changing the household’s lifestyle due to 

the absence of one or more family members (UNFPA, 2010). Negative impacts include the 

fact that parents are worried about their children’s general wellbeing after migration, with 

more parents expressing worry than contentment. Regarding the impacts of migration on 

children, Le and Nguyen note that the migration of mothers has higher negative impacts 

on children than the migration of fathers. In this study, those children who experienced 

their mother migrating (and who were left behind with their fathers and wider extended 

family) were noted to have to do more domestic work and displayed more negative 

behaviours (Le and Nguyen, 2011).  

These recent studies demonstrate that migration has notable impacts on the social-

economic aspects of the receiving areas. From an economic perspective, migrants provide 

relatively cheap labour for industrial zones and make significant contributions to the 

economic development of the receiving areas. However, the large influx of migrants can 

place heavy demands on the infrastructure and services in the receiving areas. Although 

migrant labour is in demand in rapidly growing industrial areas, investment in local 

infrastructure has not kept up pace. Local governments face financial challenges in 

providing social services such as housing, education, transportation, healthcare services, 
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water and sanitation for the rapidly growing migrant population (UNFPA, 2010). 

Furthermore, the population density in the receiving areas can cause air and water pollution 

(GSO and UNFPA, 2016b). This thesis focuses on one of the most important social services 

- education, particularly education for migrant children in primary schools.  

1.5.10 Internal migrants who are children 

 

The most commonly used definition of migrants which is used is the 2015 Vietnam 

Migration Survey (GSO & UNFPA, 2016, p. 17), where a child is defined as an individual 

below the age of 16 years old (Assembly, 2016), as indicated in Box 1. 
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1.6 Conclusion  

This Chapter has outlined the economic, political, and socio-economic context of Vietnam, 

and specifically the Southeast and Binh Duong province. Since the Doi Moi (Renovation) 

in 1986, Vietnam has experienced rapid socio-economic development leading to mass 

internal migration in some key socio-economic regions, particularly the Southeast. The 

influx of large numbers of migrants creates advantages and disadvantages in the receiving 

areas. Understanding the impacts of internal migration on Vietnam’s socio-economic 

Box 1 

In this survey migrants are defined as follows: 

Those people who have moved from one district to another district in the five years 

prior to the survey and who meet one of the three conditions as follows: 

i. Have resided in their current place of residence one month or more; 
ii. Have resided in their current place of residence for less than one month but 
intend to stay for one month or more; 
iii. Have resided in current place of survey for less than one month but within the 
past one year have moved from their usual place of residence to another district 
with the accumulated period of time of one month or more to earn a living. 

Non-migrants are defined as permanent residents of a district from the time they were 
born or for at least the five years prior to the survey and meet all of the following 
conditions: 

i. In the past five years, they have not left their district for at least one month 
continuously to reside in another district; 

ii. In the past year, they have not left their district for another district with a total 
cumulative period of time of one month or more for the purpose of earning a 
living. 

(GSO & UNFPA, 2016, p. 17, 18). 
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development is a key consideration in better understanding their needs and ensuring that 

these are met.  

Among the provinces and cities in Vietnam, Binh Duong has emerged as a thriving 

economic region with plenty of employment opportunities, strongly attracting immigrants 

over the past 20 years. Although Binh Duong’s government has made great efforts to 

improve its social services such as housing, education, healthcare, transportation and other 

infrastructures, challenges still exist in meeting the needs of migrant workers and their 

families due to the rapid increase in the number of migrants every year. There are particular 

concerns regarding migrant children and their access to and experiences within education. 

Through a review of relevant research literature, the next Chapter considers issues 

regarding migration and internal migrants’ access to and experiences of education in further 

detail. 
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Chapter Two: Review of research literature 

 

2.1 Introduction 

This study is concerned with internal migrants and in particular the educational experiences 

of children of internal migrants. The purpose of this Chapter is to review relevant research 

in the area. The Chapter highlights key research studies regarding migration and, within 

this, research regarding the school experiences of migrant children as well as some of the 

challenges that they have experienced at school in the host countries or regions. Gaps in 

the research literature will be highlighted and this will provide the context for the current 

study. The Chapter begins with an outline of search terms and the search strategy, before 

moving on to consider the definitions of migration and a review of research studies that 

explore contributory factors.  

2.2 Search strategy underpinning the review of research literature  

There are several ways of conducting a review of research in a particular area including: 

rapid review; systematic review; thematic review. For this research study, I conducted a 

thematic review using search terms to generate relevant articles and selecting, through 

reading the abstracts of articles, those that were most relevant to the research questions. I 

put parameters around the search by limiting the year of publication to anything after 2007 

and by using particular search terms as outlined below. These included the following:  

• Internal/Interregional/inter-provinces 
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•  Migrant/immigrant/migration/immigration 

• Immigrant/migrant Child* 

• Early education/primary school*. 

• Academic attainment/achievement/learning outcomes. 

• Vietnam/South-east Asia child*. 

 

In addition to this, a flexible combination of searching tools was used to collect the 

available reports/studies/articles/theses related to the subject of my dissertation as follows: 

• Publications/issues/books/reports about the Vietnam migration and Vietnamese 

children’s situations: some websites of Non-Governmental Organizations (NGO) in 

Vietnam such as UNICEF, UNESCO, UNFPA, UNDP, Young Lives, World Bank, Save 

The Children, IOM. 

• Publications/issues/books/reports about Vietnam social-economic/migration: some 

websites of Vietnam’s Ministries: GSO, MOET, and MOLISA. 

• Printed Books/reports in Queen’s University Belfast’s Library. 

• Online databases and journals including Google Scholar; Science Direct; Queen’s 

University/UK and Ireland/Europe and International PhD theses (access by Queen’s 

University Belfast’s Library); Journals in Social Work, Education, Development and 

Educational Psychology, Demography. 

 

Before commencing the review of research literature in full, it is important to fully 

appreciate what is meant by migration and what processes underpin it.  
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2.3 Defining the terms migration and internal migration 

Migration is a popular trend in the world. Scholars tend to pay more attention to 

international migration than internal migration, however, the number of internal migrants 

is  significantly higher than numbers of international migrants - 740 million internal 

migrants (UNDP, 2009) compared to 244 million international migrants all over the world 

in 2015 (IOM, 2017). The United Nations has defined migration as  “a move from one 

migration-defining area to another or a move of some specified minimum distance that was 

made during a given migration interval and that involved a change of residence” (United 

Nations, 1970, p. 2). According to Kumar et al., (2016), in practice, there are two dominant 

trends in defining internal migration in Southeast Asia. The first trend is based on a 

person’s lifetime, i.e., whether people change their residence compared to their place of 

birth. The second trend is based on people’s movement in one, three, six months, or five 

years (recent migrants). This thesis applies the second trend to define internal migration.   

Notably, there are not only adults on the move, but some migrants let their children migrate 

with them, too. Commonly, the researchers have used the word ‘migrant children’ (Gong, 

Zhang and Yao, 2015; Kusadokoro and Hasegawa, 2017; Li and Jiang, 2018) to describe 

children who move with their parents. Particularly, some researchers have used the word 

“rural migrant children” to describe children who move from rural to urban areas (Chen, 

Wang and Wang, 2009; Fang, Sun and Yuen, 2016; Gu and Yeung, 2020), whilst others 

use the word “floating children” to name children who migrate with parents and have 

difficulties in accessing the social welfare and educational opportunities in new 

destinations (Mu and Jia, 2016; Zhou et al., 2019). In summary, many efforts have been 
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made by researchers in identifying groups of migrant children in order to determine their 

status in the receiving areas. 

As mentioned in the previous Chapter, this research study employed the definition of 

migration as outlined in the Vietnam national internal migration survey held in 2015. A 

migrant is defined as “a person who has moved from one district to another district in the 

last five years, and who meets one of the three conditions as follows: 

i. Have resided in their current place of residence one month or more; 

ii. Have resided in their current place of residence for less than one month but intend to 

stay for one month or more; 

iii. Have resided in current place of survey for less than one month but within the past 

one year have moved from their usual place of residence to another district with the 

accumulated period of time of one month or more to earn a living”. 

 

Non-migrants are defined as ‘permanent residents of a district from the time they were 

born or for at least the five years prior to the survey and meet all of the following conditions: 

i. In the past five years they have not left their district for at least one month 

continuously to reside in another district; 

ii. In the past year, they have not left their district for another district with a total 

cumulative period of time of one month or more for the purpose of earning a living.’ 

(GSO and UNFPA, 2016, p. 17-18) 
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The reason why the thesis applies the above definition of internal migration is because it 

was the latest official updated definition of internal migration in Vietnam at the time the 

study was conducted. In addition, this definition has been widely used in previous studies 

in Vietnam. However, in practice, the researcher faced some challenges in having the same 

understanding of migrants as the study participants. This will be discussed in more detail 

in Chapter Six on the school context. 

 

2.4 Internal migration in developing countries 

Globally, internal migration data  is collected by population censuses, residence 

registration, administrative collections, and national surveys (Bell et al., 2015). Previous 

studies indicate push and pull factors of internal migration, characteristics of internal 

migrants, and impacts of internal migrants on people and society. 

 

2.4.1 Contributory factors regarding internal migration  

 

Regarding internal migration in Asia, Bell et al., (2020) provided an overview of internal 

migration in 14 Asian countries by answering three questions: how frequent migration is, 

who migrates, and to where they migrate. Compared to other regions in the world, countries 

in Asia have lower migration intensity than the global average. Although countries from 

the East such as Japan and South Korea, and Israel from the West, Asia has highest 

percentage of migration intensity in Asia, migration trends have recently decreased. 

Migration in countries from Southeast Asia show a moderate level of intensity, with 
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diversity in migration patterns. China and Mongolia have witnessed urbanisation with the 

rural-urban flows whilst Cambodia and Sri Lanka have undergone the urban-rural flows.  

 

As mentioned in Chapter One, the main migration flow in Vietnam is currently rural-urban 

migration and is closely related to the urbanisation progress in Vietnam. Therefore, the 

current research study is interested in recent studies on migration flow that depends on the 

urbanisation level in a country. Previous studies highlighted that rural-rural migration flow 

normally occurs in predominantly rural societies whilst urban-urban migration happens in 

high urbanisation regions such as countries in Latin America (Lucas, 2015). In Asia, 

urbanisation accounts for the internal migration trend, particularly countries from the 

Southeast Asia (Bell et al., 2020).  

 

Many researchers have started to examine more closely the impact of social-cultures factors 

on internal migration. Two main factors of internal migration have been identified are 

structural influences and individual decision-making. Regarding structural influences, 

Lucas (2015) identified ten factors affecting rural-urban or rural-rural migration. These 

include economic development; inequality in income between rural and urban populations; 

employment restructuring in rural areas; risk management; differences in living standards 

between areas; education; climate change and natural disasters; forced migration and 

violence; return and circular migration; and family gatherings. Studies by Bell et al. (2020) 

provide similar results when arguing that the most common factors to migrate are 

employment and education, follow by marriage and family reunions reasons. 
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More recent work by Vakulenko (2016) has indicated that the most noteworthy factors 

influencing internal migration are demographic factors (population size and age structure) 

and economic factors (housing condition and per capita income). These factors are 

confirmed by other studies (IOM, 2017; Srivastava and Pandey, 2017). For example, in a 

study by Royuela and Ordonez (2016), the development of manufacturing industries in the 

migration town/city is considered to be a very strong pull factor, whilst areas with a high 

unemployment rate can be considered as a push factor. A report of IOM (2017) illustrates 

the fact that the main factors influencing the movement of people are: the differential 

economic growth between areas; the demand for labour in destination regions; and the high 

rate of unemployment in regions of origin. The previous reports, noted above, have 

illustrated that although many people escape from poverty by migrating, the relationship 

between migration and the reduction of inequality is controversial (Deshingkar, 2006).  

 

With regard to individual decision making and the study of the decision-making of people 

regarding the factors that influence migration, Lucas (2015) listed five elements affecting 

the decision to migrate. These comprise financial situation; social networks; distance; 

information; and intervening opportunities. People tend to reconsider their migration plans 

if they are too poor, do not have a pre-existing relationship in their migrant area, and/or a 

lack of information, and/or there are not many opportunities to develop their life in the 

place they initially planned to move to (Lucas, 2015).  The following section will review 

research literature regarding some of the characteristics of internal migrants, particularly 

internal migration in Asia. 
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2.4.2 Profile and characteristics of those who migrate internally 

There are some studies which have highlighted the characteristics of internal migration in 

Asia, particularly in Southeast Asia. The first characteristic of migrants that scholars focus 

on is the age of people when they migrate. Bell et al. (2020) highlighted that people in Asia 

are, on average, aged 23 at the time of migration. Particularly, countries in the Southeast 

have the youngest age at peak migration, whilst countries from the East and West of Asia 

have the highest. Migrants in Malaysia, Thailand, Indonesia, and India averagely migrate 

at the age of 21, however, the age at peak migration in Japan is 31. Kumar et al. (2016) 

indicate that males tend to migrate from rural to rural areas on a seasonal basis whilst 

females mainly migrate from rural to urban areas for long term periods. People normally 

move in their 20s, when they are still single and without children. Reuniting with family 

and seeking employment opportunities are the most common reasons for migration. Males 

usually work in manual and unskilled jobs such as driving, construction, agriculture and 

heavy industry, whereas females work in roles such as the service industries including 

hospitality for example. Migrants tend to work in low-paid jobs with little security and are 

vulnerable to being exploited and abused. 

 

Other studies in Asia reveal that young adults make up the highest proportion of internal 

migrants (Charles-Edwards et al., 2019) and that they move with the hope of achieving a 

better education or career prospects and/or are seeking employment to financially support 

their families in their hometowns. In China, about 70% of internal migrants are 16 to 35 

years old (Deshingkar, 2006). In Myanmar, the majority of internal migrants are under 35 
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years old (70.6%) (UNICEF, 2012). In Myanmar, females make up the highest proportion 

of internal migrants (53%)  (UNICEF, 2012). The percentage of internal male migrants 

who are married is higher than female migrants. For migrants who are married, they tend 

to migrate with their families (UNICEF, 2012). That means that children move to be with 

their parents at some point, although not necessarily at the same time as their parents. It is 

often the case that children remain with extended family in the area of origin and are sent 

to be with their parents when their parents have secured employment, a regular income, 

and good housing conditions. Vietnam has very high proportion of young people who 

comprise the internal migrant population, compared to the average age of migration 

internationally and women tend to migrate at an earlier age than men (Charles-Edwards et 

al., 2019). 

 

The main driver behind internal migration, as indicated above, is the search for employment 

opportunities that arise following economic development in developing regions and 

families seeking new opportunities outside of rural poverty. For example, in Indonesia, 

migrants move to regions where there is high demand for labourers in the industrial zones. 

Similar situations occur in India, Cambodia, Bangladesh, Sri Lanka, and Vietnam 

(Deshingkar, 2006). In some countries, as noted above, family reunion also drives internal 

migration such as occurs in India (Deshingkar, 2006) and Myanmar (Unicef, 2012). 

Notably, males tend to migrate for employment, whilst females tend to migrate to follow 

their families (Unicef, 2012). 
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2.4.3 Impact of internal migration  

In reviewing previous studies, Anh (2011) described the effects of migration on migrants 

themselves, their family members, extended family members, as well as the wider impacts 

on the community, local and national economy. Migrants generally earn more money 

following their move, although their incomes are not as high as those of the local people at 

their new destination. Migrants struggle to access healthcare and social services and may 

suffer disadvantages in this regard. This lack of access can be exacerbated if there are large 

numbers of migrants, and the capacity of local infrastructure is compromised. For migrants’ 

family members who remain at home, whilst there is noted financial gain from earnings 

they are sent, they often experience other pressures such as caring for the children of 

sons/daughters who have migrated, i.e., their grandchildren. Anh (2011) notes that for these 

children, their academic performance might suffer because their parents are living away.  

 

In an ethnographic study by Chen, Wu, and Sung-Chan (2012), which involved 

observations and in-depth interviews with 12 migrant families in Beijing over a period of 

about 15 months, the research team highlighted a number of strategies that migrants had 

employed to manage the process and potential difficulties associated with migration. For 

example, at the beginning of their migration, parents tended to leave their children at their 

home location, thus enabling the parents to work hard as well as save as much money as 

they could. After accumulating savings, parents then arranged for their children to move in 

with them. This study, like other studies, also noted, however, that although migrants had 

strategies to mitigate the impacts of migration, they continued to experience a lack of social 
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support from the State, such as health and educational opportunities, and an unequal salary 

when compared with local residents.  

 

Issues around social exclusion are further highlighted in research by Chow and Lou (2015), 

namely the social exclusion experienced by rural-to-urban migrants. These included: 

institutional social exclusion (household register social exclusion, employment 

exploitation, inadequate child education) and community and interpersonal social 

exclusion (urban poverty neighbourhoods, segregation, discrimination, and 

stigmatization). One area where negative and positive impacts of internal migration are of 

concern is education and in particular primary education. Research studies in this area are 

considered next.  

 

Those who move nationally have both advantageous and disadvantageous impacts on their 

destination areas. Migrants can play an important part in the host communities’ own 

development in terms of socio-economy and culture.  However, as noted earlier, the sudden 

increase in population caused by unfettered internal migration can put huge pressure on the 

local infrastructure, the environment, and on local communities. Local governments are 

confronted with overcrowding in social services and migrants can experience difficulties 

in accessing health and education services or living in ssubstandard houses  (IOM, 2015). 
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2.5 Migrant children’s schooling within an ecological approach 

The Ecological Systems Theory was developed by Bronfenbrenner (1979) to depict the 

contextual nature of children’s development. The idea of this theory is to analyse the 

interaction between children and their environments, and the influence on children’s 

development. Four subsystems were pointed including the microsystem, the mesosystem, 

the exosystem, and the macrosystem. 

2.5.1 Microsystem 

The microsystem refers to the innermost relations of children such as their families, 

teachers, and classmates. Regarding the relationship between child and family, the previous 

studies reported that parents’ social-economic background bears a remarkable impact on 

migrant children’s schooling. In terms of the socio-economic setting of migrant families, 

recent studies reported that parents’ financial  and employment status (Ma et al., 2018) as 

well as parental migration (Chea and Wongboonsin, 2020) have some influence on migrant 

children’s school attainment. Migrant children may have difficulty adjusting to their new 

place of residence and this may disrupt their education. For example, migrant parents need 

to work many hours to make a living, therefore, children were seen to receive less care 

from their parents (Chea and Wongboonsin, 2020). Jin et al. (2017) highlighted that 

working hours, parents’ employment, and low educational background are all barriers for 

migrant parents trying to support their children’s schooling. 
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Regarding the impacts of parenting perspective on migrant children’s schooling, Zhao et 

al. (2015) argued that maternal warmth had positive impact on migrant children’s school 

and social adjustment whilst Ma et al. (2018) highlighted that parental involvement in 

children’s schooling activities was necessary to help migrant children to have good 

integration in the new educational environment. In addition, Hu and Wu (2020) illustrated 

the important role of parents’ support in providing adequate study spaces at home was 

useful to improve migrant children’s sense of school belonging. 

 

Another important element in migrant children’s microsystem is their relationship with 

teachers and classmates at schools. In a previous study by Chen et al. (2013), the 

researchers indicated the important role of teachers in migrant children’s academic 

engagement, whilst Free and Križ (2016) highlighted the important of teachers in 

supporting migrant children in building positive attitudes about their schooling. These 

supportive actions include providing adequate educational supplies, extra help in learning, 

emotional support, strengthening the relationship among children, family, and schools, 

reducing discrimination, and improve school administration.  

2.5.2 Mesosystem 

The mesosystem refers to the relationships between the micro elements. In this case, this 

means the interaction among parents, teachers and children’s classmates as well as the 

school setting and the involvement of school staff. A study by Akar and Sen (2017) argued 

that schools in areas with a high proportion of migrant children faced some challenges in 

relation to teaching resources and  flexibility of curriculum. Liu et al. (2019) indicated that 
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the more education policies for migrant children are implemented, the more teachers' 

awareness of the needs of migrant children is enhanced. In addition, due to the differences 

in educational opportunities in different school types, teachers in public schools have a 

better perspective on migrant children’s inclusion than teachers in migrant schools.  

2.5.3 Exosystem 

The exosystem refers to the indirect relationships migrant children experience, such as 

those with their neighbours, parents’ working environment, educational policies and so on. 

A study by Wu et al. (2014a) expressed the importance of interaction between migrant 

children and the community they live in on their resilience. Strong ties with the community, 

particularly their neighbours, might increase migrant children’s sense of belonging and 

safety, therefore potentially preventing children from dropping out of school. Regarding 

parents and school relationship, X Jin et al. (2017) illustrated that due to their long working 

hours, migrant parents are not able to attend the parent-teacher meetings regularly, which 

might influence the parent-school relationship. In addition, the relationship between 

parents and the community, according to research by Fang et al.(2017), can have a certain 

impact on parents’ involvement in their child’s schooling. The strong relationship with 

neighbours and local community will be helpful for migrant parents in seeking private 

tutors or educational support for their children. 
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2.5.4 Macrosystem 

The macrosystem concerns socio-economic development, culture, and social welfare 

policies. Recent studies have indicated that schooling of migrant children is significantly 

affected by the social structure and cultural influences around them. In terms of the culture 

influences, for instance, previous study illustrated that younger children in migrant families 

in Cambodia may not have the equal right to access school, due to Cambodian families’ 

tendency to give priority to education for older children rather than younger children in 

their families (Chea and Wongboonsin, 2020).  

Regarding the influence of the socio-economic context on migrant children, in China, for 

example, the Hukou system has notable impacts on migrant children’s education. Children 

who move nationally experience obstacles in accessing public schools or high schools due 

to the strict rules of Hukou system (Ma et al., 2018; Gu and Yeung, 2020). In addition, due 

to the uneven economic development among regions in China, some places attract a lot of 

laborers from other regions seeking work and accommodation, leading to an increase in the 

number of migrant children. However, the Hukou system has significantly restricted the 

educational advantages of migrant children (Wang, Chen and Gong, 2021). Interestingly, 

Liu et al. (2018) highlighted that since some larger cities in China local government had 

implemented open policies for migrant population such as providing stable jobs and equal 

citizen rights, the migrants’ socio-economic status has significantly improved. In addition, 

the percentage of migrant children study in public school as well as the sense of belonging 

of migrant children in new places has increased.  
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In conclusion, migrant children’s schooling is notably affected by both their direct and 

indirect relationships. The complex integration between children and their ecological 

system will be further explained in particularly educational topics in the following sections. 

2.6 Internal migrant children and education 

2.6.1 School policies for migrant children 

In some countries with high-rates of internal migration such as China, and based on the 

status of migrant families, children can be sent to study at different types of schools. 

Research by Yan et al., (2020) discovered three different types of schools that migrant 

children attend including: unlicensed private migrant schools, licensed private migrant 

schools, and public schools. Yan et al, (2020) noted that children can easily access 

unlicensed private schools with no documentary requirements as long as they pay tuition 

fees. However, these schools do not have a legal status and generally have poor school 

facilities, low teaching quality, poor educational administration and importantly, risk being 

closed by the Government at any time.  

Children who have student registration record cards can enrol in licensed private migrant 

schools with better school facilities and teaching quality. Nevertheless, these schools 

encounter institutionalised disadvantages with a lack of policy support and financial 

support by the Government. Finally, public schools have a number of conditions that 

migrant children must reach to study in these schools such as entrance examinitions, higher 

tuition fees, and additional certificates. Moreover, the quota for migrant children entering 
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public schools is limited, which means that for migrant children, getting a place in public 

school is tough competition. 

 

Using a quantitative political economy model, Tanaka et al.(2018) analysed three factors 

that have an impact on the school system including: the effects of immigration; 

naturalisation; and assimilation. The results showed that immigration increases public 

enrolment in the short term and decreases public school expenditure. On the other hand, it 

was noted that the enrollment of native children in private schools increased. Albornoz et 

al. (2018) highlighted tensions caused by internal migration with the perception that 

migrant children place strain on finite school resources and that, as a result, there is a 

concern that the school performance of non-migrant children might be affected. The social 

structural nature of these concerns (government investment and expansion in educational 

provision) is often underplayed and there can be a tendency to blame migrant families and 

their children rather than develop a broader social structural view. These potentially 

negative effects and outlook appear to lessen in line with higher levels of parental income, 

skills, and motivation. 

 

Regarding the school system and cultural diversity therein, by analysing data from the 

European Social Survey, the Migrant Integration Policy Index, the United Nations (UN) 

database and the World Bank database, Kislev (2016) reported that school intercultural 

policies have positive effects on migrant children. However, the potential positive effects 

of intercultural policies depend on information and training. For example, a study by 
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Moskal (2016) reported that teachers do not have much information about the background 

of migrant pupils, which means that they are not fully attuned to their needs.  

 

Furthermore, as highlighted in work by Jones (2015), Eres (2016), O’Toole Thommessen 

and Todd (2018), teachers need expert support and training regarding appropriate 

pedagogical approaches and additional skills to work effectively with migrant families. The 

positive effects of such strategies are noted in another research study by Arslangilay (2018) 

which took place in Turkey and indicated that school culture in Turkey is insignificantly 

affected by immigrant children, because school staff, parents ,and children have made an 

effort to understand the processes and practices of intercultural education.  

 

In relation to the school system and resources, a study conducted by Ye (2016) which 

involved thirty-eight interviews with key professionals and stakeholders in Shenzhen, 

China noted that that local governments are confused by multi-cultural education 

approaches and that there has consequently been a lack of educational resources for migrant 

children and their families. Efforts have recently been made to attempt to address these 

issues where, in urban China for example, the government has a responsibility to ensure 

migrant children have access to school for at least nine years of compulsory education. 

Migrant children can choose to attend either public schools or private schools and, in this 

regard, they are theoretically afforded the same educational opportunities as local children 

(Liu et al., 2017). However, some studies have indicated that these policies are not applied 

properly and that, in reality, migrant children are still confronted by strict admission 
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procedures regarding access to public schools and do not have equal access to educational 

services compared with local children (Goodburn, 2009; Liu, Liu and Yu, 2017).  

 

Research by Xu et al. (2018) indicates that access to educational resources is related to the 

household register policy for migrants in their destination areas in China. For those who 

satisfied the requirements of this household register policy, their children benefitted from 

the education advantages in their new residential area, whereas others did not. Furthermore, 

Goodburn (2009) reported that in China, there was a concern that education for a huge 

number of migrant children in big cities, such as Beijing, was not provided for and that 

there was a lack of school space for non-local children as well as misconceptions about 

migrant children’s academic abilities.  

 

It was noted that some schools appeared to not welcome migrant children because of 

misconceptions that they were ‘difficult to teach’, and that their parents’ educational 

background was low. It appears that a number of factors coalesced including the fact that 

firstly, social welfare systems could not keep up with the sudden increase in the number of 

migrants; secondly, some state policies were also misapplied in some local governments 

and thirdly, there was restricted financial investment in some school policies. Similar issues 

were noted in a study by Akar and Sen (2017) in Turkey, which found that urban schools 

performed poorly because of a sudden increase in learner numbers, a lack of financial 

resources, concerns regarding teacher quality, and lack of school social capital (Akar, 

2010), especially schools in areas where there was a high in-migration and out-migration 

rate.  
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In summation, research indicates that various aspects of the school system are challenged 

by the arrival of migrant children. Although there is a policy framework for migrant 

children, there are concerns regarding its implementation at a local level. According to 

Arphattananon (2012), there is also an associated concern regarding the apparent lack of 

endeavour to promote or convince children to go to school or to remain in their studies. 

However, these concerns need to be contextualised in terms of the experiences of migrant 

children when in school, where negative experiences might act as a barrier to attending 

school and remaining in school. Research studies that consider the experiences of migrant 

children in schools are reviewed next.  

2.6.2 School experiences of migrant children 
 

2.6.2.1 School enrolment 

A number of research studies have highlighted that some migrant children experience 

disadvantages associated with their move. One key issue is the difficulties associated with 

school enrolment. With regards to international migrant children, recent research has 

indicated that there are several factors that influence the school enrolment of children who 

have migrated including: personal characteristics; family background; former school 

experience; socio-economic conditions and the cultural influences of the host country 

(Bertolini et al., 2015).  

Sugama (2017), whose research focused on Mexican migrant children, noted a number of 

factors that impacted on low enrolment rates including: living in the United States for less 
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than five years; living below the poverty line and low parental educational background. 

Research by Bertolini et al. (2015)  in Italy noted a similar pattern, with migrant children 

having a lower school enrolment rate than that of Italians and that migrant young people 

tended to attend in vocational school or short term courses in comparison with Italian young 

people (Bertolini et al., 2015).  

Research by Arphattananon (2012) regarding migrant children in Thailand has noted that 

although there are specific policies to support migrant children to attend to school, there is 

a lack of wider support to promote or convince children to go to school or to remain in 

schools (Arphattananon, 2012). The same research noted that, in addition, schools in 

Thailand do not have bilingual teachers so that both teachers and migrant children face 

language barriers at school.  

Other research has drawn attention to language barriers contributing to a low school 

enrolment rate (Mussino and Strozza, 2012). Regarding school dropout, research has noted 

that children may quit school because their parents may move to another place to work 

seasonally (Nawarat, 2012). Further research by Colding et al., (2009) in Denmark found 

a comparatively high dropout rate regarding migrant children at vocational upper 

secondary level. Differences in school norms and regulations compared with children’s 

homeland school experiences are considered as barriers for them whilst Krause et al.,(2015) 

argued that the socio-economic background has an influence.  
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Regarding internal migrant children, several research studies have focused on internal 

migrant children in China. Wu and Zhang (2015), for example, reported that in China, the 

enrolment rate of rural migrant children was significantly lower than that of non-migrant 

children in both the sending and receiving areas, and that the main barrier is the household 

registration policy in China (Hukou). Zhou & Cheung (2017) indicated that without Hukou, 

Chinese children do not have a full right to access the educational services in the place 

which is not their hometown. Therefore, when the rural – urban migration flow increased 

rapidly in China two decades ago, migrant children experienced a serious challenge in 

enrolling in public schools in urban cities. Despite the attempts of the Chinese Government 

to revise the Compulsory Education Law, migrant children still experience challenges to 

access public school. Research by Wang and Holland (2011), reported that because 

children have difficulty in accessing public school, their families have paid much higher 

school fee rates. Furthermore, there is evidence that some poor migrant children have to 

learn in private schools which have poor school resources and apparent lower teacher 

quality (Lai et al., 2014). A mitigating factor is that the longer time migrant children live 

in the receiving areas, the more opportunities they have to access school (Wu and Zhang, 

2015).  

However, this is contradicted by research in Turkey by Kusadokoro and Hasegawa (2017) 

which has revealed that internal migrant children tend to leave school early because they 

want to earn money for their families. Other studies about internal migrant children in 

China reported the same situation, expecially for children whose parents have a low 
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education background or who do not receive substantial benefits from migration. A 

particular concern in school exclusion and research regarding this issue is considered next.  

 

2.6.2.2 School exclusion 

For international migrant children, school exclusion can take many forms including issues 

regarding language, culture and ethnic differences that result in migrant children being 

discriminated against. Adair (2015), for example, outlined four forms of personal 

discrimination that migrant children face at school in the USA relating to their limited 

language proficiency in the host country. These include being on the receiving end of 

negative and stereotypical comments and attitudes from school staff and peers and 

experiencing a lack of access to opportunities to join class activities compared to non-

migrant children. In addition, some schools discourage migrant children from using their 

first language, rather than schools supporting the multi-lingual development of children. 

Furthermore, because of the language barrier and different culture, migrant children are 

subject to lower educational expectations from their teachers compared with non-migrant 

children (Adair, 2015; Moskal, 2016). 

As noted above, culture and racism are amongst the notable barriers for migrant children. 

Due to studying in a new educational environment, migrant children also have a lesser 

understanding of the school system  (Dusi and Steinbach, 2015; Moskal, 2016). Moreover, 

because of their lack of language skills, migrant children feel less connection with their 

new schools (Dusi and Steinbach, 2015). Brabant et al. (2016) pointed out that migrant 
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children also suffer from further social exclusion in particular with their peer group. They 

can experience exclusion in social networks, perhaps with their peers not communicating 

with them at school or not inviting them to participate in other social events in school or 

after school.  

Listening to the voices of migrant children Hajisoteriou and Angelides (2015), in their 

study, reported that migrant children would like to have more discussions about diversity 

and intercultural knowledge, as well as more co-operation in class and language support 

from the school staff. Teachers who build strong relationships with migrant children can 

help children develop a healthy sense of belonging at school, which positively influences 

overall school engagement. Unfortunately, the relationship between migrant children and 

their teachers is often weak (Chiu et al., 2012). 

For internal migrant children, a study by Zhang and Luo (2016) illustrated three main issues 

regarding migrant children’s exclusion, namely: school access; in-class participation; and 

peer interactions. The study highlights that migrant children are considered as outsiders 

and their best friends are usually other migrant classmates. In another study, Chen et al., 

(2014)  explained that because of low family incomes and educational background, migrant 

children feel loneliness and depression, a finding supported by other research by Lu and 

Zhou (2013), whilst Kwong (2011) reported that some migrant children experience low 

self-esteem associated with their low social status and their rural origins. 
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A study by Hu and Wu (2020) indicated the relationship between levels of parental 

supervision and migrant children’s sense of belonging. The stricter supervision from their 

parents and the better study environment that children receive, the stronger sense of 

belonging and better integration. Particularly, migrant children who were provided with a 

great learning environment at home (such as a study desk) would have stronger feelings of 

belonging and have closer friends from urban backgrounds.  

Zhang and Luo (2016), in another study, explained that migrant children - especially those 

who had a weaker academic background - could have some difficulties familiarising 

themselves with new teaching materials, a new curriculum and new teaching methods. In 

addition, there was a lack of additional tutor support to help migrant children catch up in 

their new school setting and, without support, it was difficult for them to improve their 

academic performance.  

In another study, Greenberg (2013) highlighted that some migrant children also fall behind 

because they do not participate in after-school programmes as much as non-migrant 

children (Greenberg, 2013), often because their parents do not have enough money to pay 

for these classes. Such difficulties exacerbate social exclusion and differences in migrant 

children’s educational experiences, attainment, and achievements compared with non-

migrant children (Zhang and Luo, 2016). Studies focusing specifically on the academic 

achievement of migrant children are considered next. 
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Through in-depth interviews, participant observation and by applying Bourdieu’s theory 

about class distinction, Yan et al., (2020) observed schooling experiences of migrant 

children in three different types of schools: licensed private migrant schools, unlicensed 

private migrant schools and public schools. The authors. found that even though migrant 

children still have some opportunities to study in public schools, they suffer discrimination 

and segregation from local children. Migrant children attending unlicensed private schools, 

which are illegal in status, provide a poor educational environment, and may be closed by 

the government at any time, experience a sense of inferiority and self-abnegation. They 

hate their school and their social identity, as well as losing their learning motivation at 

school.  

Some scholars focus on finding the relationship between migrant status and children’s 

bullying perpetration. Through applying the stress process model, Cui and To (2019) 

discover that migrant status has negative impact on children’s bullying perpetration. 

Migrant children tend to have bullying perpetration, compared to non-migrant children, as 

well as receive less social support and resources. Children’s relationships with their best 

friends and extended family members are changed when they migrate, consequently, 

children tend to rely on their parents to help adjust to their new lives. However, their 

parents’ low social economic status, unstable living conditions and lower educational 

backgrounds might have negative impacts on their children’s bullying perpetration. Less 

community support in destination areas might give rise to challenges for migrant children 

to adjust new manners and behaviours in new living environment. 
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2.6.2.3 Academic achievement of migrant children 

For international migrant children, their educational achievement can be affected by several 

factors including: national-origin; migration generation and social origin; cultural adaption; 

and languages barriers (Caribbean and Bakker, 2009; Azzolini and Barone, 2013; Siahaan, 

Lee and Kalist, 2014; Di Liberto, 2015; Moskal, 2016; Dimitrova, Johnson and van de 

Vijver, 2018). In other studies, scholars have explored the impact of immigrant costs 

(Albornoz et al., 2018), the social safety net (Condo et al., 2015), acculturation, parenting 

style and family income on immigrant children’s school achievement (Colding et al, 2009; 

Moon et al, 2009).  

A child’s family has a key impact on the school achievement of migrant children. 

Motivation, school involvement and the socio-economic background of parents are 

considered the most important factors. Scholars report that the more motivated parents are 

and the more involvement parents have with their children, the higher the academic 

achievement of the children (Albornoz, Cabrales, & Hauk, 2018; Villiger, Wandeler, & 

Niggli, 2014; Glick & Hohmann-Marriott, 2007; Viramontez Anguiano & Lopez, 2012).  

Within this context, it is notable that migrant children have experienced lower educational 

involvement and emotional support from their parents (Villiger et al., 2014; Sibley and 

Brabeck, 2017) because parents face language barriers (Crosnoe and Ansari, 2016) or have 

relatively low educational qualifications themselves (Crosnoe et al., 2016). A study by 

Pong and Landale (2012) revealed that the educational background of parents before 

migrating has a remarkable influence on the school achievement of migrant children.  
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Research has also highlighted negative impacts including low family income and a negative 

relationship between parents and children (Gong et al., 2015). Furthermore, in comparing 

school achievement between immigrant children and native children, Washbrook et al. 

(2012) argued that immigrant children show lower achievement in verbal tests than non-

migrant children. To mitigate the negative impact of this, Moskal (2016) has indicated that 

the language fluency of migrant children can be improved significantly with family 

support.  

Beyond the influence of the family, a child’s own personal characteristics also bring 

influence to bear on the academic engagement and academic achievement of migrant 

children. Suárez-Orozco et al. (2009) indicated that  children’s behavioral engagement is 

significantly affected by their personal characteristics such as age and gender, and family 

features including family structure, maternal educational background and parental career. 

Children’s self-efficacy, cognitive engagement, and school-based relationships appear to 

have the most significant impact on the academic engagement and achievement of migrant 

children. 

With regards to internal migrant children, factors that influence achievement include family 

socio-economic status, resilience, family and school social capital (Wu, La and He, 2010; 

Zhang and Luo, 2016), parents’ background, parental involvement with school, and school 

resources (Aina, Casalone, & Ghinetti, 2015; Berker, 2009; Lu & Zhou, 2013; Pedamallu, 

Ozdamar, Akar, Weber, & Özsoy, 2012; Pong & Landale, 2012; Qiaobing Wu, Tsang, & 

Ming, 2014; Zhao, Chen, & Wang, 2015).  
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Most studies report that migrant children have poorer academic achievement than non-

migrant children or local children (Ma et al., 2018; Zhang, 2017), even though they study 

in the same type of school. In contrast, Tovar-García (2017) revealed that in Russia, the 

educational achievement of migrant children is not affected by their migration background 

and there is no difference in the academic achievement between migrant children and local 

children. The research review below is organised according to an ecological model where 

influences on children’s educational achievements come from a combination of social 

structural influences, the school, the family, and the personal characteristics of children 

themselves. Each is taken in turn.  

 

School is noted as a key factor influence on the academic achievement of internal migrant 

children. For example, with regards to school quality, Akar (2010) reported that in Turkey, 

the quality of school, defined as its facilities, class size and so on, all have the potential to 

have a negative impact on school attainment of migrant children. Beyond this, the 

relationship between migrant chidlren and teachers is considered as a key factor by which 

the academic achievement of migrant children can be improved (Fang et al., 2016). Zhang 

and Luo (2016) explained that migrant children - especially those who had a low academic 

background - may have some difficulties adjusting to new teaching materials, a new 

curriculum and new teaching methods.  

 

Without extra tutor support, it was hard for them to improve their academic achievement. 

However, with the right kind of help, difficulties can be overcome. This draws attention to 

the fact that the reason for the gap school achievement between migrant and local children 



 73 

is institutional inequality as demonstrated by the difference in educational quality, financial 

resources, human and social investment faced by migrant children (Guo, 2014; Zhang, 

2017; Ma et al., 2018).  

 

Research in China highlights this illustrating that although migrant chidlren can access 

public schools and migrant schools, the quality of education they experience is not the same 

as non-migrant children. Lu and Zhou (2013) analysed test scores for math and the Chinese 

language and collated data about the psychological well-being of migrant children in 

elementary schools in Beijing district through a questionnaire. The results showed that 

children studying in migrant schools have lower academic achievement and report more 

loneliness than children studying in public schools.  

 

Research indicates that studying in public schools is an important factor in ensuring 

educational quality for migrant children (Chen et al., 2013; Yun, Jingxun and Rongguang, 

2017) and in helping them improve their sociocultural adaptation (Yuan et al., 2013). 

Applying Bourdieu’s concepts about habitus, capital and field, Mu and Jia (2016) 

discovered how the rural habits of floating children impacted on their educational 

experiences. The researchers conducted focus groups with floating children – children who 

move with their parents to urban China- as well as interviews with school principals, head 

teachers and subject teachers in four of Beijing’s primary schools. In this research, floating 

children’s accent and their social manners were considered as rural/cultural habits.  
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Within the field of the school, and being incoming into the schools, migrant children’s 

social and cultural norms and accents were not valued cultural capital and in order to 

compete in the field, floating children had to change their accents and other social cues 

such as their social manners. The researchers explored children’s experiences, highlighting 

children’s negative experiences when they felt forced to change. The research highlights 

how migrant children understood that they were in a game with ‘new rules’ and in a 

different ‘field’ and how they shaped and were shaped by their new habitus when 

experiencing new behaviours in new schools. Surprisingly, the rural habitus of floating 

children was not evaluated negatively by all teachers, particularly those with independent 

personality types, as a result of the process of capital translation which resulted in rural 

habitus not causing disadvantage for all floating children in their new schools (Mu and Jia, 

2016).  

 

Family is another key factor which impacts the educational achievement of migrant 

children. Their parents’ own educational background is noted to have a strong influence on 

migrant children’s academic achievement (Zhang, 2017) and furthermore, the 

socioeconomic background of parents is also an important influence (Fang et al., 2016). 

Researchers have divided opinions regarding parents’ economic status and its impact on 

the learning outcomes of migrant children. Whilst Makabu (2016) found that economic 

stress has a negative effect on the school achievement of migrant chilren, Fang et al. (2016) 

indicated that it can also have a positive influence. In a study by Fang et al. (2017), it was 

argued that the more support migrant children receive from their parents, the more 
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academic achievement children gain at schools regardless of the parents own economic 

background.  

 

Studying the relationship between the school and the family, previous studies have shown 

that immigrant children gain great advantages from a strong relationship and high levels of 

cooperation between school and their parents. Lea (2012) revealed that schools and parents 

can work together successfully in teaching language and culture to the children and that 

this is underpinned by reciprocal learning, where parents gain an appreciation of school 

policies, whilst schools gain an understanding of the importance of immigrant children’s 

culture.  Konkina et al.(2015) pointed out two necessary things that school can do to support 

migrant children including socio-psycho-pedagogical training and implementing volunteer 

student groups.  

 

Further research has revealed the impact of migrant children’s own characteristics on their 

school outcomes. Using mix-methods to study migrant children at grade 4th to 9th in 

Wenzhou, China, Fang et al. (2016) indicated that those who have strong social 

relationships will have better prospects and academic achievement. Fang et al. (2016) also 

found that the cultural context of caregiving within the parental-child relationship is 

noteworthy too in that, in some families, boys receive notably more intensive and 

supportive care than girls. It is argued that, as a result, boys can have higher social capital 

than girls, leading to better academic performance (Wu et al., 2010). A similar trend was 

found in Ghana, where Makabu (2016) argued that boys perform better than girls in 

mathematics and science. Sime and Fox (2015) argued that although migrant children tend 
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to find their own way to lessen the challenges caused by migration, they need support from 

school and family. 

2.7 Conclusion 

This Chapter has reviewed research studies that highlight the patterns of internal migration, 

underpinning contributory factors, the characteristics of internal migrants and their families 

and some of their own perspectives and views regarding their migration experiences. The 

review of the research has indicated that people generally move internally at an early age, 

from less developed to more well-developed areas to seek better employment. The review 

of research also reveals that the population of men and women who migrate internally is 

slightly skewed in terms of females but that, in reality, there is little difference.  

For those internal migrants who have children, the family unit may experience temporary 

separation as parents go ahead to establish stable employment and good housing. This 

places extended families under strain as they are called on to look after their grandchildren, 

nephews and nieces. It can also place children under strain because they are separated from 

their parents. When children subsequently move to be with their parents, there can be 

difficulties for families accessing services because infrastructure has not caught up with 

demand, meaning that services are overstretched. This is particularly notable with 

educational provision, which is varied but can be overcrowded and lacking in quality.  

Furthermore, the review of research studies reveals that, regarding the experiences of 

internal migrant children and their education, they can experience obstacles in accessing 
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schools, particularly public schools. As a result, they may receive an education in a 

different types of setting where access to resources, highly trained teachers, good 

educational materials and good school facilities are all lacking. The review of research has 

also revealed that internal migrant children can experience discrimination from their school 

peers and school staff. All these factors can lead to lower educational attainment and 

achievement compared with their peers.  

The review of research literature also reveals that internal migrant children’s academic 

attainment can also be affected by their family social status, resilience, family, and school 

social capital. However, the review of research literature reveals a significant gap in 

research literature regarding young internal migrant children’s own perspectives and 

experiences of primary school education in Vietnam. This thesis aims to help address this 

gap by considering the educational experiences of primary school children in Vietnam 

within an ecological and rights-based perspective, considering the characteristics and 

experiences of internal migrant children’s own parents, the school system within which the 

children are located and their daily lived experiences within these wider social contexts. 

The next Chapter will present the theoretical framework that the thesis employs. 
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Chapter Three: Theoretical and conceptual frameworks  

3.1 Introduction  

The previous Chapter provided a critical review of relevant research literature, revealing a 

dearth of research regarding the views and experiences of internal migrant children in 

Vietnam about their schooling. The aim of this thesis is to help address this gap. In so 

doing, this research study applies the provisions of the United Nations Convention on the 

Rights of the Child (CRC) and concepts associated with the sociology of childhood within 

an ecological approach that acknowledges the contextual and contingent nature of 

children’s lives and children’s rights.  

3.2 The UN Convention on the Rights of the Child 

3.2.1 History and development of the UN Convention on the Rights of the Child 

The Convention on the Rights of the Child (CRC) was inspired by the 1924 Declaration of 

the Rights of the Child and the 1959 UN Declaration of the Rights of the Child. Being 

affected by the First World War, the 1924 Declaration of the Rights of the Child focused 

on protection and provision rights in order to ensure children were provided with food and 

healthcare services, particularly disabled children, orphaned and/or homeless children. 

Following this, children’s living standards and their education were reinforced through the 

1948 Universal Declaration of Human Rights (UDHR). Specifically within this, Article 26 

stated that education for children at primary level was compulsory and vocational education 

as well as higher education should be accessible for all children. 
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A subsequent significant development occurred in 1959 with the enactment of the UN 

Declaration of the Rights of the Child, which concentrated on balancing protection and 

provision rights, non-discrimination and the best interests of the child which focused on 

ensuring the best conditions for childrens’ development in all aspects. The ‘best interests’ 

principle was an important development in its own right, denoting that in all decisions made 

about children by adults regarding their best interests, the views of the child must be taken 

into account, and that it is not possible to make a decision regarding the best interests of 

the child without first ascertaining the views of the child. Finally, the United Nations 

Convention on the Rights of the Child, or UNCRC, was adopted by the United Nations in 

1989 and has since been ratified by 196 nations (United Nations Treaty Collection, 2018). 

Vietnam ratified the UNCRC in 1990.   

3.2.2 The Articles of the Convention 

The Convention on the Rights of the Child marked an important development in ensuring 

rights for all children under 18 over the world. Articles 7, 8, 37 and 13-19 focus on civil 

rights and freedoms. Articles 5, 9-11, 18, 20, 21, 25 and 27 concern childcare within or 

outside the family. Children welfare and health are covered in Articles 18, 23, 24, 26 and 

27, whilst children’s education and recreation are mentioned in Articles 28, 29 and 31. The 

UNCRC also outlines the right of children to be protected from armed conflicts, economic, 

sexual or drug abuse (Lewis and Lindsay, 2000, p. 25, 26). Importantly, children’s rights 

are conditional rather than absolute, and contextual rather than rigidly defined. 

Furthermore, the various Articles that make up the UNCRC are indivisible and inextricably 

linked. Comprising 54 Articles, the rights enshrined in the Convention are sometimes 
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referred to as the three “P” s: 

Provision Articles recognise the social rights of children to minimum standards of 

health, education, social security, physical care, family life, play, recreation, culture, 

and leisure. 

Protection Articles identify the rights of children to be safe from discrimination, 

physical 

and sexual abuse, exploitation, substance abuse, injustice, and conflict. 

Participation Articles are about civil and political rights. The rights of children to a 

name 

and identity, to be consulted and to be taken account of, to access information, to 

freedom 

of speech and opinion, and to challenge decisions made on their behalf. Article 12 in 

the Convention outlines children’s rights in relation to participation; it states that all 

children capable of formulating their own judgement have the right to express their 

opinion on the subjects that affect them. 

(Kanyal, 2014, p. 12). 

Four Articles form the underpinning general principles of the rights framework, and they 

include: the right to non-discrimination (Article 2); best interests (Article 3); the right to 

survival and development (Article 6); and lastly the right to express views and to have 

these taken seriously (Article 12).  
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3.2.3 Participation rights and the current research study 

Article 2 states the following: 

1. States Parties shall respect and ensure the rights set forth in the present Convention 

to each child within their jurisdiction without discrimination of any kind, irrespective 

of the child’s or his or her parents’ or legal guardian’s race, colour, sex, language, 

religion, political or other opinion, national, ethnic or social origin, property, 

disability, birth or other status. 

 

2. States Parties shall take all appropriate measures to ensure that the child is protected 

against all forms of discrimination or punishment on the basis of the status, activities, 

expressed opinions, or beliefs of the child’s parents, legal guardians, or family 

members. 

Clearly, the importance of Article 2 is that it stresses that all children around the world 

should be free from discrimination, no matter what their individual characteristics, their 

families’ background, or their social status. Regarding migrant children who move to new 

places and new living environments, this Article in conjunction with Article 12 and other 

supporting Articles outlined below, is of central importance to exploring the findings 

emerging from this thesis.  

Article 12 (UNCRC, 1989) states the following: 

1. States Parties shall assure to the child who can form his or her own views the right 

to express those views freely in all matters affecting the child, the views of the child 
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being given due weight in accordance with the age and maturity of the child. 

 

2. For this purpose, the child shall be provided the opportunity to be heard in any 

judicial and administrative proceedings affecting the child, the views of the child 

being given due weight in accordance with the age and maturity of the child. 

 

Article 12 is central to this thesis, however, it is important to note that Article 12 cannot 

be seen in separation from other related and relevant Articles and in particular Articles 2, 

3, 5 and 13. Article 5 states the following:   

States Parties shall respect the responsibilities, rights, and duties of parents or, where 

applicable, the members of the extended family or community as provided for by local 

custom, legal guardians, or other persons legally responsible for the child, to provide, 

in a manner consistent with the evolving capacities of the child, appropriate direction 

and guidance in the exercise by the child of the rights recognized in the present 

Convention. 

Article 5 highlights that in expressing their views and having these taken into account, 

account must be taken of the developmental aspects of each child which may impact on 

how far they can express their views and how far these are taken into account. The 

expression of views by children is a reciprocal endeavour in that it depends on the role of 

the adult, and on the adult also being respectful, mindful of the developmental needs of 

each child, their agentic capacity and other issues that might impact on their ability to 
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express a view. 

In this regard, Article 13 is also important because it highlights the fact that children have 

a right to express themselves in multiple ways, not necessarily just through the spoken 

words. Many writers highlight that a barrier to children’s involvement in research has been 

a concern that children will not express their views in a ‘mature way’ (Bradbury-Jones & 

Taylor, 2015; Bucknall, 2012; Christensen, 2004; Hastadewi, 2009; Hill, 2006; Horgan, 

2017; Lundy et al., 2011; Maleš et al., 2014; Mayne et al., 2018; Mockler & Groundwater-

Smith, 2015; Nthontho, 2017; Palaiologou, 2014; Shamrova & Cummings, 2017; Smit, 

2013). The Convention challenges this view in several ways: first, children should not be 

subject to age discrimination (that is the assumption that because of their young age, they 

lack the competence, skills to articulate their view); second, an acceptance that there are 

many ways that children can convey their wishes and feelings that do not involve high level 

spoken word; third, it is incumbent on the adults to find suitable and appropriate ways to 

engage with children. Article 13 reflects this as follows: 

1. The child shall have the right to freedom of expression; this right shall include 

freedom to seek, receive and impart information and ideas of all kinds, regardless 

of frontiers, either orally, in writing or in print, in the form of art, or through any 

other media of the child’s choice 

2. The exercise of this right may be subject to certain restrictions, but these shall only 

be such as are provided by law and are necessary: 

(a) For respect of the rights or reputations of others; or 



 84 

(b) For the protection of national security or of public order (ordre public), or of 

public health or morals. 

Article 13 (UNCRC, 1989) states that children have freedom to express their opinions. In 

practice, this means that researchers should create a range of opportunities for children to 

express their views, rather than placing them under pressure to give their views. Article13 

illustrates that children have a right to express their views by any medium of their choice 

including through talking, writing, photographs, drawing, or by whatever means they chose 

(Einarsdottir, 2005; Tangen, 2008; Broström, 2012). It is important that in so doing, 

researchers show an appreciation of the multiple meanings of children’s voices because 

there are differences between adults and children in terms of expression and meaning; as 

well as differences between children depending on their age, interests, context, culture, 

ethnic and religious background, family circumstances, levels of competence  and so forth 

(Davis, 1998).  

3.2.4 Education rights and the current research study 

Article 28 directly focuses on children’s rights to education. The important point in this 

Article is that all children have rights to be educated at schools, and particularly that 

education for children is compulsory and free at primary levels:  

“1. States Parties recognise the right of the child to education, and with a view to 

achieving this right progressively and on the basis of equal opportunity, they shall, in 
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particular: (a) Make primary education compulsory and available free to all;”. 

Education is one of the most basic rights of children.  

Article 29 identifies key principals in children’s education as follow: 

1. States Parties agree that the education of the child shall be directed to: 

(a) The development of the child’s personality, talents, and mental and physical 

abilities to their fullest potential. 

(b) The development of respect for human rights and fundamental freedoms, and for 

the principles enshrined in the Charter of the United Nations. 

(c) The development of respect for the child’s parents, his or her own cultural identity, 

language, and values, for the national values of the country in which the child is living, 

the country from which he or she may originate, and for civilizations different from 

his or her own. 

(d) The preparation of the child for responsible life in a free society, in the spirit of 

understanding, peace, tolerance, equality of sexes, and friendship among all peoples, 

ethnic, national, and religious groups and persons of indigenous origin. 

(e) The development of respect for the natural environment. 

2. No part of the present Article or Article 28 shall be construed so as to interfere with the 

liberty of individuals and bodies to establish and direct educational institutions, subject 

always to the observance of the principle set forth in paragraph 1 of the present Article and 
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to the requirements that the education given in such institutions shall conform to such 

minimum standards as may be laid down by the State. 

In addition to this, Article 19 highlights that education must focus on developing children’s 

fullest potential: respect for human rights and freedoms, their parents and children’s own 

culture and values. Education for children also should be a preparation for children in the 

future society, gender equality and tolerance. Finally, the natural environment must be 

respected.  

3.3 The UNCRC and educational research with children  

The UNCRC has had significant impacts on educational research and some of the key 

themes are highlighted below. In a systematic literature review, Urinboyev et al. (2016) 

listed some themes that researchers were interested in including: the level of children’s 

rights that were practiced in classrooms; the influence of children’s rights perspectives on 

teacher-pupil relationships; the awareness of teachers about children’s rights and the 

importance of children’s voice in classrooms. In England, according to Robinson (2017), 

teaching curriculums and pedagogy have also had a significant impact on educating 

children about human rights. Children can be taught about human rights directly and also 

gain, in their schools, the practice of rights in reality by being treated with respect, as unique 

individuals, and having suitable environments and safe spaces to exercise their human 

rights in relation to each other.  In a study by Ransom (2012), suggestions for teachers were 

outlined to help support them in educating children about their rights in classroom settings 
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including the use of craft work, brainstorming and discussions about their rights, 

responsibilities, needs, and information on global education and community involvement.  

In terms of children’s participation at school, a citizenship perspective and an ‘educational 

benefits’ perspective are some of the keyways through which settings can demonstrate the 

level of child participation in educational decisions. Forde et al. (2018) revealed that 

although children and young people are ready to exercise their rights in participating in 

school activities and decision-making processes, teachers and parents have their own 

varying levels of understanding of children’s rights. Regarding teachers’ acknowledgement 

about children’s rights, Devine and McGillicuddy (2016), through the lens of the UNCRC, 

explored these relationships and tensions. The authors highlighted that teacher practices 

were notably affected by their working environment. Teachers, for example, had lower 

expectations about their pupils if they were immigrant children, male, or from a working 

class background. Teachers’ pedagogical lens can influence their practice; however, the 

most important issue was that teachers needed to be supported in working in challenging 

contexts, as this may influence the extent to which child rights are practiced in schools.  

There is therefore evidence of much research in education that is underpinned by the 

conceptual framework offered by the UNCRC. However, many writers highlighted that a 

barrier to children’s involvement in research has been a concern that children will not 

express their views in a ‘mature way’ (Bradbury-Jones & Taylor, 2015; Bucknall, 2012; 

Christensen, 2004; Hastadewi, 2009; Hill, 2006; Horgan, 2017; Lundy et al., 2011; Maleš 

et al., 2014; Mayne et al., 2018; Mockler & Groundwater-Smith, 2015; Nthontho, 2017; 
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Palaiologou, 2014; Shamrova & Cummings, 2017; Smit, 2013). The UNCRC challenges 

this view in several ways: first, children should not be subject to age discrimination (that 

is the assumption that because of their young age, they lack the competence and skills to 

articulate their views); second, an acceptance that there are many ways that children can 

convey their wishes and feelings that do not involve high level spoken word; third, it is 

incumbent on the adults to find suitable and appropriate ways to engage with children.  

Researchers have used different research models to explore to what extent the UNCRC is 

implemented in activities related to them at schools. Tangen (2008) argued that 

conceptually there are different levels regarding ‘listening to children’s voices’, in 

education and educational research. Tangen (2008) explored how researchers can listen 

actively when collecting and understanding the views and experiences of children in an 

educational context. Active listening not only focuses on children’s verbal communication, 

but also their non-verbal communication. The next level of listening to children’s voice is 

exploring children’s experiences and perspectives in their daily lives and in the future, 

which means what will be listened to children from researchers. Finally, an important part 

of listening to children’s voice is that children will be listened to by the researchers. For 

example, children have the best understanding of their experiences, (Tangen, 2008). 

Building on the theme of ‘participation models’, the next section explores some of the most 

popular models and outlines the model referred to in this study, the Lundy model (2007).  
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3.4 Models of participation rights for children  

There is no perfect model which depicts children’s participation rights. Some of the 

commonly used models of Hart, Shier and Lundy are outlined below.  

3.4.1 Hart’s Ladder 

Hart’s ‘Ladder of Participation’ (1992) builds on a model of adult citizenship participation, 

a participation ladder, that was developed by Arnstein (1969). In Hart’s model, 

participation is depicted as hierarchical, moving from examples of non-participation at the 

bottom end through to higher levels of participation at the top end. The critique of this 

model is that it defines participation in a linear and hierarchical way that does not take 

account of the fluid and changing nature of children’s lives in which participation is 

dynamic, and shaped by relational, contextual, and temporal factors.  

A good example of this is research by Wetzelhuetter and Bacher (2015), which applied 

Hart’s Ladder of Participation to explore school children’s participation rights and 

presented the findings according to three groups of participation named ‘sufficient 

participation’, ‘symbolic participation’, and ‘deficient participation’. Whilst the research 

highlighted that Hart’s Model is able to be used in measuring one-dimensionally the level 

of children’s participation in schools, the limits to the use of this conceptual framework 

were that the researchers were unsuccessful in separating each level in the ladder due to 

the level of school democracy, as well as incompleteness and insensitivity of the 

measurement tools. Instead, Wetzelhuetter and Bacher re-built the ladder into three levels 
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of participation including lacking participation, token participation, and full participation. 

Regarding the limitations of Hart’s Model, Cahill and Dadvand (2018) argued that 

although Hart’s ladder of participation introduces the level of children’s participation from 

low to full, it might be seen as ignoring the cultural context that children live in, where 

children have different styles of practicing their participation. Hart (2008) acknowledged 

the cultural limitation of his model and encouraged more conversations to modify the 

model. Hart’s model inspired other scholars to develop their own models. Shier’s Model  

is one such example and is presented in the following section. 

Figure 3.1: ‘Ladder of Participation’, taken and adapted from Harts Ladder (1992) 

 

 

Participation

• Child initiated shared decisions with adults 
• Child initiated and directed
• Adult initiated and shared with child
• Consulted but informed
• Assigned but informed  

Non-
participation

• Tokenism 
• Decoration 
• Manipulation 
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3.4.2 Shier’s Model 

Shier built on Hart’s model by developing a more complex pathways to participation model 

(see Table 3.1). Shier was attempting to depict participation as a process by focusing 

especially on the role played by the adult in participation processes, and by considering the 

impacts and effects of participation. So, for each of the five levels of participation, 

individual adults or whole organisations might show different levels of commitment 

towards participation and/or in their practice of participation. These are labelled as 

‘openings’, ‘opportunities’, and ‘obligations’. Using this model, an individual or an 

organisation can self-assess their commitment to children’s participation and also indicate 

what needs to be improved. It can be seen that Shier’s model is a development on Hart’s 

model, because it looks at the relationship between the process and the impact of 

participation and it indicates the contextual nature of participation. Nonetheless, it has also 

been critiqued because of its hierarchical depiction of participation and because of its very 

structured and formal approach to the participation process.  

  



 92 

Table 3.1: Shier’s pathways to participation – adapted from 

https://www.iriss.org.uk/resources/esss-outlines/frameworks-child-participation-

social-care 

 

Level of 
participation  

Openings  Opportunities  Obligations  

Children are 
listened to  

Are you ready to 
listen?  

Do you work in a 
way that enables you 
to listen to children? 

Is it a policy 
requirement that 
children must be 
listened to? 

Children are 
supported in 
expressing their 
views  

Are you ready to 
support 
children?  

Do you have a range 
of ideas and 
activities to help 
children 
express their views? 

Is it a policy 
requirement that 
children must be 
supported in 
expressing their views? 

Children’s 
views are taken 
into account  

Are you ready to 
take children’s 
views into 
account?  

Does your decision-
making process 
enable you to take 
children's 
views into account? 

Is it a policy 
requirement that 
children's views must 
be given due 
weight in decision 
making? 

Children are 
involved in 
decision making 
processes 

Are you ready to 
allow children to 
be involved in 
decision making 
processes?  

Is there a procedure 
that enables children 
to join in your 
decision-making 
processes? 

Is it a policy 
requirement that 
children must be 
involved in your 
decision-making 
processes? 

Children share 
power and 
responsibility in 
the decision-
making process  

Are you ready to 
support children 
to share power 
and 
responsibility? 

Is there a procedure 
that enables children 
and adults to share 
power and 
responsibility for 
decisions? 

Is there a procedure 
that enables children 
and adults to share 
power and 
responsibility for 
decisions? 
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3.4.3 Lundy Model  

The Lundy model (2007) takes a different approach to the idea of ladders and the 

hierarchical model of participation and instead depicts participation as influenced by Space, 

Voice, Influence, and Audience. According to the conceptualisation above, and applied to 

the process of research with children, researchers should be aware that children must be 

given a space, or opportunity to express their own ideas. During educational research, 

children might feel uncomfortable exploring and expressing their experiences freely with 

researchers in the school environment. Researchers therefore have a responsibility to 

establish a safe space as well as support children’s confidence when they take part in 

research (Lundy, 2007).  

To listen to children’s voice, researchers must provide the appropriate conditions for 

children and young people to express their views. Lundy’s work (NICCY, 2007) indicated 

that some children believed that they were not encouraged to talk by their teachers. 

Therefore, a two-way dialogue must be established when conducting research with 

children. In addition, children have a right to be given instructions and suitable methods 

to express their ideas such as orally, through arts and crafts, writing, or any methods that 

children chose themselves (Lundy, 2007).  

Lundy’s reference to Audience means children’s voice must be listened to. It is necessary 

for researchers to be trained in listening skills when working with children, which may 

include noting much non-verbal communication as well as verbal communication (Lundy, 

2007). Lundy’s model also highlights that Influence refers to views being acted upon 
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appropriately (Lundy, 2007, p. 933). Reflecting the indivisibility and inextricable link 

between the component parts of the Convention, Lundy (2007) also drew attention to the 

fact that children can only be enabled to claim their Article 12 rights if account is also 

taken of a number of Articles which include Article 2 (non-discrimination); Article 3 (best 

interests); Article 5 (right to guidance); Article 13 (right to seek, receive and impart 

information); and Article 19 (protection from abuse) are respected.  

Lundy et al. (2011) used this model in researching young children’s perspectives on after-

school programmes and indicated that young children, ages 4-5 years old, can be co-

researchers. In their study, children had a space to express their views which were listened 

to and had real weight. To support young children in understanding key concepts in the 

study, the researchers used laminated images and card-sorting exercises. By using flexible 

methods, the study allowed children to be active researchers in designing the research 

questions, research methods, data analysis, and dissemination. For example, because of 

the limited capacity of writing of children at age 4-5 years old, the study used artists to 

help children express the research findings through drawing.   

Lundy’s Model was used in number of studies related children’s participation in schools, 

children’s welfare and citizenship. As noted by Kennan et al. (2019), there is a growing 

body of research that has employed this model. Particularly, an Irish organisation has 

implemented Lundy’s model in child welfare and protection practice. In detail, the 

practitioners provide a safe space for children and young children to express their views. 

The variety of techniques were flexibly used including using art, play therapy, drama, and 
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animal-assisted therapy to ensure children, particularly those with disabilities, have the 

best environment in which to express their opinions. Children were encouraged to express 

their views and be listened to properly. They are able to have requests in changing the 

social worker, care services and other decisions related to them. By using the concepts of 

space, voice, audience, and influence from Lundy’s Model, the practitioners have a better 

understanding of children’s needs in order to provide better care and protection services 

for them. However, the limitation of this model was that it is not easy for practitioners to 

implement concepts of audience and influence. The practitioners need to be proactive and 

creative when applying the Lundy Model in practice. 

Lundy’s model is also used in recent studies in different contexts. In order to explore 

children’s participation in decision-making related to Special Educational Needs (SEN) 

tribunals in Wales, Drummond (2016) used Lundy’s model to examine whether the space 

was friendly and safe enough for children to express their views in SEN tribunals. The 

researcher also looked at issues of voice, audience, and influence of children in SEN 

tribunals. The results highlighted that the SEN tribunals should be more accessible and 

implement a rights-based approach for everyone, particularly for children.  

Research by Dennehy et al. (2019) used Lundy’s Model to explore cyberbullying in 

children and young people, found that young children have the necessary abilities to be 

involved in  research in the role of participants as well as co-researchers. Children are able 

to contribute valuable views to the research process, including research design, conduct, 

and analysis. The participants had relevant support from adults such as a non-judgemental 
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and encouraging discussion environment to express their views and were listened to by 

their peers and researchers. Children had contributions to make in improving research 

decision-making. In conclusion, Lundy’s Model does not require a detailed participation 

structure when working with children but gives space for researchers to consider 

appropriate environment for children’s voice to be heard and regarded as valuable. 

3.5 Applying the Convention on the Rights of the Child and participation models in 

this thesis 

Reflecting the contextual nature of children’s participation rights, this thesis will draw on 

the concepts associated with the Lundy model of participation, which best depicts the 

relational, contextual and temporal aspects of children’s participation. However, this 

model alone is not enough in the sense that to make sense of the views and experiences 

that children do share, there needs to be a clear statement regarding childhood and the 

status of children’s views and there also needs to be a full appreciation of the contextual 

nature of children’s lives. To that extent therefore, the thesis will also draw on concepts 

associated with the sociology of childhood (as outlined by Prout and James (1997) and 

James and James (2011)) and it will draw on an ecological approach to understanding 

children’s views based on the ecological model proposed by Bronfenbrenner (1979). The 

next section explores both of these, beginning with the sociology of childhood.  

3.6 The ‘new’ sociology of childhood  
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Traditionally, sociologists have considered childhood as a process of socialisation of a 

person. Children are defined as ‘incomplete’ or ‘in process’ of socialisation, to gain 

knowledge and skills to fit within societal requirements. In other words, children are not 

active social actors and have less influence on societal structure (Matthews, 2007). In the 

past twenty years, there has been a new trend in research concerning children. The new 

sociology of childhood is a conceptual framework that has revolutionised research 

regarding children and childhood, and is encapsulated in a core development from research 

on children to research with or research for children (Corsaro, 2014). Within the new 

sociology of childhood, children are considered as subjects, individuals, and social actors 

with their own rights. Furthermore, childhood is understood to be a social construction, a 

social phenomenon, constructed within a particular society and time (Quortrup et al., 1994; 

Mayall, 2000; James and James, 2004, cited in Quennerstedt and Quennerstedt, 2014). 

According to Corsaro (2014, p. 217), ‘childhood is a social construction that is clearly 

related to, but not determined by, physical maturation, cultural beliefs about age, and 

institutional age grading’. Prout and James (1997, p. 8) identified six key features of the 

paradigm for the sociology of childhood which are presented in the following diagram: 
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Childhood 
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Prout and James (1997, p. 8) indicated that childhood is separate from children’s biological 

characteristics, and is not a natural or universal feature of human groups. This means that 

childhood varies in terms of time, place, and context and that there is no one universal 

childhood for every child in the world. In addition, the social construction ‘childhood’, has 

a connection with other social variables such as class, gender, or ethnicity. Therefore, there 

is an infinite variety of childhoods in different societies, contexts, and times. Within this, 

children are to be understood as independent subjects and a legitimate focus for researchers 
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who, informed by the sociology of childhood, explore children’s social relationships, 

experiences, views, perspectives, contexts, cultures, and lives. Children are not the object 

of research, but subjects. They are not passive but have their own influence on society. 

Furthermore, children have opportunities to express their views directly and actively in 

research. Associated with the sociology of childhood is a strong emphasis on qualitative 

research methodologies such as in-depth interviews, multi-modal research methodologies 

using arts and craft work and ethnographic approaches, to capture and highlight the voices 

of children. 

 

3.7 New sociology of childhood and children’s rights in research 

Regarding the concepts of children’s rights and the sociology of childhood, many studies 

have applied the model of children’s participation in research (Hill, 1997; Christensen, 

2004; James, 2007; Broström, 2012; McTavish, Streelasky and Coles, 2012; Smit, 2013; 

Schelbe et al., 2015; Horgan, 2017). Children are considered as subjects in research, taking 

a research role, doing interviews, using digital cameras in research. With this active 

participation in a research, children can express their views freely, and be carefully listened 

to. In this thesis, children were invited to be involved in the research and helped design the 

focus groups, for example. Within those focus groups, children were invited to choose who 

would reveal the questions and which questions would be considered first.  

There is a growing body of research that combines the sociological approach and 

educational theory. In particular, several scholars have argued that the sociology of 

childhood and children’s rights can complement each other in research (Freeman, 1998; 
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Mayall, 2000; Quennerstedt and Quennerstedt, 2014). Many researchers have done so. For 

example, Mayall (2000) combined these concepts to explore children’s understanding of 

their childhood, and their experiences of their parenting. The sociology of childhood 

suggests that adults need to understand what it is to be a child, and how it will change 

through time and societal change. By applying children’s rights in childhood research, 

researchers can gain clearer insights regarding children and their childhoods.  Quennerstedt 

and Quennerstedt (2014) stressed that the sociological theories of childhood are crucial in 

researching children’s rights in education, especially in terms of supporting new ways of 

thinking about children and childhood.  

Some recent studies have combined the new sociology of childhood and children’s rights 

theory in their research. Smith et al., (2005) merged these concepts in their study on 

children’s perspectives on their learning. The researchers used several ways to listen to 

children such as photographs, children’s work, observations, and both individual and group 

interviews. Sandberg (2017) and Brabant et al. (2016) used the ‘new sociology of 

childhood’ to reveal children’s views and to gain an understanding regarding their 

childhoods. In addition, the researchers also employed a cognitive activity analytical 

framework to gain an insight of children’s experiences of violence in schools. The research 

revealed that children were competent social actors developing their own coping strategies 

to navigate their way through their unpleasant experiences. 

Research literature that focuses on children’s experiences and views of schooling in 

Vietnam is very scant, as is research that focuses on the views and experiences of young 
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migrant children in Vietnam. Furthermore, there is a dearth of research that is underpinned 

by the sociology of childhood and children’s rights. Of the research that does exist, Phelps 

et al. (2012, 2014) using a conceptual approach informed by the sociology of childhood, 

children’s rights, and community development, explored what Vietnamese children at age 

9-10 years old in rural schools understand about learning, how they learn, and their 

reflections when participating in the research. The researchers used photo and drawing 

elicitation interview methods to explore their views. This study has informed the current 

research study and broader reflections on applying the sociology of childhood are further 

discussed below.  

3.8 Applying the new sociology of childhood in the thesis 

By applying the new sociology of childhood to inform the research process (from design 

to analysis) the researcher acknowledges that children are experts in their own lives and 

that they are best placed to talk about their own experiences which are unique to them. 

Prout (2005) argued that studying childhood in contemporay society requires that 

researchers have new approaches, due to the fact that there is a huge diversity of childhoods 

in a context of globalisation, and indeed researchers need to have more interdisciplinary 

collaborations in researching childhoods to reflect this diversity  study (West, O’Kane and 

Hyder, 2008; Spyrou, 2018). This is particularly the case with migrant children 

(Christopoulou and Leeuw, 2008) where they may experience cross-cultural adaptation in 

their new community, as well as possible negative memories of their migration. However, 

as with all childhood groups, migrant children are not passive, but gaining skills, 
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strengthening their confidence, and navigating and negotiating their way through their 

migration journey and through the settling process in their new community.  

 

3.9 Sociology of childhood and children’s rights 

There is a movement in research that combines the sociological approach and educational 

theory. In particular, several scholars have argued that the sociology of childhood and 

children’s rights can complement each other in research. The sociology of childhood 

suggests that adults need to understand what it is to be a child, and how it will change by 

time and societies. By applying children’s rights in childhood research, researchers can 

gain clearer insights regarding children and their childhood (Freeman, 1998; Mayall, 2000; 

Quennerstedt and Quennerstedt, 2014). Some researchers have done so. For example, 

Mayall (2000), in a study with 57 children at age nine in London, combined these concepts 

to explore children’s understanding of their childhood, motherhood, and fatherhood. The 

researcher highlighted that children had the ability to think sociologically and 

independently. Children, on the one hand, agree with adults about children’s roles, on the 

other hand, they have their own views about themselves and the roles of their parents or 

teachers.  

Children are able to understand their own childhoods. Research completed by Quennerstedt 

and Quennerstedt (2014) stressed that the sociological theories of childhood are crucial in 

researching children’s rights in education, especially in terms of supporting new ways of 

thinking about children and childhood. In addition, the researchers need to use the lens of 
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educators in thinking and theorising when applying the sociological approach in children’s 

rights educational research. 

Research literature that focuses on children’s experiences and views of schooling in 

Vietnam is very scant, as is research that focuses on the views and experiences of young 

migrant children in Vietnam. Furthermore, there is a dearth of research that is underpinned 

by the sociology of childhood and children’s rights. Of the research that does exist, Phelps 

et al. (2012, 2014) using a conceptual approach informed by the sociology of childhood, 

children’s rights and community development, explored what Vietnamese children at age 

9-10 years old in rural primary schools. This research explored children’s understanding 

about their learning as well as learning environment; how their views about education 

influences on future quality and the improvement of educational environment. Through 

using photo and drawing elicitation interview methods to explore children’s views, the 

researchers would like to test the relevance of the Western ethical and methodological 

research on children’s voices in Vietnamese culture.  

The results indicated that the views of children are affected by the current social and 

economic conditions. Children were interested in improving their basic needs such as clean 

toilets, better quality of school building and schoolyards, as opposed to focusing on higher 

needs such as sports, music, modern school facilities or children’s wellbeing. In addition, 

under the influence of Vietnamese culture, Vietnamese children in rural areas demonstrated 

a certain level of hesitancy in their voices when raising some school issues such as dirty 

toilets. That said, despite being given chances to have a voice, children were hesitant and 
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appeared concerned about what their teachers or parents expect them to say. Children still 

showed some passivity in giving their views or opinions. The study from Phelps et al. 

(2014) has informed the current thesis and broader reflections on applying children rights 

and childhood approach on educational research. 

3.10 Ecological approach to understanding children’s views and experiences 

As noted earlier, the one remaining area that needs to be fully conceptualised is the context 

of children’s lives that shapes, defines, enables, or constrains their perspectives, their 

views, and their lived experiences of their participation rights. In this thesis, the 

organisation of the interviews and the presentation of the findings followed an ecological 

model as depicted in Figure 3.2.  

The ecological systems theory was developed by Bronfenbrenner (1979) to depict the 

contextual nature of children’s development. According to Bronfenbrenner, ‘the ecological 

environment is conceived topologically as a nested arrangement of structures, each 

contained within the next’ (Bronfenbrenner, 1977, p. 514). This theory demonstrates the 

complex and dynamic interaction between individuals and the ecological environment 

around them, particularly, the relationship between individuals’ characteristics (person), 

the interactions between persons and the environment (process) in the particular settings 

(contexts) and at the period of time.  

Four interrelated systems are the microsystem, the mesosystem, the exosystem and the 

macrosystem. In detail, the microsystem includes the family in which children live and the 
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interaction between children and their families’ members such as father, mother, siblings 

and so on. The mesosystem comprises the extended relationship of children include 

schools, hospitals, or neighbours. The exosystem regards the indirect interactions of 

children which has significant impacts on their development, consist of workplace or social 

network of family’s members and so on. Finally, the macrosystem represents the culture, 

policy, law and economy (Gal, 2017). 

Previous studies used the lens of ecological approach to explain children’s learning 

achievements. For example, Cowie and Khoo (2018) explored through qualitative methods 

the writing achievement of pupils with learning difficulties. The results indicated that 

teachers’ practice and pupils’ experience of the classroom were affected by the teaching 

and learning resources, which depended on the school and social-cultural of the 

community. Another study by Fish and Syed (2018) employed the ecological model to 

understand the relationship between socio-economic background of children’s families (the 

microsystem) and school factors (the mesosystem) and young people’s achievements in 

maths. Particularly, the authors indicated that those parents who have better conditions to 

support their children such as private tutors and computers have positive impacts on 

children’s achievement in maths. Meanwhile, the level of violence at school was a negative 

effect on children’s mathematical attainment.  

Through reviewing recent studies on educational problems in the U.S state of Tennesse, 

Nation et al. (2020) highlighted that educational outcomes in urban schools were affected 

by ecological systems such as housing and criminal status of children’s families. At the 
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outermost level, the socioeconomic status of urban areas bears an impact on school 

attainment of children, for example, in terms of racism and discrimination, economic 

inequities, and social welfare. Similar results were found in a research by Wet and Osman 

(2018) about childhood in South Africa ecologically. For instance, those children who 

repeated a grade were more likely to be boys or older children. In addition, poverty in 

families as well as at a community level were also general influences on grade repetition 

in South African children. Orrock and Clark (2018) explain the impacts of the ecological 

system on African American students on their academic achievement. Through qualitative 

study, the authors found that those children who came from families with lower interest in 

their schooling might reach lower academic attainment or self-concept. School and 

community’s contexts and policies also have significant impacts on children’s sense of 

belonging. Orrock and Clark (2018), highlighted that ecological approach was useful for 

researchers to fully understand children’s lived experiences at school.  

Other scholars have used the ecological approach not only in educational studies, but also 

in children’s participation rights research. Gal (2017) used the ecological approach to 

explore children’s participation in iision-making processes related to them. Specifically, 

Gal highlighted that children’s participation was affected not only by the characteristics of 

the child such as age, gender, but also influenced by their parents and family – the 

microsystem of children, from children’s early years. Children showed more confidence in 

their decision-making ability when they had an appropriate participation environment at 

home. At the mesosystem, the professional practitioners influenced children’s participation 



 107 

through their expertise in supporting parents to improve their awareness and skills in 

practicing children’s participation at home.  

Moreover, socio-political perceptions have an impact on the behaviours and attitudes of 

people who have direct and indirect relationships with children about children's right to 

participate. Finally, the universal human rights - the overarching paradigmatic system - had 

a crucial influence on the extent to which children’s participation right was practiced in 

decision-making processes. The interaction of the individual and ecological systems above 

was shown to shape the level of children’s participation and children’s capacity for 

participation (Gal, 2017). The current thesis employs the ecological model to understand 

Vietnamese internal migrant children’s school experience and educational achievement. 

The main idea is explore what sort of school experience internal migrant children have in 

the dynamic socio-ecological context.  

Figure 3.2 highlights that children’s perspectives are nested in contexts beginning with 

their immediate context - their families. The decision of parents to migrate is not only a 

personal decision, but usually as a consequence of economic development.The parents’ 

motivation to migrate and their resources to do so, are likely to impact on their children 

with regards to both the migration journey and how well they adapt in their new location. 

In addition, parents’ awareness of schooling also influences children’s own perspectives of 

school and their motivations to do well in school, and this is further impacted by parentla 

support made available. However, parents’ perspectives were affected by the higher level 

in the ecological system including the societal factors, such as occupation opportunities, 
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costs, and benefits (exosystem). These factors are under the impact of economic imperative 

and Vietnamese culture. 

Figure 3.2: Ecological model to understanding children’s views and experiences 

 

 

Figure 3.2 also illustrates that children’s lives occur within their family and that the family 

is, in some ways, closely connected with the school. The school setting and school staff 

(the mesosystem) further influence migrant children’s perspective and experiences about 

schooling. In turn, the school setting is influenced by the socio-economic contexts. For 

example, a large number of migrant children moving into certain areas will put pressure on 

the educational system of these areas and potentially change the school settings there. 

Particularly, class size, learning hours, teaching resources and pedagogy are related to the 
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number of children who attend schools, which are affected by the migration movement. 

The complex interaction between children, schools, and social-economic context may 

make a significant difference in school experience and academic achievement of migrant 

children. In general, the ecological model provides a conceptual lens through which to 

understand the contextual and contingent nature of children’s lived experiences and how 

these do not occur in a vacuum but are themselves interconnected with the views and 

experiences of adults, in this study parents and teachers. The next section outlines how the 

various conceptual tools used are combined to create the analytical framework used in the 

current thesis. 

3.11 Summary and conclusions 

Building on the framework presented in this Chapter, the UNCRC and the sociology of 

childhood guides the design of the research methods and data analysis in the thesis. Both 

the UNCRC and the sociology of childhood emphasise that children have rights to take part 

in research and have capacity to do so. Furthermore, it is imperative that children’s 

individual voices are listened to and respected. Children are active subjects in building their 

own childhood and each child has their own experiences. In this study, children had free 

choice to decide which aspects of their migration and schooling experiences they wished 

to explore. Particular attention was paid to gathering as much detail as possible regarding 

children’s expressed views with each child’s account also situated in the context of their 

relationships with teachers and parents. In the latter Chapters this comes to the fore through 

the detailed accounts of four children which as used as case studies from which broader 

themes are explored. In the context of Vietnam, where there are so few research studies 
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that detail the views and experiences of young children, this thesis makes an important 

contribution to knowledge. Reflecting this, careful attention was paid to the methodology, 

and this is the focus of the next Chapter which will describe in this study how the 

frameworks are applied in the methodology adopted in the thesis.  
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Chapter Four: Methodology 
 

4.1 Introduction 

In Chapter Two, the literature review revealed that even though there are a significant 

number of studies relating to internal migrant children’s experiences of schooling, it seems 

that there is a lack of studies relating to children in Vietnam. This gap is the focus of this 

thesis. A multi-methods approach, combining interviews, focus groups, observations, and 

access to documents was undertaken and underpinned by principles associated with 

children’s rights and concepts associated with the sociology of childhood. These are drawn 

out through the discussion of the methodology, the methods used and further reflected in 

the subsequent Chapters on the findings. This Chapter begins with the aims and objectives 

of the research study and an outline of the research questions before considering ontological 

and epistemological issues. It will then describe in detail the methodological approach, the 

methods employed, and associated ethical issues. This Chapter will draw to an end by 

highlighting the strengths and limitations of the approaches used and the wider anticipated 

contribution of the study, before then moving on to subsequent findings Chapters.   

 

4.2 Aims, objectives and research questions  

The overall aim of the thesis is to explore the educational experiences and views of internal 

migrant children in primary schools in Vietnam within the context of the relationships 

between the child, the school, and the family. The research questions are as follows: 
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1. What are internal migrant children’s views, experiences and perspectives of primary 

school settings in Vietnam? 

 

Within this research question, there will be a particular focus on school enrolment, the 

school facilities and school policies, the relationships between the child, staff, and fellow 

pupils and parental involvement.  

 

2. What helps migrant children learn in primary school? 

 

Within this there will be a focus on how migrant children learn at school and at home, how 

and if migrant children achieve the required school academic standards, whether there are 

challenges in this regard and how they are overcome.  

 

3. How does the ecological context bear influence on migrant children’s school 

experiences in Vietnam? 

 

Within this, there is a focus on the contextual and contingent nature of migrant children’s 

experiences in their school settings. This is important because children’s experiences do 

not occur in isolation from their context. Contextual and contingent aspects of children’s 

experiences provide the basis from which further supports and interventions can be 

developed.  

4.3 Research methodology and epistemological and ontological considerations  
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As indicated in Table 4.1, there are two main approaches underpinning research namely 

quantitative and qualitative. Quantitative approaches, such as surveys, are used to gather 

and analyze numerical data. Qualitative approaches are used for seeking to gather in-depth 

perspectives, experiences. Researchers can ‘get at the inner experience of participants, to 

determine how meanings are formed through and in culture, and to discover rather than test 

variables. Qualitative researchers enjoy serendipity and discovery’ (Corbin & Strauss, 

2008, p. 12, 13).   

Table 4.1: Fundamental differences between quantitative and qualitative research 
strategies (Bryman, 2016, p. 32). 

 
Orientation  Quantitative Qualitative 

Principle orientation to 

the role of theory in 

relation to research 

Deductive, testing of 

theory 

Inductive; generation of 

theory 

Epistemological 

orientation 

Natural science model, in 

particular positivism 

Interpretivism 

Ontological orientation Objectivism Constructionism 

 

Johnson and Christensen (2012, p. 33) explain that, ‘Qualitative research is used when little 

is known about a topic or phenomenon and when one wants to discover or learn more about 

it. It is commonly used to understand people’s experiences and to express their 

perspectives’. Furthermore, Denzin and Lincoln (2003b, p. 4) state that, ‘Qualitative 

research is a situated activity that located the observer in the world. It consists of a set of 
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interpretive, material practices that make the world visible’ and that, ‘Qualitative research 

involves the studied use and collection of a variety of empirical materials – case study; 

personal experience;  introspection; life story; interview; artifacts; cultural text and 

productions; observational, historical, interactional, and visual texts’ (Denzin and Lincoln, 

2003b, p. 5). A qualitative approach, therefore, is an appropriate choice for the current 

thesis to explore migrant children’s school experiences and academic attainments in 

Vietnam’s primary school setting. Listening and observing migrant children at schools, as 

well as interview the stakeholders such as school principals, teachers and parents would 

provide an insight of what migrant children think, spend and feel. With a qualitative 

approach, the participants involved in the thesis will have opportunities to express their 

views in their own words rather than by ticking off the available answers in questionnaires. 

Sarantakos (2013, p. 45) summarised some features of qualitative research as outlined in 

Table 4.2. 

Table 4.2: Features of Qualitative research (Sarantakos, 2013, p. 45) 

Features Characteristics 
Naturalistic A process that is field focused 
Subject-centred Describes life/world from inside out, and from the view of the 

subjects or participants 
Informative and 
detailed 

Offers rich description, and allows entry to subjective social 
constructions of people 

Normative It is value-laden inquiry 
Constructionist 
model 

World is human creation 

Context-sensitive Gaining an impression of the context, its logic, its arrangements, 
its explicit and implicit rules 

Reflexive It values the self-awareness of the researcher 
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Open Stresses the principle of openness, no hypothesis, no limit in its 
focus 

Flexible Design, methods and processes are open to change 
Communicative Focuses on communication between participants and researcher 

and between participants themselves 
Subjective Values subjectivity and the personal commitment of the 

researcher 
Interpretivist Values the reflective assessment of the reconstructed impression 

of the world by those being researched 
Holistic Focuses on the whole study objective in its entirety 
Inductive Proceeds from the specific data to generate categories and 

theories 
Small scale It studies a small number of people 

 

Qualitative research therefore involves processes and practices that enable the lived 

experience, the complexity and nuance of everyday life to be highlighted.  With these 

obvious benefits, there are obviously drawbacks such as concentrating on meanings and 

experiences rather than contextual sensitivities (Silverman, 2010) and the fact that the 

results from qualitative research cannot be generalised to the whole population (Thomson, 

2011; Harry and Lipsky, 2014). Bryman (2016, p. 398, 399) highlights that for some, 

‘qualitative research is too subjective, difficult to replicate, problems of generalization and 

lack of transparency’. These views highlight the core issues regarding ontology and 

epistemology – namely what is truth and how truth/meaning is discovered. The 

subjective/interpretivist position that underpins this thesis highlights that there is not one 

objective truth to be sought and discovered, but rather that truth is made up of multiple 

perspectives, themselves shaped by context and shaped too by the interaction with the 

researcher who brings their own biases and perspectives.  
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Despite some drawbacks regarding generalisability (what can be claimed as generic to all 

from the perspectives of a small group of people), qualitative approaches are often the most 

dominant in the fields of education and social work research (Marshall and Rossman, 

2010). Given that this thesis concerns the views, experiences and perspectives of children, 

parents and school professionals which are contextual, subjective and relational, qualitative 

approaches underpin this current research study (Taylor, Bogdan and DeVault, 2016). This 

thesis reflects the work of Corsaro (2014) who asserted that individual and group interviews 

(formal or informal face-to-face) and ethnographic research are valuable to understand 

children and their childhood. The researcher went one step further combining several 

qualitative approaches to collect data, including in-depth interviews, focus groups and 

some observations and also read accompanying documents from schools.  

 

The reason for this multi-methods approach is to maximise the quality of the research 

collation. The researcher recognises that each method has its own advantages and 

disadvantages and that combined a multi-perspective view is developed; a bit like pulling 

together the various separate segments of patchwork that together make the whole. The use 

of one particular method can be one-dimensional, but combining approaches provides 

depth, richness and a more rounded appreciation of the issues being explored, particularly 

given the planned content of focus groups and interviews which were to include a focus on 

children’s, parents’ and professionals’ views, experiences and perspectives of: the 

enrolment process; starting school and settling into the classroom; engagement with the 

school curriculum; social networks, friendships in the classroom and playground; academic 
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achievements and attainments; and barriers and enablers that hinder/help migrant children. 

The next section focuses on each method in turn.  

4.4 Research methods  

4.4.1 In-depth interviews 

Interviews are one of the most popular qualitative methodologies. By interviewing, the 

researcher seeks to understand participants’ attitudes, perspectives and experiences 

(Marshall and Rossman, 2010). Researchers have some options: face-to-face interviews, 

by telephone, by focus group, or by e-mail. The benefits of interviews are that researchers 

can gather the information in the past from the participants and control the information they 

want to collect. However, the information can be affected by the participants’ views and 

people might not have the same right to express their experiences or attitudes. The presence 

of researchers or the place to interview could bias the responses from participants 

(Creswell, 2014). 

Carey (2012) summarises two types of interviews: unstructured interviews and semi-

structured interviews. In unstructured interviews, the researchers do not build a questions 

list, but plan ideas and topics for the interviews and there is more flexibility and discretion 

in the interviews. This type of interview is suitable for research related to biographical or 

life history research. Semi-structured interviews are widely used because researchers just 

plan a list of questions and can add or change pre-planned questions when conducting the 



 118 

interviews. This kind of interview is more popular in qualitative research, especially in 

sensitive or high focused interviews and helps researchers save time (Flick, 2014).  

With regards to inteviews with children, Schelbe et al. (2015) indicate some challenges 

that researchers need to be aware of in the balance between honoring the participation 

rights of children and protecting them from harm. For example, researchers must ensure 

children’s safety during their involvement in research. In addition, children are developing 

their capacities, therefore, it is paramount for researchers to be prepared to work with 

children at various levels of skills and capacities. This can be hampered if researchers 

believe that they do not have the requisite skills and knowledge in communicating with 

children (Bradbury-Jones and Taylor, 2015) and where they are unaware of the power 

imbalances in their relationship with children (Esterberg, 2002).  

Children are less powerful than adults because of their age, status, and size. In school 

settings, research with children can increase the imbalance in power between adults and 

children because children have to obey adults and have no choice in their clothing or 

timetable at school (Kellett et al., 2004). Their relative powerlessness is exacerbated by 

assumptions made about their capacity and competence (Esterberg, 2002). When taking 

part in research, children can bring their previous negative experiences that adults always 

have a right to manage them (Schelbe et al., 2015). This unbalance in power may impact 

negatively on children who may then struggle to express what they truly feel, experience, 

and think.  
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Interviews with children can therefore require some special techniques. Lewis and Lindsay 

(2000) highlight that researchers should focus on the interview structure, such as the 

interview setting, warm-up activities, the interviewers’ active responses and the creation of 

a comfortable environment. It is suggested that the use of open-ended questions or games 

before interviewing are helpful techniques too in putting a child at ease and helping them 

engage in a conversation that they do not perceive as intimidating.  Some writers (Freeman 

and Mathison, 2009) indicate that it might be necessary to meet with children a few times 

to develop a rapport before embarking on the interview, whereas other researchers indicate 

that contact with the child for the purposes of interviews should be kept to a minimum to 

ensure that there is the least disruption possible for the child. In terms of the process of an 

interview, Morse and Field (1995, cited in Irwin and Johnson, 2005) show that interviewers 

should use unstructured qualitative interviews and engage the children to tell their story 

with as few interruptions as possible.  

 

With regards to the presence of parents at interviews with children, writers (Alderson and 

Morrow, 2020) highlight that it is important to be aware of the advantages and 

disadvantages when interviewing children and parents at the same time. Attention to power 

inbalances are important, too. Alderson and Morrow (2020) and O’Reilly et al. (2013) 

argue that from a child’s perspective, they may perceive the interview to be a serious 

situation and they may feel nervous when talking with adults. Power imbalances can be 

negotiated and adjusted by attention to the time taken to explain the research properly and 

to establish a rapport, the methods used to engage with children, attention to body language 

(where and how one sits, attention to facial gestures) and clearly indicate to the child about 
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how long the interview might go on for and what they can do to finish it early should they 

so wish.  

 

As far as possible, control should be given to the child to explore the issues they want, in 

the order they want and in the way they want. It is therefore important that researchers have 

skills in communicating with children in other contexts before conducting the research 

interviews. Hence in this thesis and with regards to the interviews with the children, these 

were less structured and involved participatory methods. Pinter and Zandian (2015), 

Horgan (2017) and Alderson and Morrow (2020) indicate that participatory research 

methods are used in child-focused research to engage the roles of children more actively, 

responsibly, and ethically in the research. Bespoke techniques should be used and where 

possible these should be designed by/chosen by the children involved, reflecting Articles 

2, 12 and 13 UNCRC and the right of the child to express their views by whatever medium 

they choose and reflecting Article 5 which indicates that participation rights are relational 

and involve adults (in this case the researcher) working in a way that is respectful of the 

evolving capacities of the child, respecting their agency and their choices  (Punch, 2002). 

 

The child’s rights framework is therefore useful and suitable for this thesis in terms of 

seeking the views, experiences and perspectives of children. However, there are challenges 

to overcome. For example, to overcome the challenge of children’s powerlessness, 

researchers could adopt the role of ‘least-adult’ (Mandell, 1988, cited in Raffety, 2015) or 

develop the ability to minimize social differences between researchers and children 

(Randall, 2012, cited in Raffety, 2015).  In research by McNamara (2013) issues were 
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addressed by focusing on four main concepts: inclusion, participation, empowerment and 

advocacy. Specifically, inclusion means children have right to choose their interest 

research topic, research design and research methodology, data collection and analysis. 

Children are considered as ‘competent human beings’, not as ‘developmentally 

incomplete’ and passive research objects. Participation means children are active agents 

in research and they can participate in research at different levels, depending on their 

capacity. Empowerment means children feel more confident with their participation and 

believe in their improvement. Advocacy means children are guaranteed their rights by 

adults on their behalf, or they can advocate by themselves. In this research the focus was 

on participation and inclusion.  

 

Moving on and thinking about the total sample size for qualitative interviews, Bryman 

(2016) shows that there is not a correct answer for the question, ‘How many interviews are 

enough?’. To make a wise decision, researchers are encouraged to consider five important 

factors, including: saturation; sample requirements; theoretical frameworks underpinning 

the research; characteristics of the population; and the research questions. Analysing fifty-

four qualitative studies, Guest et al. (2006) state that it is highly likely that saturation will 

occur after the twentieth interview and definitely after the thirtieth. However, the authors 

assert that they cannot determine an exact number of interviews necessary for qualitative 

research because each study is so different, and participants are unique individuals. In this 

research study, I conducted in-depth interviews with school principals, teachers, migrant 

children and migrant parents from four different migrant families. Details of participants 

of interviews are presented in the appendices of the thesis. 
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4.4.2 Focus groups with children  

Focus group interviews are valuable in qualitative research and provide an opportunity for 

participants to interact with each other and with the researcher (Vaughn et al., 1996). In 

particular, for research relating to children, focus groups are considered as a suitable 

method for researchers to obtain children’s views and experiences because they are 

perceived to be less threatening and intimidating for children than one-to-one face-to-face 

interviews (Britten, 2002; Freeman and Mathison, 2009). It is argued that children can feel 

more comfortable when sharing their views or experiences with friends rather than 

answering the questions from the interviewers (Hennessy and Heary, 2005), and that, as a 

result, the information researchers gain from focus groups can be different from 

information gained in interviews with the same participants ( Davies (1989), cited in Eder 

and Fingerson, 2002). Gibson  (2007) shows that focus groups are a beneficial, flexible and 

effective method when conducting research with children and young people. In particular, 

focus groups can be used with other methods, such as interview and observations.  

 

Writers, including Hennessy and Heary (2005) have highlighted some drawbacks when 

using focus groups in research. For example, focus groups are not considered suitable for 

testing hypotheses in traditional experimental designs, with larger populations or for 

quantitative findings. In addition, researchers need to be aware of the dominant influence 

of any one individual in a focus group, which can have a negative effect on focus group 

effectiveness. Careful chairing and oversight are needed to ensure that the process is truly 

participatory. Focus groups can be conducted successfully with children aged 8 and above, 



 123 

but with younger children, and depending on their capacity, their choices and their 

preferences, it might be more helpful for researchers to use playful group activities rather 

than conversation. 

 

There are some key skills required to undertake focus groups with children. Lewis and 

Lindsay (2000) argued that it is important for the researchers to be in the right mindset 

(open minded, flexible, responsive, and attuned to the expressions and needs of children), 

to establish a rapport and have children’s attention before doing the focus groups and to 

think through other related considerations such as where the focus groups will be 

undertaken, what resources are needed (paper, pens, toys), and what will happen with the 

children’s views when expressed. These considerations reflect the active engagement in 

children’s participation rights as outlined in the Lundy model with its emphasis on space, 

voice, audience, and influence.  

 

Kortesluoma (2003) argued that conducting focus groups with children from 2-11 years 

old is the most challenging for researchers because children are developing their verbal 

language at this age. In addition, some authors highlighted that researchers need to consider 

about the size of focus group and the characteristics of participants. Kennedy et al. (2001) 

highlighted that groups of four to six is suitable for children from 6-10 years old. In terms 

of the number of focus groups in a particular research study, it is suggested that three or 

four focus groups with each type of participants (Morgan, 1997; Krueger and Casey, 2009). 

If after three or four groups, ‘saturation’ (repetition of the same themes) has not been 

reached, researchers can run more groups. In this research, three focus groups were 
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undertaken in four different schools with migrant children age of 8-9 years and each group 

comprised four to five children. As indicated above, details of the focus group process are 

detailed in Appendices.  

 

4.4.3 Observations 

Observation is the heart of qualitative research and assists in gathering insightful, 

situational and contextual information. Creswell (2014, p. 191) classified four types of 

observations: first ‘complete participant’ where the researcher conceals their role; second, 

‘observer as participant’ where the role of researcher is known; third, ‘participants as 

observer’, where the observation role is secondary to the participant role; and fourth, 

‘complete observer’, where the researcher observes without participating.  

 

Observations may assist where research participants feel uncomfortable in discussing 

sensitive issues (Creswell, 2014) and they may be helpful in testing the consistency 

between what people say and what people do (Corbin and Strauss, 2008). By noticing 

participants’ gesture, tone of voice, their daily activities and their own context and 

environment, researcher observations can help explain behaviour and the social and 

relational processes between research participants (Marshall and Rossman, 2010). 

Observation is considered as a primary mode of data collection (Eder and Fingerson, 2002) 

and should be combined with interviews to check the meaning with participants (Corbin 

and Strauss, 2008). Through observation, researchers can gain additional understanding of 
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children’s culture and social structure, and establish rapport before interviewing them (Eder 

and Fingerson, 2002). 

 

4.4.4 Documents 

Documents, including public documents (such as minutes of meetings or newspapers) or 

private documents (such as journals, diaries, or letters) can save researchers time and 

money and provide valuable information regarding events and people, and are important 

sources in qualitative research (Sapsford and Jupp, 2006). Nevertheless, documents may 

reflect the unconscious bias of the document’s author and are not always a complete 

account and not all documents are publicly available, accurate, complete or easy to find or 

access. In addition, there are data protection requirements which mean that these 

documents should be scanned and properly protected (Creswell, 2014).  

 

Documentary analysis also widely is used in education research. In research regarding 

migrant children and their parents’ experiences when their children entered primary 

schools, Hamilton (2013) used school documents about children’s nationality, first 

language, age, gender, school year and school enrolment to analyse participants’ 

demographic characteristics. Documents have also been used in analysing educational 

policies of schools or regions (Arphattananon, 2012; Visser, 2016). Other research studies 

highlight that a variety of documents have been used in social studies such as life histories, 

the diary, newspapers and magazines, letters, stories, essays and other writings, official 

documents and records, and research reports (Sapsford and Jupp, 2006).  
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4.5 The detail of the research process  

4.5.1 Recruitment  

I used purposive sampling to recruit participants. According to Silverman (2013, p. 141), 

‘purposive sampling allows us to choose a case because it illustrates some feature or 

process in which we are interested ....[and] demands that we think critically about the 

parameters of the population we are studying and choose our sample case carefully on this 

basis’. I chose this approach because as a single researcher with only my time, it was not 

possible to choose a sample from a wider geographical area. By way of example, moving 

between research sites involved the use of a scooter (the most common form of transport 

in this area) and navigating high temperatures, dense traffic on roads which are not always 

safe because of the volume of traffic and the physical condition of the road infrastructure.  

 

The schools in which I chose to conduct my research were located in two different districts 

(and two schools in each district) in Binh Duong province, Vietnam. To travel between 

each took approximately 30-35 minutes by scooter and to travel to the schools from my 

home location also took a similar length of time. The two districts are often referred to as 

the most attractive destinations for internal migrants when they move to Binh Duong 

province.  

 

The schools selected were from the local government list and I sent out invitations 

regarding participation in the study with an information sheet and a consent form to indicate 

their willingness or not to be involved in the research. For the four schools that did 
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participate in the study, I choose two classes from which to collect data (one class in grade 

2 and one class in grade 4). The ages of the children in these two grades were eight to ten 

years old. Migrant and non-migrant teachers were included in in-depth interviews and 

regarding parents, they included mothers, fathers, single mothers, single fathers, and they 

came from a range of different educational backgrounds and different social-economic 

statuses. The total sample and methods used are summarised in Table 4.3, whilst Table 4.4 

presents total number of schools and participants involved in the research study. 

 

Table 4.3: Total sample and methods used 

            Methods used 

Participants 

In-depth interviews Focus group 

Migrant children 21 3 
Migrant parents 16 0 
Teachers  8 0 
School administrators 3 0 
Total  51 3 

 
 

Table 4. 4 Total number of schools and participants involved in the research study 

      
Methods 

used 
 

Schools 

In-depth interviews Focus group 
Schoool 

principals 
Grade 2 Grade 4 Grade 

2 
Grade 

4 Teachers Migrant 
children 

Migrant 
parents 

Teachers Migrant 
children 

Migrant 
parents 

Trung Dai 1 1 3 1 1 4 4 1 1 
Trung 
Thanh 

1 1 2 2 1 1 1 0 0 

Thai An 0 0 2 1 1 4 3 0 1 
Tan An 3 1 1 2 2 3 3 2 0 0 
Total 03 3 9 6 5 12 10 1 2 
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Table 4.5: Details of the migrant children involved in the research study 

Name Age Gender 
Age at 
migration 

Family’s 
reason for 
migration 

School 
change  

Place of 
birth 

Parents' 
educational 
background 

Parents' 
occupation Accommodation 

Thanh 8 Girl 5 

To study at 
primary 
school Not yet 

Born in her 
mother's 
original 
birthplace  

Secondary 
school 

Parents are 
workers 

Parents' own 
house 

Dan 8 Girl 5 
Family 
moved  Not yet 

Born in Ho 
Chi Minh 
City 

Secondary 
school 

Mother: 
Worker 
Father: 
construction 
worker 

Parents' own 
house 

Nghi 10 Girl 6 

To study at 
primary 
school Not yet 

Born in her 
parents' 
birthplace High school 

Father: 
Officer 
Mother: At 
home 

Parents' own 
house 

Tien 8 Girl 6 

Parents 
planned to 
return and 
live in their 
place of 
birth Yes 

Born in 
Binh Dương High school 

Parents are 
workers. Rented room 

An 8 Boy 7 
Grandfather 
was ill Yes 

Born in 
Binh Duong N/A N/A 

Parents' own 
house 

Thai 8 Boy 7 
To live with 
parents Yes 

Born in her 
parents' 
birthplace N/A N/A 

Parents' own 
house 

Ha 10 Girl 10 

Parents 
changed the 
accommoda
tion Yes 

Born in the 
mother 
place of 
birth 

Secondary 
school 

Father: 
Driver 
Mother: 
Worker. 

Parents' own 
house 

Tri  10 Boy 6 

Mother had 
a second 
child Yes 

Born in 
Binh Duong 

Secondary 
school 

Mother: 
Worker 
Father: 
Constructio
n  Rented room 

Khanh 10 Boy 
3 months 
old 

Parents 
divorced Yes 

Born in 
Binh Duong Second grade 

Parents are 
workers Rented room 

Khoi 10 Boy 10 

Parents 
moved to 
live in 
father's 
place of 
birth Yes 

Born in the 
mother 
place of 
birth N/A 

Father: 
Constructio
n  
Mother: 
Self-
employed.  Rented house 

Trinh 8 Girl 7 
To live with 
parents Yes 

Born in the 
mother 
place of 
birth 

Secondary 
school 

Father: 
Salesman 
Mother: At 
home Rented room 

Nhung 8 Girl 7 
Parents 
divorced Yes 

Born in her 
parents' 
birthplace N/A Worker 

Mother's own 
house 

Vy 10 Girl 9 
Parents 
changed the Yes 

Born in 
Binh Duong High school 

Father: 
Worker 

Parents' own 
house 
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Name Age Gender 
Age at 
migration 

Family’s 
reason for 
migration 

School 
change  

Place of 
birth 

Parents' 
educational 
background 

Parents' 
occupation Accommodation 

accommoda
tion 

Mother: At 
home 

Kieu 10 Girl 6 
Parents 
divorced Yes 

Born in 
Binh Duong High school 

Mother: 
Salesman 
Father: 
Worker 

Parents' own 
house 

Thoa 10 Girl 6 

Parents 
changed 
their 
occupation Not yet 

Born in her 
parents' 
birthplace N/A 

Father: 
Butcher 
Mother: 
Sells porks Rented house 

Hung 10 Boy 2 

Parents 
changed 
occupation Yes 

Born in her 
parents' 
birthplace High school 

Father: 
Runs own 
business 
Mother: 
Worker 

Parents' own 
house 

Binh 8 Boy 2 

Parents do 
not have 
time to take 
care of their 
child Not yet 

Born in 
Binh Duong 

Father: 
undergraduate 
Mother: 
Master’s 
degree 

Father: 
Soldier 
Mother: 
Officer Rented house 

Lien 8 Girl 8 
Grandfather 
ill Yes 

Born in 
Binh Duong High school 

Father: 
Soldier 
Mother: 
Runs own 
milk tea 
shop. 

Parents' own 
house 

Nguyet 10 Girl 
16 months 
old 

Parents do 
not have 
time to take 
care of their 
child Yes 

Born in 
Binh Duong N/A 

Father: 
Worker 
Mother: 
Tailor 

Parents' own 
house 

Nga 10 Girl 10 
Parents 
divorced Yes 

Born in her 
parents' 
birthplace Sixth grade 

Mother: 
Worker Rented room 

Hao 10 Boy 3 

Parents 
changed 
their 
workplace Not yet 

Born in her 
parents' 
birthplace High school 

Father: 
Salesman 
Mother: 
Worker. Rented house 

 

With regards to the children involved in the study, twenty-one children participated in the 

research. Details regarding the children, their gender, their family background, and their 

schooling are outlined in Table 4.5. The table highlights that nine children were aged eight 

years and the remainder were ten years old. Thirteen of the children were female and the 

rest male. Fifteen of the child participants had changed schools. Twelve of the children had 
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migrated before starting primary school. The most commonly stated reason for the child 

migrating is that they migrated with their parents. This is quite significant in the context of 

Vietnam where many children stay in their area of origin and are cared for by extended 

family rather than accompanying their parents who migrate. Twelve of the children in the 

research lived in a house their parents bought and the rest were living in rented rooms or 

rented flats. Thirteen of the children had migrant parents who were workers.  

4.5.2 Interviews  

All of interviews with school principals, teachers, migrant parents, and migrant children 

were conducted at least four weeks after I began my fieldwork. I did a lot of observation at 

schools before interviewing the participations. It was helpful for me to gain an insight into 

the school context to raise suitable questions to interviewees.  

 

The interviews with two school principals and one school vice principal took place in their 

offices and lasted between 38 minutes and 45 minutes. At the start of the interviews, I 

reminded the principals of the aims and objectives of the research and the research 

questions. In all interviews with the principals, I noted that they were willing to share with 

me, the researcher details about their school situation and provide valuable information 

about the school. They particularly highlighted the overcrowded school facilities due to the 

rapidly increasing number of migrant children and the solutions they had taken to ensure 

all children had access to school. Unfortunately, one interviewee could not be interviewed, 

so there were only three interviews with the school administration staff instead of the four 

as planned. 
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All interviews with the parents took place at their own house or rented room at a convenient 

time, normally at weekends or after their working time.  I did not have permission to access 

the parents’ workplaces whilst the school was not considered private enough for parents to 

feel comfortable with the interviews. Therefore, it was not appropriate for me to interview 

them at their workplace or at their children’s school. The places in which the interviews 

were conducted were agreed between the researchers and participants to ensure the 

interviews were done in safe and friendly places. The interviews lasted from 34 to 59 

minutes for each. The stories about migration and children’s schooling gave me a detailed 

picture about migration and education in Vietnam.  

 

With regards to the interviews with the children and as highlighted in Table 4.5, the 

children involved in the study were between ages 8 to 10 years old. To maximise the 

participation of children in the interview process, I followed the four principles outlined in 

the Lundy model which, as outlined in Chapter Three, provides a conceptualisation as to 

how participation rights are contextual and how therefore to enable children to fully access 

their right to voice (express a view and have that view taken seriously), attention must be 

paid to space, audience, and influence. With regards to voice, children had the opportunity 

to freely express what they think and experience at school and their migration journey. The 

interviews were completed in the school yard or playground at breaktime to make sure 

children had a friendly and safe space to express their opinions. I performed the role of 

listener (the audience) as they shared their stories or opinions and I listened without casting 

any judgements on what was shared. Children had an influence in deciding whether they 
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would like to participate in the interview or not, how long and which questions would be 

asked in the interview. These choices were unfamiliar to children because in Vietnamese 

culture, children are taught to be quiet, listen and follow (without expressing a view) what 

adults say, with little opportunity to talk about their own opinions and thoughts with adults.  

 

Therefore, before the interviews, I spent a significant amount of time communicating with 

children, explaining to them the purpose of the research, why it was being undertaken, what 

it hoped to achieve so that children felt safe and encouraged to share their views and 

experiences with me. I used appropriate body language (getting down to their level rather 

than standing over them, for example) and simple, child-friendly language in the 

interviews. However, the interviews with children did not last long. The longest interviews 

with children lasted 18 minutes, and the shortest was 4 minutes long. Some children still 

felt shy, did not know how to express their opinion and did not have enough patience to 

participate in a long interview, particularly the youngest children.  

 

The average time for an interview with the children in this study was about 10 minutes. 

These interviews are not long and reflect the children’s own lack of familiarity at being 

asked about their own views and experiences, the context (a busy school setting) and my 

own personal experience, in which I found that interviewing children was the most difficult 

aspect of this research study compared with interviewing the adults such as school 

principals, teachers and parents. Having said this, the children were able to share some 

deep and meaningful insights regarding their migration and schooling experiences.  
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4.5.3 Focus groups  

Unlike the one-to-one interviews, children involved in the research were extremely 

interested in the focus groups, where the principles of the Lundy model were applied 

(space, voice, audience, and influence). With regards to space, this was challenging 

because all schools far exceeded their quota in terms of the total number of pupils. In this 

research study, all schools were overcrowded, the class size ranged from 45 pupils to 51 

pupils and space to do any small group work is at a premium. In the end, I decided to 

conduct the focus groups at the time which children were not affected by the noise. Based 

on their learning schedules, children at grade 2 and grade 4 in Trung Dai primary school 

had free time after they finished their final test and children at grade 4 in Tan An primary 

school could take part in the focus groups at the time between they finished their lunch and 

before they took a nap at noon.  Therefore, all the focus groups were done in the space next 

to their classrooms at a quiet time. The space for the focus groups of this research study 

was, to the best of my ability, a safe, friendly and sufficiently private space for children. 

 

Turning to voice, children had the right to decide whether they would like to be involved 

in the focus group or not. All of participants freely shared and talked about their 

experiences and feeling with their friends in the focus groups. None of them were judged 

by other focus group members or the researcher. In terms of audience, I was the researcher 

and therefore I was ‘the audience’. To ensure that I was appropriately tuned in to the 

children, their preferences, and their choices, I used child-friendly words, designs, and 

instructions. To ensure that it was clear to the children that I was listening, I summarised 
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their ideas and read out loud before moving to the next topic. To attract children’s attention, 

I designed the focus groups as a game. The children decided which questions would be 

discussed first and they played rock – scissors – paper to find the one who would uncover 

the questions under the papers. As a result, all children were excited with the focus group, 

happily and freely expressed their ideas verbally, as well as in writing. 

 

4.5.4 Observations  

The observations planned as part of this thesis encountered some obstacles due to the 

specific context of the involved schools. First, the researcher faced some difficulties in 

planning the appropriate observation schedule. Specifically, observations were expected to 

be made over a ten-week period at four primary schools. I had intended to observe the 

involved classes in four schools one school day per week. However, when I contacted 

school principals, I realised that the majorities of classes in these schools were using a 

system of half-day schooling. This means, children just went to school in the morning or 

in the afternoon, and each grade at each school would have their own schooling time. For 

example, pupils of Grade 2 in School A had full day schooling, whilst pupils of Grade 2 in 

School B had half day schooling. All pupils of Grade 4 of four schools had half day 

schooling, however, their schooling time were different. For instance, pupils of Grade 4 of 

School A went to school from 7 a.m. to 11 a.m. whilst pupils of Grade 4 went to school 

from 12.30 p.m. to 4.20 p.m. in the afternoon. In addition, the distance from schools to 

schools, as well as from my house to schools were quite far, about eight to nine miles. I 

travelled to schools and between schools by scooter alone in the crowded traffic in 
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Vietnam. Therefore, planning a suitable plan for observation in the special context and in 

a limit time (10 weeks) was really a big challenge for me.    

Second, it was not easy for the researcher to gain consent from the schools. I recognised 

that the observations were crucial for me to understand the school settings, the school day, 

the relational and social aspects of school life. However, it was difficult for me to obtain 

the consent of the four schools to observe. All of school principals and teachers expressed 

that they were only observed by other colleagues or pedagogy students. The school staff 

were not familiar with the observation from researchers and this was the first time they 

have seen a real researcher come and work in their schools. I spent about one to two weeks 

providing necessary information about my research and gaining the allowance for 

observation from these schools.  

The third difficulty related to planning the observation schedule for each participating class. 

There were eight classes from four primary schools that participated in the research. Based 

on the school schedules, the distances between schools and my capacity, I observed three 

to six hours per class, per week. However, at the time the schools had mid-term test, the 

observations were interrupted in two or three days. At the beginning, I needed to be at the 

schools before 7 a.m. to observe the atmosphere of schools before studying time, then at 

lunch time, and at the time children finish their classes and go home.   

Regarding the content of observations, I was allowed by the schools to take photos of 

school facilities such as classrooms, playing grounds and school furnishings. Observations 



 136 

were conducted in the school playground, in Vietnamese classes, Maths and English 

classes. In these observations, the researcher sat at the back of the room and said nothing 

and took notes. I found that, despite the difficulties, the observations provided detailed 

insights into the daily workings of the primary school settings and how children spend their 

time within the school context. From this, number of essential ideas and knowledge were 

discovered to conduct the interviews and focus group properly, as well as analysing the 

data more sensibly. 

 
4.5.5 Documents  

 

In this research, the documents included official documents and records about the socio-

economic conditions in Binh Duong province, Thuan An and Di An districts; the schools’ 

annual reports, the school yearly report of classes, and the school held records of migrant 

pupils of these four schools were collected in this research. School size, the number of 

teachers, classrooms, pupils, the reports from the school years 2014-2015 to 2018-2019 

inclusive were also selected. 

 

In order to get the information about education in Binh Duong province and two districts 

involved in the research, particularly at primary level, I used the Vietnam Statistical 

Yearbook and Binh Duong Statistical Yearbook. Regarding the school or class year reports, 

I contacted the school principals and teachers to ask the permission to access their annual 

reports. They provided me with either the electronic reports or hard copy reports. With the 

electronic reports, I stored in on my QUB’s One-drive account. With the hard copy reports, 

I took pictures of them and stored on One-drive, too. I did not store the hard copy reports. 
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4.6 Ethical issues 

The ethical considerations were considered as the most important part in this research 

process. Alderson and Morrow (2011, p. 17) identify three main working methods in 

professional ethics as duty, rights, harms, and benefit. Berg and Lune (2014) argue that a 

social scientific research need to ensure to do no harm, including physical and emotional 

harm. This research study followed the standards of ethical conduct as stipulated in the 

research regulations of Queen’s University Belfast and the main considerations are outlined 

below.  

 

4.6.1 Participants’ rights 

Reflecting a participatory approach, it is accepted that meaningful engagement in research 

is premised on the provision of accessible information. I designed accessible information 

leaflets about my research for participants including children, teachers, school 

administrators and parents. The words were adjusted to make them accessible for parents 

and children. All participants were made aware that involvement in the research was 

voluntary, that there were no negative consequences if they chose not to participate and 

that, even if they did agree to participate, they could withdraw at any time. Consent was 

constructed as an ongoing process rather than a ‘one-off’ and therefore at each stage of the 

research process participants were reminded of the purpose of the research, that their 

involvement was voluntary and that they could withdraw at any time. To safeguard 

children’s interests, they were to be interviewed on school premises with an adult in the 

vicinity and only to be involved in the research with multi-layered consent, that is the 
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permissions of pupils, their teacher, and parents. Furthermore, if a child revealed that they 

were being harmed or that they are at risk of being harmed the relevant authorities within 

the school were to be informed. In the event, no children revealed that they were at risk of 

harm or being harmed.  

4.6.2 Gaining informed consent 

There can be notable differences in conducting research with children and adults. Kirk 

(2007) points out that these may include the differing point of views between children and 

adults, a gap in cognitive development and communicational capacity, difficulties in  

establishing a rapport with children, the fact that adults play a gatekeeping role with regards 

to research with children, and the perceived low status position of children in the society. 

Kutrovátz (2017) lists three issues that researchers must carefully consider, including 

power inequality, competence and parental gatekeeping. Power inequalities include 

gatekeepers controlling the opportunities of children to take part in research and children 

trying to provide the answers that they think adults want to hear from them. Kutrovátz 

(2017) suggests that researchers should engage with gatekeepers in ways that ensure that 

children have a right to decide their own participation in research, as well as exercising 

choice regarding the research conditions and the methods used which could invovle 

expressing their views non verbally and/or via any other medium of their choice.  

 

Kirk (2007) also mentions the dilemmas relating to parents’ consent given alongside that 

of their children. To protect children from any harm for children, their parents have a right 

to agree or disagree their children to participate in research. However, Kirk argues that this 
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may be a problem for children because children may find it hard to refuse to take part in 

research when their parents have already agreed to their children’s involvement. On the 

other hand, although children might be interested in participating in research, they cannot 

because their parents refuse permission. Furthermore, the presence of parents in interviews 

with children can influence their responses. Kirk (2007) indicates that suggestions for 

researchers are to carefully explain the research study and associated information to parents 

to assist in trust building. In addition, and with regards to children, Kirk (2007) indicates 

that researchers can arrange an open space when interviewing children, out of parental 

earshot. Other suggestions include the fact that if the interviews must be done at a child’s 

family home, sensitive questions could be answered in writing for example.  

 

In my research study written statements or verbal consents were required from all 

participants, children’s parents, and the gatekeepers. Before collecting the data, I visited 

the schools and met the principal and the teachers to reassure them of the confidentiality 

and/or anonymity of the study. I assured them that the school’s name and the participants’ 

names would not appear in my thesis, or any other publication and that no information 

disclosed would be used against them, now or in the future. I showed them the letters of 

informed consent and permission letters granted by the School Ethics Committee, as well 

as the meaning and implications of the consent/assent letter. I informed and reassured both 

parents/guardians and children that their names would not be mentioned in the body of the 

writing the report. I also confirmed the process of data collection; no video recording but 

audio recordings of the in-depth interview and focus groups. 
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4.6.3 Privacy, confidentiality, anonymity and data storage  

As part of the study, it was made clear that the name of the schools involved in the research 

will remain anonymous. They will be referred to as, e.g., as School A, B, C or D, and 

teacher 1, 2, 3 or 4. Furthermore, in order to ensure the safety of audio recorded 

information, it was agreed that this would be transcribed and anonymized as soon as 

possible, and the audio recordings then erased.  It was made clear that all artefacts made 

by children would be owned by the children and the researcher would seek their permission 

for photograph to be made of the artefacts. Children’s own transcribed accounts that 

explain the artefact would be presented in the research rather than the adults’ interpretation 

of the artefact and these would be suitably anonymized to remove any identifying features. 

Part of data protection also involves the safe storage of data and I made it known, as part 

of the research process, that nobody had the right to access the research data, except my 

supervisors and me. 

 

4.6.4 Safety and well-being of participants 

Child safeguarding involves being aware of risks that children are experiencing or might 

have experienced that they then reveal in an interview process. Sometimes children do 

make concerns known to researchers rather than their teachers, friends, or parents. Part of 

this may be because the research interview is a unique space where a child finds the time, 

space, and the safety to reveal information that they might not have had the opportunity to 
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do elsewhere. Part of this might also be because people find it easier to talk to a stranger 

about their deeper experiences. To take account of this boundaries between the researcher 

and the child and what was expected in terms of participation in a research study were 

made clear.  

4.7 Reflexivity  

As a local resident, I have witnessed the dramatic change of the society since the migration 

phenomenon began in my province. As a social work academic, I understand that social 

work is quite a new concept with the educational administrators, parents and children in 

Vietnam. Based on my previous knowledge about migrant children and from a social work 

perspective, I also realise that social workers and educators need a better collective and 

shared understanding of the school experience of migrant children, particularly from 

children’s own voices. This is crucial if educationalists and social workers are to offer the 

best support, intervention and policies for migrant children and their families. Therefore, 

when developing the research design, I decided to use the UNCRC approach to conduct 

the research, and to use the new sociology of childhood and the ecosystem models to 

analyse and write up the findings.  

The methodologies and theories I applied in this research study were quite new for me and 

the participants in Vietnam. Therefore, this research study also provides, for other 

researchers in Vietnam, useful insights to help them plan their own qualitative research 

studies in educational contexts that take account of the unique aspects of the Vietnamese 

context.  
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First, researchers need to ensure that school staff involved in the research have a full 

understanding about the research methods used. For example, although the school 

principals and teachers involved in this thesis were familiar with the pedagogical concept 

of ‘observation’, its application in a research study was completely new to them. Prior to 

the commencement of the research, they were afraid about what I judgements I might make 

from what I observed and that I might cast negative aspersions regarding their own teaching 

quality. Although I spent a lot of time and effort introducing and explaining what I was 

going to do in the research, some teachers still felt uncomfortable when I observed their 

class many times. In this case, a repeated introduction and explanation was needed to help 

the teachers deepen their own understanding of the research method and reduce anxiety.  

Second, researchers must be aware of Vietnamese culture when involving children in 

research. Traditionally, Vietnamese children are taught to obey adults, particularly adults 

who work at school such as their teachers. Furthermore, children are not familiar with the 

concept of a researcher and what a researcher does. Naturally, children were curious, 

anxious, and also worried that they might be punished by me if they did or said something 

wrong. Therefore, it is crucial for researchers to take time to help children understand the 

research purpose, methods and approach that will be used.  In practice, I spent at least three 

weeks in classes before the research began to put children at ease and ensure they 

developed a fuller understanding about me and my role. 

This leads to my final point which is that researchers need to spend a lot of time providing 

full information about the research study to all participants and returning to this several 
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times. For example, parents initially thought I had come to meet them to talk about their 

children’s misbehaviours at school or something similar. Therefore, I had to take due care 

to explain my research and the roles of the researcher to all participants - the school staff, 

parents, and children – on more than one occasion. I am happy to reflect that efforts paid 

off and that the participants understood, cooperated well with me, providing deep, 

meaningful, and valuable insights as will be outlined in the finding’s Chapters.  A related 

point is the consent form to participate in research. This is not a familiar aspect of research 

processes in Vietnam, reflecting more of a western approach.  Additional time is required 

for researchers to explain what the form is and why it is necessary.  

4.8 Data analysis  

To analyse the information in qualitative research, researchers tend to use thematic analysis 

because of its effectiveness. Guest et al. (2012, p. 10) describe thematic analyse as a “focus 

on identification and describing both implicit and explicit ideas within the data, that is, 

themes. Codes are then typically developed to represent the identified themes and applied 

or linked to raw data as summary markers for later analysis”. Carey (2012, p. 222) 

highlighted that thematic analysis is suitable for researcher to combine and analysis 

individual and groups attitudes, behaviour or values by create themes or sub-themes. 

Aronson (1994) summarised six steps in thematic analysis and these include: 1. Collect 

data; 2. Transcribe conversations; 3. Identify data from classified patterns; 4. Create sub-

themes by combine and catalogue patterns; 5. Develop themes into valid arguments; and 

6. Apply findings to practice.  
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With an immense amount of data source, I used NVivo 12 – a qualitative data-analysis 

software - as an effective assistant in analysis the data of this thesis. NVivo is considered 

as a highly customizable and flexible tool that researchers can use to manage almost all 

kinds of data and analyse it professionally (Hoover and Koerber, 2011). In my research, 

in-depth interview and focus group recordings were transcribed into Vietnamese written 

texts, then translated into English. This was really a time-consuming process with 51 

interviews and three focus groups. Due to the number of in-depth interviews which were 

quite large, the transcription from interviews were coded into the Nvivo software for better 

analysis and data management. There were only three focus groups, therefore, the 

transcription from focus groups were not inputted in Nvivo and instead were manually 

analysed. The documents from school and classes, the notes and pictures from observations 

were also manually analysed and not be inputted in Nvivo. 

 

As I mentioned above, the largest data that I collected from the fieldwork was interviews 

with migrant children, migrant parents, school principals and teachers. The interview 

questions were developed based on the thesis research question, therefore, after inputting 

the transcription in English version into Nvivo, I began by coding the main themes, then 

dividing them into sub-themes. The main aims were arranging the data into different groups 

to theoretically answer the research questions. Appendix 11 presents the main themes and 

subthemes of my research. 

4.9 Limitations of the research study 
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The thesis has limitations. Firstly, with regards to the literature review, there is a limited 

database of research publications written in Vietnamese and Vietnam has not instigated a 

national research programme about the experiences of internal migrant children or their 

educational trajectories in primary schools. This has curtailed efforts to provide a complete 

review of the key issues facing internal migrant children in Vietnam.  

Secondly, the focus of the research meant that data regarding non-migrant children and 

their experiences at primary schools was not collated. No comparisons can therefore be 

made. Any findings arising from the thesis are also limited by the fact that data collation 

took place in one province in Vietnam. Results from the thesis imply that interactions 

between the exosystem, the macrosystem and the microsystem all have a significant impact 

on the educational experiences of internal migrant children and further research could 

usefully explore these themes in greater detail.  

 

Thirdly, the impact of the COVID-19 pandemic on the production of the thesis cannot be 

underestimated. Fortunately, I was able to conduct and complete all my fieldwork prior in 

Vietnam prior to the pandemic commencing. I then returned to Northern Ireland to begin 

my write up. The entire write up process has been conducted in the context of two national 

lockdowns: the first occurring in Northern Ireland. Such was the extent of the lockdown on 

my wellbeing and ability to write, that I returned home to Vietnam to complete my write 

up. The process of returning home was challenging involving wearing a whole protective 

bodysuit and mask for the 12-hour plane journey.  
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After arriving in Vietnam, I was required to spend a month to complete the isolation, 

including 16 days of isolation at the isolation centre designated by the Government (I had 

to pay for the isolation fee) and then two weeks of self-isolation at home. Since my return, 

the pandemic in Vietnam has resulted in a further extremely strict lockdown coinciding 

with the United Kingdom beginning a relaxation of its restrictions. I have therefore endured 

two national lockdowns; the one in Vietnam being ongoing as I submit this thesis. I believe 

this extremely challenging context has naturally had an impact on my writing and thought 

processes and any limitations in this regard should be understood in this context as should 

the results which naturally do not reflect the impact of the pandemic as the data was 

gathered before its onset in Vietnam.  

4.10 Conclusion 

This Chapter has outlined the research aims, objectives, research questions and 

methodological approach. Ethical issues and my own position in the research have also 

been explored. Limitations of the study, particularly in the context of the COVID-19 

pandemic have also been outlined. The thesis now moves on to consider the findings, 

drawing attention to the contingent and contextual nature of internal migrant children’s 

education rights.  
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Chapter Five: The Exosystem.  

Internal Migration.  

The Context and Experiences of Internal Migrant Families. 

5.1 Introduction 

The aim of this Chapter is to outline the characteristics of families to illustrate the variety 

of backgrounds of migrant children which then provides the context to appreciate the 

challenges faced by this group of children and for schools as they engage in primary 

education. The contributory factors underpinning the decisions of parents to migrate, and 

their migration history are explored within the context of their educational, social, and 

economic contexts. It is argued that these are important contextual factors in shaping 

migrant children’s own perspectives of migration.  The subsequent section will explore 

how migrant parents organise their family life to highlight their adaptation strategies and 

consider their overall satisfaction with the migration process. Following this, the views, 

and perspectives of children regarding migration are outlined. It is argued that children’s 

own views regarding migration are situated, contextual in that whilst children hold their 

own individual views and perspectives, these are nested within the parents’ own 

experiences and perspectives.  

5.2 Parents’ migration histories 

Findings from the qualitative interviews reveal that the majority of parents migrated a very 

long time ago, with the average time of migration being 12.5 years ago. Within the sample, 

it was noted that the shortest period of time since migration was one year and the longest 
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was 24 years. The data shows that the average age at the point of migration is 20 years old 

and the most popular reason for migration is finding employment, with 13 out of 16 of the 

adult participants citing this as the main reason for migration. These findings regarding the 

age and the reason for migration reflect the themes highlighted in the report of the 2015 

National Internal Migration Survey, as well as the 2019 Vietnam Population and Housing 

Census (GSO and UNFPA, 2016b; GSO, 2019).  

Most migrant parents come from the North Central and Central coastal areas (7/16 parents) 

and the Mekong River Delta (4/16 parents). Other areas include the Red River Delta, the 

Northern midlands and mountain areas, the Central Highlands, and the Southeast. These 

results match the 2015 National Internal Migration Survey regarding the movement of 

internal migrants (19.6% of migrants come from the North Central and South Central Coast 

Areas and 18.4% of migrants are from the Mekong River Delta) (GSO and UNFPA, 2016b) 

and so are not surprising. Furthermore, participants in this study revealed that 

overwhelmingly they did not move province to province after their initial migration 

experience. However, they did tend to move within the province where they first moved 

to, in this case, Binh Duong. For the small number who did move between provinces, they 

moved within the provinces or cities in the Southeast of Vietnam such as Bien Hoa city, 

Vung Tau city or Ho Chi Minh city rather than further afield.  

Regarding the reasons for migration, the results of interviews with parents reveal that the 

most common reason for people migrating relates to economic factors and namely 

employment, opportunities, again consistent with the results of the 2015 National Internal 
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Migration Survey (which noted that for, 34.7% of migrants, employment prospects was the 

main driver (GSO and UNFPA, 2016b) and more than half of migrants move to the 

Southeast for this reason (50.3%) (GSO, 2019). Excerpts from the interviews with parents 

below, highlight these factors: 

“Firstly, it's better to work here than in the countryside. Better income than in the 

countryside. Here, the economic is developed. Because Binh Duong and Ho Chi Minh 

city have developed industrial zones, there are many factories, easy to do business.” 

(Hung’s father, mechanic, 36 years old). 

“Because in my hometown, life is tougher. You know, the Central (area of Vietnam). 

Storms and things, there were, at that time, didn't have many factories as present. So, 

people’s life is mostly based on agriculture. It has no income. So, when I grew up, I 

felt that my parents worked hard and harvest one time in a year, a season like that, 

called a three-month harvest, 500 square meters of the field harvested three quintals of 

rice. Three quintals cost 1,500,000 VND. Three-month harvest. So, I felt poor to my 

parents, I need to migrate to help my parents. Life is too difficult, so many people in 

my hometown have already migrated. My previous generation. People went to the 

South to do business, so I followed them. The first is because the difficult life. So, I 

moved. Then, I lived here and get used to it. When I came home, I felt that I was no 

longer suitable for farming. I changed my living environment, with the industrial 

lifestyle.” (Hung’s mother, worker, 35 years old). 

Previous research studies regarding internal migration in Vietnam (GSO and UNFPA, 

2016b) have demonstrated the important role played by social networks on people’s 

migration decisions. Reflecting themes in broader research, most parents in this study 

indicated that they chose Binh Duong because they have family members, relatives or 
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neighbours who migrated in Binh Duong before them, as indicated in the interview excerpts 

below: 

“Because my relatives live here. A cousin and brother of my wife came and work here. 

They live around here. Well, I think it’s better to live here, so I took my children here. 

Then there were people in the same village. If I’m far away from home, or there are 

some problems with my scooter, I could call and ask my relatives to pick my children 

up. It’s easier.” (Trinh’s father, salesman, 40 years old).  

“Because I have family members here […] My sister, my aunts and uncles are in here.” 

(Kieu’s mother, saleswoman, 32 years old). 

All parents who participated in the research indicated that with the passage of time, the 

original intention to return to their area of origin has changed and that most plan to stay 

where they are. ‘Pull factors’ include the fact that the migrants now have families, 

employment in Binh Duong and that their children are well integrated into the local school 

system. Despite this, some of them express their wish to travel back to their homeland in 

the distant future, as indicated below: 

“In the future, if I want to go back to my hometown, I have to wait for my child to 

finish high school here and then return. But later on, I might be back when I am older, 

not now […] Now I don’t have any plan to go back my hometown.” (Vy’s mother, 

homemaker). 

“Probably continuing to live here. Now the kids are used to live here. When they grow 

up, we are able to have another plan. But now they are accustomed to study here, their 
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learning will be affected if we move back our hometown.” (Dan’s mother, worker, 35 

years old). 

As indicated in the excerpts below, some interviewees revealed that they had returned to 

their homeland after many years after their initial migration. However, they soon 

recognised that their new life was not compatible with the life in their place of birth, and 

they decided to migrate again: 

“I planned to return and live in our hometown. However, I didn’t feel comfortable with 

the life conditions in the countryside, so I moved back here […] I returned and lived 

in my hometown just in few months.” (Tien’s father, worker, 44 years old). 

“At first, I planned to return and live in my hometown. So, I let my first child study in 

our hometown first. We will return our hometown few years later […] Going back to 

our hometown and find the life there so hard. We’re getting used to the work here.” 

(Tri’s mother, worker, 39 years old). 

In sum, most participants migrated from areas in North Vietnam to South Vietnam many 

years ago when they were young, in search of employment. For many, their initial plan had 

been to earn money and then return to their hometown. However, after migrating for a long 

time, the majority of migrants decided to stay in their new destination. For those who did 

return their origin place, they quickly left again, due to the harsh weather and unfriendly 

working environments in their hometown. Social networks are an important factor and 

influence on people’s decision making, with nearly all participants in the research 

indicating that they received great support from their relatives or people from their 

hometown who had migrated before them.  
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5.3 Accommodation  

The Vietnam population and housing census 2019 illustrates that Binh Duong has the 

highest proportion of migrants living in rented rooms or houses than any other provinces 

or cities in Vietnam (74.5%) (GSO, 2019). The interviews with migrant parents in the 

research substantiates this with the majority of respondents living in rented rooms.  For 

those who live in a rented room, a family of three or four members may share the same 

cramped and hot room together. It is often the case that there is no living room, kitchen, or 

individual bedrooms. One whole room may be the living room, as well as the dinner room 

in day and become the bedroom at night. For those who have their own houses, their living 

conditions are better. In this study it was noted that migrants from the North and Central of 

Vietnam tend to buy houses in their new destinations, compared to migrants from the South 

who appear to live in rented rooms. 

 
  

Rented rooms for migrants in Binh Duong 

There are many kinds of rented rooms in Vietnam: rooms with a loft, rooms 
without a loft, small rooms under 11m2, middle rooms from 12-16 m2 and large 
rooms > 16 m2. The most common rented rooms that the interviewees in the 
research were living in, were rooms from 12-16 m2 with a loft. There is a toilet and 
a small place to cook inside these rooms. There are three or five family members 
living in a rented room. Some people use the loft in the room to store things or to 
sleep in. All family members share the same room for living and sleeping. All 
family activities take place in this room. A row of rented rooms includes many 
rented rooms where the residences share the common walkway and drying area. 
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Picture 5.1: Rooms for rent (photo taken by the author) 

 

 

 

 

 

 

 

 

 

 

 

 

 

“In general, compared to the houses in our hometown, it is very narrow. Because it’s a 

room for rent […] we have to use a mat to sleep on the floor. Whole family sleep here 

[…] It is very hot during the day. But now it’s cooler, it’s not too bad. A few days ago, 

it was too hot, too hot. At night, we turned on two fans, but it wasn’t better anymore” 

(Trinh’s father, salesman, 40 years old). 

Even those who migrated to Binh Duong many years ago still find that they cannot afford 

a house here. The reason is that these migrants do not have financial support from their 

parents or siblings and their current income cannot meet the expense of a new house, as 

indicated in the interview excerpt below: 
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“The problem is that the land price increases, and workers' wages are not affordable 

[…] The price now escalates, and the price for land and houses soars rapidly. In the 

past, if we had ten million VND, for example, the land would cost to a hundred million 

VND […] I try to have a hundred million VND, then it reaches a billion VND. That 

means I can't race with the price. That's why I have to accept to live in a room for rent 

[…] Here, for example, people have a house, a land here, firstly, they have great 

support from both parents and siblings of their husband or wife. If both of couple are 

workers, with empty hands and two children, it is impossible to take care of 

themselves.” (Tri’s mother, worker, 39 years old). 

The migrants in this study, who live in new areas, indicated that they have great relationship 

with their new neighbours. One of the reasons for this is because new migrants link up with 

those from their own area of origin who have previously migrated. Hence, migrants not 

only rented rooms near their neighbours or relatives who have also migrated like them, but 

they also buy houses or land near other migrants. Consequently, there are some areas where 

migrants live nearby and often there are fewer local people as indicated in the interview 

excerpt below: 

“The people are live with here were my neighbours in my hometown. All people in 

this area come from same place […] They’ve lived here for more than 10 years […] 

We know each other.” (Nguyen's mother, worker, 30 years old). 

 

“There is no native residents here. People from other regions come here to do 

business and buy houses, but there is no native person here […] It is also sociable, 

very happy. Most people are from the North. Living here is fun. They are workers, 

then they bought houses, so everyone is happy.” (Vy’s mother, homemaker). 
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5.4 Educational background, economic activities, and family finance 

The results of the 2015 National Internal Migration Survey indicate that generally, the 

majority of migrants completed high school (27%) (GSO and UNFPA, 2016b). However, 

according to interviews with migrant parents involved this research, the percentages of 

migrant parents who finished secondary school are equal to those who finished high school 

(42.9%). The majority of migrants who took part in this research do not have a high 

educational background and nearly all of them finished secondary school or high school. 

Low educational background is the main reason for lack of parental involvement in migrant 

children’s learning, which is further explored in Chapter Seven. Some migrant parents 

highlighted that they cannot help their children to study at home as a consequence of their 

low educational background. 

One of the main drivers of migration is economic conditions. With their educational 

background, the majority of respondents work as workers, freelancers or run their small 

business. They confirmed that it is easy for them to find employment in Binh Duong, and 

they worked as hard as they can to earn as much money as they can when migrating. A 

further driver is that the working environment in Binh Duong is considered better than in 

migrant’s hometown, too. These are noticeable reasons contributing to migrants’ chose of 

Binh Duong as an attractive destination, which is shown in previous studies (GSO and 

UNFPA, 2016a, 2016b; GSO, 2019). 

Working overtime is a solution for migrants to increase their income and, in this study, 

many participants usually worked overtime (10/16 respondents) including at weekends. 



 156 

Long working hours have a noticeable impact on parents’ decisions regarding their 

children’s schooling patterns. Some participants revealed that they go to work early in the 

morning at 7 a.m. and do not come home until 8 p.m., and therefore cannot pick their 

children up after school. As a result, they send their children to out-of-school childcare 

services until they finish their working day, as indicated in the interview excerpts below: 

“My life is busier here. Here, I have to go to work in the morning, come home at late 

evening. It doesn’t like that in my hometown […] I work until 8.30 pm […] I go to 

work on Saturdays […] I work in a sewing factory […] My job is better. I go to work 

every day. In my hometown, some days I worked, some days I didn’t.” (Nguyen’s 

mother, worker, 30 years old). 

“If I don’t work overtime, I’ll be back home at 4 o’clock, but if I work overtime, which 

there is four days with working overtime every week, and my child has learned at the 

extra class […] Yes, she (his wife) works overtime like me […] I still go to work on 

Saturday.” (Tien’s father, worker, 44 years old).  

In terms of the family income, migrant parents confirmed that they can earn more money 

than in their place of origin. However, migrant workers in this study indicated that their 

income is just enough to meet their living costs in their destination places with high 

outgoings noted for food, children’s schooling, rented room and so on. In the interviews, 

some migrant parents indicated that it is not possible to save money for unexpected 

situation in their life as illustrated in the quotes below: 

“The average income is higher than in the countryside. Wages are lower in the 

countryside. But you don’t pay any bills at your hometown, if a person doesn’t have a 



 157 

house, it is okay to work in the countryside, not paying for rent and meals. You can 

earn more money, but you spend much here, too.” (Vy’s mother, homemaker) 

 

“Since we moved here, I've never been able to buy anything good food ... poor for my 

two children, sometimes, I gave them some money when going to school ... I didn't cut 

threads now ... sometimes I made money, but not much. My son said that he wanted to 

eat this and that... I think... think... I don’t have money... poor for him... poor.... then 

he came to his aunt’s house or my sister’s house... my two sisters are also here.” 

(Trinh's mother, do household, 36 years old). 

5.5 Family organisation 

Participants in this study indicated that life in their new location can be challenging for a 

number of reasons, particularly for those who are married and have children. Within this 

context, they also outlined their different strategies to organise their new life after 

migration. As mentioned above, the majority of research participants migrated in their 

twenties, married, and had children on their migration journey. Tradition dictates that 

usually when about to give birth, expectant mothers tend to return to their homeland, seek 

help from their parents and then several weeks later, reunite with their husband at the 

migration place. Others may leave the baby in their homeland until the child reaches school 

age. In addition, if the mother has another baby, and she is working and there is no one to 

take care of the child during the parents’ working hours, or due to their financial difficulties, 

the child will live with the child’s grandparents or relatives, as indicated in these interview 

excerpts below:  
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“When he (the son) was two years old and a half, I let him live in our hometown. From 

two years old and a half to three years old, he lived in our hometown. Firstly, because 

I was pregnant with my second child. Secondly, my husband started to work abroad. 

Therefore, I let him (her son) live in our hometown. From two years old and a half to 

three years old and a half, he lived in our hometown, he has been here since he was 

four years old.” (Hung’s mother, worker, 35 years old). 

“I gave a birth in my hometown. When she was going to first grade, I took her here 

when she was going to her first grade […] Because before that I didn’t have the right 

environment.” (Thanh’s mother, worker, 35 years old). 

As illustrated in the interview excerpts below, some interviewees indicated that that they 

had asked their parents to move with them to help them take care of the young baby because 

of a lack of social networks. As a result, some participants indicated that their own parents 

or parents-in-law had migrated to care for their grandchildren until the children reach their 

school age: 

“My father is in our hometown. My mom has taken care of both of my children. She 

lived here to take care my first child for more than two years, then she returned our 

hometown.” (Tien’s father, worker, 44 years old).  

A key factor for participants choosing to take their children to Binh Duong to study at school 

age is that educational conditions in Binh Duong are considered better than in their place of 

birth, as illustrated below: 

“Children have to go with their parents. Do not leave them for grandparents. 

Grandparents also assured. But grandparents are not as strict as their parents. Many 
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people left their children in their hometown, their children were naughty because they 

weren’t afraid of their grandparents. Parents are stricter. See, there are many people ... 

like that family, they let their children live with their grandparents, now they children 

had a drug addiction.” (Nghi's mother, do household, 42 years old). 

 

“Then my children can learn more things here. For example, children learn English 

from first grade here. In the countryside, children learn English at second or third 

grade. It’s a disadvantage for children ... And in the countryside, children don’t learn 

like here ... generally children in the countryside just learn half day. Here, if I go to 

work, I can let my child study all day. I think it is better for the children.” (Thanh’s 

mother, worker, 35 years old). 

Thus, migrant families demonstrate a flexible family organisation strategy associated with 

their migration journey. Based on their working hours, the family’s financial status and 

their children’s school time, migrant families have adapted and found different solutions. 

For example, the father or the mother will arrange their working time so that they can take 

their children to school or pick them up after school. In case they cannot do so, they tend 

to live near their relatives or near the school where they can use the out-of-school childcare 

service. Furthermore, some participants in this research illustrated that they teach their 

children skills to stay at home alone and do household chores. This raises questions about 

‘risk’ and ‘need’ which are returned to later in this Chapter. Other local parents do have 

more support from other family’s members who help with childcare including taking the 

children to school or taking care of them after school, as illustrated below:  

“He (the husband) is familiar with working as a freelancer. Firstly, freedom in working 

time. Secondly, we have two children here. If both of us work in factories, it’s hard for 
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us to have a day off when our children are sick […] Nobody to pick the children up 

from school. Related to shift work, too. One of us should not work in a factory to care 

for our two children […] He picks the children up from school, and I can work 

overtime.” (Tri’s mother, worker, 39 years old). 

“From the beginning, I have trained him (the son) to be independent boy. When he 

was in first grade, I went to work and left him at home alone. His younger brother went 

to preschool. I locked the outside door. He took rice and soup to eat by himself. He 

was independent since he was young. Then drying the clothes, I put clothes in the 

washing machine, he took out clothes to dry for mom. And now, in the fourth grade, 

mom teaches him how to cook soup, fry eggs by himself. Just look at me and follow. 

He can cook soup and boil vegetables.” (Hung’s mother, worker, 35 years old). 

In brief, the process of migration has numerous impacts on family organisation, particularly 

where migrants are married and have children. In some families, due to work commitments, 

parents let their children stay in their hometown and live with their grandparents or 

relatives. Nevertheless, children will move to live with their parents when they are at school 

age. The explanation for this trend is that parents believe that the educational environment 

in Binh Duong is better than in their homeland, and children should be cared by their 

parents when they go to school. Migrant parents also find their own solutions for taking 

care of their children at the destination place without help from relatives, although their 

solutions may not be the best, but the most suitable with their circumstances. Through 

exploring migrant family organisation, it is clear that children are not passive objects but 

active social actors, as Prout and James (1997) present about childhood.  

5.6 Parents views of their own satisfaction after migration  
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In this study, migrants generally held the opinion that Binh Duong is a good place to live 

and work. They indicated the friendly living environment in Binh Duong, which is a 

significant factor for them to choose to move and live here, compared with other places, as 

indicated below: 

“In general, in Binh Duong, the living standard is still easier. Easier to live, but it's also 

more convenient. Easier to find a job. And here, it's not an urban life as in the city. So, 

I found life here is much more comfortable.” (Hung’s mother, worker, 35 years old) 

“Life here is more comfortable than in our hometown. Much more pleasant […] More 

convenient. I found it much more convenient. A new industrial zone was established 

with house services, much more convenient. Unlike Saigon, an industrial park is an 

industrial park, then people have to go other places to live. Rooms for rent are far away 

from the working place. And here, there is a residential area for every industrial zone, 

main area, it is more convenient. People live near their place of work.” (Tien’s father, 

worker, 44 years old). 

The respondents highlighted that services, such as education, healthcare, and housing in 

Binh Duong were accessible for migrants. It was not difficult for migrants to go to schools 

or health care services. Overwhelmingly they stated that local people are friendly, and they 

did not report problems with integration and discrimination, as indicated in the interview 

excerpts below: 

As we now consider being residents here. But before that, I still felt okay. No 

discrimination between immigrants and locals as in the past. Now I see people are 

sociable. Even, I live around here with neighbours from Binh Duong, they are also 

sociable. I get along with them. Although when I moved in, the accent from each region 
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did not match together. But slowly, people are used to it” (Hung’s mother, worker, 35 

years old). 

It’s okay with health care service. Why? Because of the environment, everything 

related to health care, for example, my second child can get vaccinated here. They just 

ask where I’m living now, then they accept the vaccination. For example, in Dong 

Thanh, if you have a temporary residence certificate, your children were vaccinated. 

They don't ask much. No matter. All they need is a temporary residence certificate, so 

that the children were vaccinated. That's it... (Tien’s father, worker, 44 years old).  

However, not all migrants are satisfied with their new lives in Binh Duong. Some migrants 

drew attention to significant social issues with limited infrastructure to cope with the 

dramatic and sudden increases in population. Participants highlighted a lack of facilities 

and entertainment services for children. In addition, poor roads, pollution, and traffic 

congestion were cited as a consequence of mass immigration in Binh Duong recently, as 

indicated below:  

“Roads without drains, but many migrants come, they build house and rooms for rent. 

Because of its abundance, but the roads don’t have any drain, but there were no more 

green places, vacant lands like in the past, where did the water flow? OMG, it's been 

flooded for three to four days. In the rainy season, it was constantly flooded, water 

could not escape anywhere.” (Binh' mother, officer). 

“For migrants, for example, place for children’s entertainment in the evening, I don’t 

know where to go. Just two places, going to Tan An area, it is called as a water park, 

considering only place to go ... or going to Neo ... nowhere else I can take my children 

to play. Only for children to go out at night. In fact, I could not find anywhere. I don't 

know where to let the children come and play.” (Tien’s father, worker, 44 years old).  
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These participants below draw attention to some of the challenges associated with their 

move to new areas: 

“In general, you know, here, I have to pay for rental, electricity and water bills every 

month. Generally speaking, many kinds of bills.” (Khoi's mother, businesswoman).  

 

“Here, they sell everything with high price but low quality […] Food is expensive here, 

many of them taste not as good as in my hometown. Everything. Fish, meat, 

vegetables…. Nothing’s good. Breakfast… oh my god, sometimes I don’t know what 

I am having. No taste, it costs 15,000VND. Stupid. It’s true. Sometimes I don’t want 

to buy anything. I cook by myself. Nothing’s good to eat… no good place to eat out.” 

(Nga's mother, worker, 30 years old). 

Some migrants stated how worried they were about the social security in their new 

destination, particularly if they go to work all day and live in areas of dense population, as 

indicated below: 

“The security is not very secure. There are many kinds of people move in […] For 

example, stealing, fighting ... and I feel scared. At the Hoa Binh junction, there were 

some robberies, I found myself scared. Many people go to the market. The day people 

get salary, they withdraw money to pay the rent, and unfortunately, when they go to 

the market, they got pickpocketed at the market and lost all money.” (Thanh’s mother, 

worker, 35 years old). 

Although the majority of migrant parents in this research expressed their satisfaction about 

their new life in Binh Duong, they indicated that communities would need to change to 
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cope with the population surge including dealing with population and developing internal 

infrastructure as indicated in the excepts below:  

“Many things need to be improved. Binh Duong's environment is now polluted. Litter 

and waste everywhere.” (Dan’s mother, worker, 35 years old). 

  

For migrants, I think, for example, place for children’s entertainment in the evening, I 

don’t know where to go […] nowhere else I can take my children to play [...] In fact, 

I could not find anywhere. I don't know where to let the children come and play. (Tien’s 

father, worker, 44 years old). 

In this study, most participants indicated that social services such as education, healthcare 

and housing in Binh Duong are accessible for migrants and that there are no issues with 

integration and discrimination. They also reported that the living cost in Binh Duong is 

reasonable and that it is a safe place to live. As outlined above, they had two areas of 

concern: the volume of traffic and lack of entertainment services for children.  

The next section explores the characteristics of migrant children and will consider their 

migration history, their life after migration, their views and experiences when migrating 

and their levels of satisfaction. Regarding children’s migration histories, the findings 

highlight the stage in children’s lives when they migrated and their understanding of the 

reasons for this. The findings also explore migrant children’s life after migrating, 

particularly their accommodation, with whom they live, their after-school activities and 

their views about their migration journey and their overall satisfaction. The Chapter ends 
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by reflecting on the combined characteristics of the migrant children and their families 

before moving on to consider the children and the school context.  

5.7 Children’s experiences of migration  

Because some parents migrated many years ago, ten of the children who participated in the 

research interviews were born in the place to which their parents had migrated. For those 

children who migrated at a very young age, the parents’ work opportunities, having a 

second child and/or parents’ marital problems appear to be contributory factors leading to 

migration as indicated below: 

“I was born here and returned to live in my hometown when I was three years old. 
When I was going to second grade, I came here” (Tri, boy, 10 years old). 

 

“I returned my hometown with my grandmother when I was 16 months […] 
Because my mom was so busy […] When I moved here, I was at third grade” 
(Nguyet, girl, 10 years old). 
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A number of children who migrated and moved at school age were not living with their 

parents at the time but with their grandparents in their homeland. For these children, their 

parents had already moved to the destination place to earn money and secure suitable 

accommodation for the arrival of their children. In some cases, children also migrated 

because their parents had divorced. The excerpts below are indicative comments from 

interviews with the migrant children: 

Unsuccessful return migration 

Tien was born in Binh Duong and is eight years old. Her parents are from the Red 
River delta and migrated to the Southeast about 24 years ago. Migrating at young 
age to find employment, her parents moved to different places to work and live. 
Before Tien studied first grade, her parents decided to return to their place of birth 
where the mother gave birth to her second child. Tien was sent back to her father’s 
birthplace to live with her grandparents and study first grade there. Tien returned 
first and few months later, the parents did, too. However, after few months living 
in the countryside, her parents changed their mind. They found the transition 
challenging, in particular the climate and the unfriendly working environment. 
After Tien finished her first grade, her parents decided to migrate back to Binh 
Duong, where they previously worked and lived. Consequently, Tien experienced 
the change in her living environment at first grade and changed school at second 
grade. Currently, Tien lives with her parents, her younger brother and her father’s 
mother in a small, rented room. 
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“I lived with my mom’s dad, my dad’s parents. Then my dad’s mom was ill, I moved 

to live with my mom’s mother. Then my mom’s mother was ill, I moved to live with 

my dad’s mother.” (Binh, boy, 8 years old). 

 

“I lived with both of them (parents). But my dad hit my mom, so she left. I lived with 

my dad. I felt not good. Because he came home late at midnight, he didn’t feed me.” 

(Nga, girl, 10 years old). 

 

“My father said because they divorced, each person will take care one child. My mom 

takes care of my younger brother, my dad takes care of me”. (Khanh, boy, 10 years 

old). 

 

Other children, having migrated, subsequently moved back with their parents to their 

parents’ place of origin. However, for this group, the parents found that their children were 

not familiar with life in the countryside, and they decided to migrate again, as indicated 

below: 

“I gave the second birth, and my husband went to work, no one took my first child to 

school. At first, I planned to return and live in my hometown. So, I let my first child 

study in our hometown first. We will return our hometown few years later […] No one 

take care of my first child here, so I planned to let him live in our hometown […] 

Going back our hometown and find the life there is so hard. We’re getting used to the 

work here. I let him attend nursery school in our hometown, then first grade and second 

grade” (Tri’s mother, worker, 39 years old). 
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In this study and regarding those children who were born in their parents’ place of origin, 

they appeared to move to Binh Duong when they were five or six years old, that is at the 

start of the schooling. Some of them came to Binh Duong at the middle of their primary 

school such as at second grade, third grade or fourth grade as indicated below:  

 

Migration to seek a new life 

Hao is 10 years old and at fourth grade. He has an older sister who is at seventh 
grade. His parents are from the North Central and Central coastal areas. The 
parents and their children migrated to Dong Nai, a province next to Binh Duong, 
seven years ago. They have lived in Binh Duong for just one year. At the time 
the parents migrated, Hao’s sister was going to first grade and Hao was at nursery 
school. From nursery school to third grade, Hao studied in Dong Nai. At fourth 
grade he had just moved school (as is the norm) when his parents wanted to 
change their workplace. Although his family has just lived in Binh Duong for 
about one year, they have moved to a new house twice. At present, he lives with 
his family in a rented house near his school. The biggest challenge that he 
experienced in changing school was becoming accustomed to the curriculum 
which changes in each province. In Binh Duong, children learn Informatics after 
third grade. However, in the previous school, Hao had not learned Informatics. 
Because he was behind his peers, his mother secured extra classes in Informatics. 



 169 

 

 

Children in this study appeared to be aware of the reason for their migration, even though 

they might have had no opportunity to express a view about this. For this group of children, 

A boy with an intermittent migration 

Khanh – a 10 year-old boy – currently lives with his grandparents and his aunts in a 
small rented flat in Binh Duong. He has an unusual migration history. His father is 
from the Mekong River Delta and at the age of 16, his father moved to Binh Duong 
to work. The whole father’s family has lived in Binh Duong for more than 10 years 
and Khanh was born in Binh Duong. Due to his parents’ work, they sent Khanh back 
to the father’s birthplace to live his great-grandmother when he was at few months 
old. Then, his parents subsequently experienced marital problems, therefore, Khanh 
moved between his father’s birthplace and Binh Duong many times. At the time he 
was at first grade, he studied in Binh Duong at the half of first semester, then returned 
his father’s birthplace to continue his education. At that time, he lived with his 
granduncle’s family until he finished his second grade. Before going to third grade, 
he moved to Binh Duong again. His parents had already divorced, and his father has 
lived with his new wife. Currently, Khanh lives with his grandparents and his two 
aunts in a small, rented flat. Khanh is an active boy. He copes well with most subjects, 
except English. Both in third and fourth grade, he failed in the final exam in English. 
If Khanh has problems at school, the teacher contacts the father. Khanh’s father is the 
one who keeps in touch with the school, but the father does not live with him, so that 
he is not able to help Khanh in his study. When Khanh’s father receives information 
from the school, he tells Khanh’s grandmother, who is taking care of Khanh. 
However, the grandmother is too old to help Khanh with his schooling. His aunts 
sometimes help him. There is not only one person who takes Khanh to school or picks 
him up from school, rather the extended family members share this responsibility. 
This includes his grandfather, his aunts and his uncle-in-law as it depends on who has 
free time. The extended family members cooperate well to support Khanh in his 
education. 
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their parents simply informed about the time and reason for migration, or just moved their 

children without notice, as indicated below: 

“Because my mom said that studying in my hometown is not very good, so she let me 

come here to study, and I can gain rewards. (Trinh, girl, 8 years old). 

 

“I don’t know (why and when to migrate). After I returned my hometown, my parents 

moved here […] I went to the Phuoc Linh flyover, after that, my mother took me to 

that house. Then move to another house […] No, I didn’t ask (about the reason to 

migrate).” (Hao, boy, 10 years old). 

 

The quotes above demonstrate the traditional attitudes of parents towards migration and its 

impact on children in that the factors associated with migration (economic imperatives, 

securing better educational and work opportunities for their children) do not include a 

detailed consideration of their children’s own views and wishes. Whilst that may also be 

the case in other cultures, it is the case in Vietnamese culture that children are considered 

to be immature, passive, and that they have no right to contribute on their parents’ decisions 

even when the decisions directly concern themselves. There is an expectation that children 

‘obey’ their parents unconditionally (Nguyen and Dang, 2007). 

5.8 Children’s lives after migration  

The results from interviews and focus groups with children reveal that the majority of 

migrant children in this research continue to live with their parents after migration. As 

mentioned earlier, some children migrated with their parents, whereas other children had 
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migrated without their parents to live with extended family members and were reunited 

with their parents at their school age. This means that there is a variety of experience as 

indicated in Picture 5.2 below:  

Picture 5.2 Feedback from focus group with 8-year-old children regarding their 
living arrangements 

 

 

 

Some of the migrant children indicated the work-related pressures experienced by their 

parents in which their parents worked overtime resulting in the child being left alone at 

home after school or at the weekend. The excerpt below indicates one migrant child’s 

account of their parents’ working patterns:  
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My mom works in a factory. She also has her business at home, selling new-born 

baby tissues […] My mom works overtime four times per week. My dad, just in 

some days, his boss asks him to stay to work late. My dad has a shift work. One 

shift in the morning, one shift in the evening. She comes home at 8.30 pm. Well, 

she works overtime on Monday and Thursday. On Friday and Saturday, she doesn’t 

work overtime (Nguyet, girl, 10 years old). 

 

Some of the children interviewed in this research study indicated that they undertook many 

of the household chores and had been doing so since they were young. They spoke proudly 

about their achievements in this regard as noted in the interview excerpts below:  

“I know how to wash clothes, cook rice, wash dishes. At the beginning, I don’t 

know, and I watch people do, and I know how to do […] Mom said: "Dear, please 

wash clothes for me". Then I wash, squeeze it out and take clothes to mom to hang 

clothes on the clothes dry tool.” (Trinh, girl, 8 years old). 

 

“I stay at home with my brother. I take care of him. I know how to cook, clean, 

sweep, hang clothes and wash dishes […] Any day if I have free time, I help mom 

[…] I’ve started to stay at home alone since pre-school […] Mother asked me to 

learn and be able to take care of myself.” (Hung, boy, 10 years old). 

Combined with the parents’ accounts in the previous section, the accounts of the children 

provide a good insight into how some migrant families organise their family life. Some 

children have extremely well-developed self-care skills, challenging the commonly held 

assumption that young children lack competence in this area. In this context, highly 

developed ‘self-care’ skills is a necessity and support economic activity in the family unit.  
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Some migrant families are disadvantaged by the fact that they have on extended families 

upon which to rely and that, as a result, their children have to learn how to take care of 

themselves. Some children indicated that their parents had well developed strategies to help 

their children when they were alone at home as indicated in the interview excerpt below:  

“If I don't study on Saturday, I stay home with my brother. If not, my younger 

siblings go out and I stay home alone. I don’t have rice for lunch on Saturday or 

Sunday. Well, I have snack. No rice to eat. My house is very far from the food shop. 

My mother only cooks rice, after that, she puts some things for me to cook for 

myself.” (Thoa, girl, 10 years old). 

 

As intimated in the interview above, one of the significant challenges that migrant children 

can face is their integration into the new living environment and yet, in the interviews with 

migrant children in this study, as indicated below, some revealed that they have friends and 

that they play with neighbours after school or weekends: 

“Yes, I have many friends. I play with my neighbour, who studies at third grade, 

and another older pupil, who studies at fifth grade.” (Vy, girl, 10 years old). 

 

“I haven't had any friends here yet. Sometimes I play with my neighbours. I play 

with them when they ask me to play. Most of them are at fifth or sixth grade.” 

(Ha, girl, 10 years old). 

It was also clear that some children integrated quickly and only needed a few weeks to 

become familiar with their new life, whereas others needed few months as indicated in the 

interview excerpts below: 
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“…because he is sociable, he is familiar with it. So, there was no difficulty […] He 

integrated new environment quickly. Both of them, generally, their integration is 

quick.” (Nghi's mother, homemaker, 42 years old) 

 

“It must take five or six months. Then she got used with here, but she still didn't 

want to live here. She asked to return and live in our hometown.” (Thanh’s mother, 

worker, 35 years old). 

 

5.9 Children’s views of their own satisfaction after migration  

For those children who have migrated at the start of their schooling (aged 5-6 years old),  

they expressed that they had a special love of their homeland and that they truly miss their 

place of origin, as well as being worried about making friends at their destination place. 

There were also migrant children who expressed excitement with their new life at their 

destination place. This variety of view and experience is captured in the interview excerpts 

below:  

“When I moved here, I cried all the time, I wanted to return my hometown to live 

with my grandparents.” (Thanh, girl, 8 years old). 

“I felt scared. I’m afraid of not having new friends.” (Hao, boy, 10 years old). 

“Because the first time I came here, I was really happy, and I wanted to come here 

again.” (Trinh, girl, 8 years old). 
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There is a variety of opinion, with the children in this study using words such as “fun”, 

“happy”, and “homesick” to express their feelings. Although some migrant children 

revealed that they wanted to return and live in their hometown, others felt happy, were 

having more fun and were aware that their life appeared better in the destination places as 

indicated in the interview excerpts below: 

“It’s fun to visit my hometown, but I prefer to live here. My mom said that studying 

in hometown not as good as here.” (Vy, girl, 10 years old).  

“I felt homesick. I feel happier in my hometown […] I had many friends in my 

hometown. When I come here, the number of my friends only one quarter, 

compared to the number of my friends in my hometown.” (Nguyet, girl, 10 years 

old). 

“I prefer to live in my hometown. Because I know more people in my hometown 

than here.” (Thoa, girl, 10 years old). 

The research interviews with migrant children appeared to indicate that the longer a child 

had lived in their place of origin before migrating, the stronger their relationship with that 

place and the harder it was to settle in their destination place. This group of children 

indicated their attempts to stay in contact with their place of origin by asking their parents 

to take them to visit their birthplace or asking to keep in touch with their relatives in the 

countryside regularly as indicated below: 

“I made a call. I phoned my grandparents.” (Thoa, girl, 10 years old). 

 



 176 

“I kept asking to go back to my hometown, because I missed my cousins […] They 

(her parents) said no. They said I can go back to our hometown in summertime.” 

(Trinh, girl, 8 years old). 

 

On the other hand, other migrant children did not appear to miss their place of origin and 

indeed, were eager to move and excited by the opportunities on offer. In contrast with this, 

were those children who were unhappy. This wide variation of views and feelings is 

captured in the interview excerpts below:  

“She didn’t have any reaction, just followed her parents. When I let her return home 

to her grandmother, she had no reaction.” (Tien’s father, worker, 44 years old).  

 

“When she first came here, she said she was sad and missed her friends. After a few 

months, everything was okay.” (Kieu’s mother, salesman, 32 years old). 

In this study, it was notable there were some children who wished to move back to their 

place of birth to live with their grandparents as indicated below: 

“She still wants to return and live in our hometown. I think because her love for her 

grandparents in our hometown is so much […] She just likes to live with her 

grandparents.” (Thanh’s mother, worker, 35 years old). 

 

“Because they were born here and are familiar with living here. Studying there 

(parents’ place of birth) will be troublesome.” (Lien’s mother, salesman, 42 years 

old). 
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5.10 Summary and conclusions 

In this Chapter, the characteristics of migrant parents and their motivations for migrating 

have been explored. It has been shown that the majority migrated after they finished 

secondary school or high school and that the most common reason for migration was to 

seek employment opportunities. Early on in their arrival at their destination places, most 

lived in rented rooms, then tried to afford a new house. There is a Vietnamese idiom ‘To 

live and work in peace and contentment’, meaning that for migrants it was important to 

have a house in a certain place to contribute to overall general wellbeing. In terms of 

employment, most migrants in this research worked as workers or freelancers and usually 

worked overtime. With limited social networks, migrant parents try to find suitable 

solutions to organise the demands of family life such as trying to choose a job with flexible 

working time, using childcare services or returning their place of origin during their 

maternity leave. In addition, migrant parents also taught their children skills to stay at home 

alone after school to facilitate their long working hours.  

With regards to the views on the ‘destination place’, migrant parents were generally 

satisfied with education, healthcare services, and occupation opportunities in Binh Duong 

but did mention concerns about living costs, social security, poor roads, and lack of 

entertainment for children. The characteristics of migrant parents as outlined in this study 

reflect the ‘pull’ factors influencing on internal migration highlighted in previous studies 

(Anh, 2011; Lucas, 2015; Vakulenko, 2016; IOM, 2017; Srivastava and Pandey, 2017). 

These factors are employment, living standards, the social networks, climate, return and 

circular migration and family gathering. However, the migrants in this research indicated 
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no experiences of social exclusion in their destination places, which is reported in other 

studies (Chow and Lou, 2015).  

This Chapter has considered the views, experiences and perspectives of parents and 

children regarding migration. It can be seen that the views and experiences of children are 

individual to them and should be listened to, heard and responded to in their own right. It 

can also be seen however that children’s views and experiences are situated and contextual 

and that a deeper understanding is generated by appreciating the context in which children 

are situated, in this case their families who have migrated. Hence, in terms of the emergent 

themes, it can be seen that depending on the relationship with and memories of the place 

of origin, some children found it harder to settle than others. It can also be seen that 

regardless of the children’s views and feelings on migration, much of their experience once 

migration had occurred, involved playing an active role within their families to support and 

enable economic activity within the family. Whilst this involved leaving young children 

alone at home it was done on the basis that children had already acquired well developed 

self-care skills and that within the Vietnamese culture, these skills are highly valued by 

family members in ensuring economic functioning. These highly developed self-care skills 

did not occur in place of a school education but were developed alongside ensuring a 

school-based education. Another emergent theme is that in their family choices, children 

were not really consulted and did not have say in their family plans. That said they 

contributed to family life in many other key ways. One last theme is that migrant children 

expressed a range of views about how well and how quickly they settled in their destination 
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place and in their new schools. The school context and parents’ relationships with schools 

is explored in the next Chapter.  
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Chapter Six: The Macrosystem. The School Context. 

6.1 Introduction 

As indicated in the methodology Chapter, three of the four primary schools involved in the 

research are located in densely populated areas with high numbers of migrant children. One 

other school involved in the research was located in a less populated area. With the 

exception of one school, all schools were established several years ago. All four schools 

share the common experience of being overcrowded regardless of how long they have been 

established. Using data from interviews with school principals, teachers, and parents, as 

well as my field diary and school annual reports published within the last five years, this 

Chapter outlines how schools are organised, their strategies to provide education to the 

large influx of migrant children including consideration of the school’s facilities, the 

structure of the school day, teacher resources, teacher and learning quality, and school-

related administrative processes. This then provides the context within which to consider 

migrant parents’ approaches to schooling and children’s views and experiences of their 

schooling. Two of the key themes to emerge from this Chapter are first, the limits to the 

infrastructure in being able to provide a full education to a child population that has rapidly 

increased as a result of industrialisation and the move of families from rural areas to urban 

areas to avail of economic opportunities. Second, however, is the fact that schools and 

indeed families have adopted a range of creative techniques to ensure that children receive 

an education in this challenging context.  
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6.2 Defining and identifying ‘migrant children’ in primary schools  

It was apparent from the outset that in interviews with school principals and teachers, 

school staff defined migrant children in ways that differed from commonly accepted 

definitions of ‘migrant children’ as so defined in the 2015 National Internal Migration 

Survey, which based on space and time of migration. However, the school staff identified 

children as ‘migrant children’ based on their household registration status. Those who had 

permanent residence were considered as non-migrant children, those who had temporary 

residence were classed as migrant children. As indicated, this definition of ‘migrant’ is 

quite different from the definition of the 2015 National Internal Migration Survey, which 

as mentioned in Chapter Four, does not focus on the migration of children in the most 

recent five years. The interview excerpts below indicate how school principals and teachers 

involved in this research define migrant children: 

When recruiting for new school year, we classify the pupils. Those who have 

permanent residence, temporary residence… we know the number of permanent 

and temporary residents every year. (Mr. Nhan, school principal). 

The number of migrant children accounts for over 90% […] Local children are 

few. People who have household registration in Binh Duong are about 10%. The 

rest are mostly temporary residents. (Mrs. Tram, school principal). 

Seventy percent of pupils are migrants. Actually, when they access first grade, 

the school bases on temporary or permanent residence, then we know. They will 

submit their temporary residence with the permanent resident. (Mrs. Tram, 

school principal).  
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About 70% of children are migrant children […] Based on household 

registration. (Mrs. Tho, school vice principal). 

The above results once again confirm the influence of the hukou policy in determining 

who belongs to the migrant group. As mentioned in Chapter One, researchers define 

migrants in terms of time and space of movement, however, in practice, school staff were 

based on temporary residence registration and household registration. Regardless of 

whether the migration duration has been long or not, or migrants move between districts, 

provinces, or regions, as long as the pupils’ family does not have a permanent residence, 

they are considered migrants by default. Those who, even though they have migrated less 

than five years ago, but already have permanent residence, are not classified as 

immigrants. This can be difficult for migrant families and children, as having permanent 

residence does not mean they no longer need help. This is understandable because in 

Vietnam, having a household registration book is related to the rights of citizens, 

including children. 

Due to the different definitions of the word ‘migrant’, a filter questionnaire was developed 

to help ensure that the right people were identified to participate in the research in line 

with the themes of the research study. Once this was done, the research revealed that the 

percentage proportion of migrant children in the four primary schools had increased every 

year over the last 10 years as a consequence of industrialisation processes and as indicated 

below: 
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Generally, every year, every year increases. In general, it has no reduction. Because 

the geographical location of Trung Thanh ward has many industrial parks, the 

parents of pupils who come to work, run businesses, and live here, they have to 

bring their children with them, so the number of pupils increases every year. (Mr. 

Nhan, school principal). 

 

When exploring the numbers of migrant children in each of the school settings, the school’s 

principals and teacher used words such as ‘suddenly’, ‘rapidly’, ‘quickly’, ‘crowded’, 

‘increase steadily’, ‘larger numbers’, ‘no reduction’, and ‘no sign of stopping’. In their 

interviews, school staff, for example, were clear to indicate that there had been an increase 

in the number of migrant children, as noted above, over the last ten years: 

It began to increase since …. When I moved to this school …. When I was in Dai 

An, everything was normal, insignificant increase. Since I taught here in school 

year 2009-2010, the number of migrant children increased rapidly. There were 22 

classes at first grade. This school had 22 classes at first grade. In Dai An, generally 

speaking …. Dai An, that area had few migrant people […] Now, it is developing 

quickly. So crowded now. That area is as crowded as here now. (Mrs Hong, 

teacher). 

It increases every year […] When I came here in 2012, this situation had already 

happened. (Mrs. Tram, school principal). 

 

Although they understood that internal migration in this area of Vietnam is a common 

phenomenon, they still stressed that numbers had increased rapidly, and this situation was 

continuously leaving teaching staff in a vulnerable and difficult situation where they were 
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concerned about school infrastructure and queried whether the physical facilities and the 

human resources could actually meet demand. These themes are explored further below. 

6.3 School infrastructure  

6.3.1 Class size  

 

With the increase in the number of migrant children, it is understandable that the number 

of classes in four schools in this research has also increased year on year. The figures in 

Table 6.1 indicate the growth in the number of pupils and classes in the schools over the 

last five years.  

Table 6.1: Number of classes, teachers, and pupils of four schools participating in the 
research. 

 

School 
School year 

2014-2015 2015-2016 2016-2017 2017 – 2018 2018 -2019 

Trung 
Thanh 

Teachers 86 61 78 91 N/A 

Classes 64 48 57 70 76 

Pupils 2,919 2,250 2,698 3,301 3,513 

Full day 
schooling 
classes 

12 27 17 0 0 

Trung 
Dai 

Classes N/A N/A 40 51 66 

Pupils N/A N/A 1,866 2,418 3,087 

Full day 
schooling 
classes 

N/A N/A 40 51 14 
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Tan An 
3 

Classes N/A 37 41 N/A 63 

Pupils N/A 1,789 2038 N/A 2911 

Full day 
schooling 
classes 

N/A 37 41 N/A 43 

Thai An 

Classes 43 50 N/A 67 75 

Pupils 2082 2480 N/A 2941 3,668 

Full day 
schooling 
classes 

41 37 N/A 27 16 

 

Also of note in Table 6.1 is the fact that to cope with the increase in numbers, whilst the 

number of classes has increased, the number of children in full day schooling has 

decreased. This is because the schools have had to introduce a half day attendance policy 

to share out limited teaching resources and ensure that every child gets some education but 

for a reduced period of time each day. In order to better understand the anomalies regarding 

the number of pupils and classes in these schools, it is worth noting the Vietnamese 

regulations regarding the number of classes and pupils allowed in primary schools in 

Vietnam which mean that the reduction in the school day from a half day to a full day is 

not a breach of education related law and policy but is in line with and reflects the legal 

provisions available.  

For example, Article 17 of the Circular promulgating the Primary School Charter issued in 

2014 by the Ministry of Education and Training (MOET) stipulates that the number of 

pupils in each class must not exceed 35 pupils (MOET, 2015). In addition, the national 

standard for primary school design requirements states that a maximum number of classes 
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in primary school is 30 classes (Institute of Architecture, Urban and Rural Planning, 2011). 

These mean that each primary school can only have a maximum of 30 classes and a 

maximum of 35 pupils per class. In total this means that the maximum number of pupils in 

primary schools is 1050.  

However, in practice, the average number of pupils per class in Binh Duong in the academic 

year 2018-2019 was 41.6 pupils per class. Furthermore, for eight classes involved in this 

study, the average number of pupils per class was 49.1 pupils, much higher than the 

national standard (35 pupils), the whole country figure (30.5 pupils) and the province figure 

(41.6 pupils) (see Table 6.2).  

 
Table 6.2: Number of pupils in classes in the research study for academic year 2018-
2019). 

Schools  Class  Number of pupils of the class 

Trung Dai primary school 2A 52 

4A 50 

Trung Thanh primary school 2A 50 

4E 50 

Tan An 3 primary school 2A 47 

4B 47 

Thai An primary school 2F 47 

4A 50 
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In the school annual reports, the school with the least number of classes was 63 classes and 

the school with the least total number of pupils stood at 2911 pupils. These figures are 

significantly higher than the national standard and indicate overcrowding in these schools. 

Some of the responses of school staff to these challenging circumstances are outlined in 

the indicative interview excerpts below: 

The number of classrooms doesn’t change. But the number of classes is 

increasing. (Mrs. Hong, teacher).  

Based on the national standard, the school has 33 classrooms, reach the national 

standard… but now, we changed all functional rooms into classrooms, and so, 

we have 38 classrooms now. Our plan is changing the lunchroom into 

classrooms, too. (Mr. Nhat, school principal). 

The school was overloaded for the first school year. Due to the large number of 

migrants in this ward. (Mrs Lam, teacher). 

In general, at the beginning of the school year, quota for classes, for example, 

quota for first grade increases. For example, last year, we had 15 first grade 

classes, the following year was 18, 19 first grade classes, we had to reduce the 

number of full day schooling classes to get enough classrooms, not all classes 

are full day schooling classes. That is, at the beginning of this school history, the 

students were very few, so we offered 100% full day schooling classes, from 

grade 1 to grade 5. In the second year, number of full day schooling classes was 

reduced. By this year, all pupils at first and second grade have a full day 

schooling, some classes of third grade have full day schooling. (Mrs. Tho, school 

vice principal). 
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As mentioned above, the Vietnamese education related regulations stipulate that a primary 

school must have the following physical facilities: classrooms; funtional rooms; an office 

area; a canteen; and a parking area for pupils, teachers, and staff. Due to the stipulation 

regarding the maximum number of classrooms allowed in primary schools, some staff in 

some schools indicated that they have their own strategies to deal with the shortage of 

classrooms, as outlined in the interview excerpts below: 

About the facilities, we changed the functional rooms to classrooms. For 

example, when I first came to the new school, the construction site was assigned 

enough functional rooms. For example, music room, art room, informatics room, 

library, equipment room. There were many functional rooms. But due to the 

overload, the school had to change function of those rooms to become 

classrooms […] We have to re-order the room. For example, teacher’s room 

became library room. The library room, which was a very large room, was 

divided into two classrooms. That means we had two new classrooms. For half 

day schooling class, two rooms served for four classes. You see, four classes. 

The library, we used a different model. A mobile library, or green library, a 

mobile bookcase. The school still maintained reading places for students. Two 

teachers had responsibility to take books on the shelves with wheels. At recess, 

the girls pushed to the green library. The green library was decorated so 

beautiful. There were many tables and chairs, lots of cabinets, and chairs for 

students to read in a cool place. Playtime, e.g., take turns. Pupils of first grade 

are allowed to use the green library on Monday, second grade is on Tuesday. 

Divide shifts. (Mrs. Tho, school vice principal). 

If the number of pupils increases continuously, we must change the lunchroom 

into classrooms, or the district’s educational administrators need to move the 
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new pupils to other school. Now, we don’t have enough classrooms for new 

pupils. (Mr. Nhat, school principal). 

 

The schools are not able to expand their areas, therefore, they have their own solutions to 

solve the shortage of school facilities, as indicated in the following interview excerpt:  

The playground is green library, too. That corner is the school’s library. The 

librarians brought books there for the students to read during break time […] The 

school playground also has a playing schedule. Yes, scheduled by days. When 

pupils … at the school weekly meeting, the school will remind children about 

the day they are allowed to play in the playground … after a few week, children 

know which day they can play in the playground. (Mrs. Tho, school vice 

principal). 

Although these solutions are unique and creative, they are only temporary solutions that 

only partially solve the needs of pupils. The Green Library, for example, cannot be accessed 

in the rainy season and outdoor spaces are not accessible by all children all of the time. For 

both the library and the playground, children need to wait for their turns for a certain slot 

and cannot access these spaces every day or at any time of their choosing. 

 

Due to the large number of pupils in a class, some parents have complained that their 

children do not have enough space in the class as illustrated in the excerpts below: 

The desk is small. Then she puts her schoolbag on the chair, and she doesn’t 

have enough space to sit down. (Dan’s mother, worker, 35 years old) 
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The first one... I would say that the school… facilities are very terrible here. 

Tables, chairs, classrooms. Studying in very tight space […] The school facilities 

are not enough. The space is very tight. (Kieu’s mother, salesman, 32 years old). 

 

 

Picture 6.1 The Green Library  
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Picture 6.2: School playground  

 

 

 

In sum, the findings reveal that the four schools included in the study face enormous 

logistical challenges in delivering education to children because their facilities are not big 
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enough and there are not enough human resources to cope with the exponential increase in 

the numbers of children in schools caused as a result of migration. As a result, these schools 

have had to convert function rooms into classrooms and as noted in the next section, any 

outdoor space they have is also compromised by over demand.  

 

6.3.2 Classroom and playground size 

The findings above illustrate that schools are meeting the basic educational needs of 

children, but not at optimal levels because of constraints on physical and human resources. 

In one school some migrant parents were of the opinion that their children’s schools had 

good facilities and spaces: 

The school has a front yard, a backyard. There are a lot of trees. Unlike the 

nearby school, I had not yet entered but I found the playground too cramped. 

That school has just been built recently, there are not many trees. This school 

has a lot of trees. Such space is good. (Tien’s father, worker, 44 years old).  

For most children, however, the experience is one where the children have a desk and a 

chair and other basic learning tools, but the playground and other learning facilities are 

inadequate as indicated in the interview excerpts with teachers and principals below:  

Too hard. Because the number of pupils increases by multiplication, not by 

addition. The year ... right now there are seven classes at fourth grade ... 21 

classes at first grade now. It is nearly three times more. So how can the facilities 

meet the demand? (Mrs. Nga, teacher). 
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Based on the national standard, construction area and playground area don’t meet 

the standards. But to help students integrate, the school must have a way to deal 

with it, but according to regulations, it is not enough. (Mr. Nhat, school 

principal). 

 

Due to the lack of learning facilities, schools have limited access to some of their resources 

and their classes. For example, although all children are required to attend the Informatics 

class, schools have had to limit access and now only pupils demonstrating the best 

academic ability attend as outlined in the interview excerpts below:  

Like in the third grade, the teacher said that computers was not enough for all 

pupils. So only pupils who learn fast are allowed to study informatics class. For 

pupils like my son, it’s impossible. He can’t finish the lesson in class, how to 

study Informatics class. The same when he is in fourth grade. There is 

Informatics class in his timetable, but he isn’t allowed to study in that class. 

(Tri’s mother, worker, 39 years old). 

And now they don’t have enough computers for children. That means it is 

difficult for the children to absorb more. ’Ha's mother, 30 years old, worker). 

 

Access to other learning activities is also limited by classroom size and classrooms can be 

extremely crowded and cramped. The desks and chairs are so closely aligned, that pupils 

are unable to move easily among the desks or store their belongings. In some classrooms 

there are fifty children sitting in a class designed for thirty-five children, which causes some 

migrant parents’ concerns as noted in the interview excerpts below:  
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Then the class didn’t have enough light. I came to her class and saw her class 

was not bright enough. ’Ha's mother, 30 years old, worker). 

 

The first one... I would say that the school… facilities are very terrible here […] 

Tables, chairs, classrooms. Studying in very tight space […] The school facilities 

are not enough. The space is very tight. (Kieu’s mother, salesman, 32 years old). 

 

The desk is small. Then she puts her schoolbag on the chair, and she doesn’t 

have enough space to sit down. (Dan’s mother, worker, 35 years old). 

Therefore, the schools have to change functional rooms such as art rooms, music rooms, 

library, teachers’ rooms and so on into classrooms, as well as increase the class size: 

Of course, there is influence. Such crowded pupils make the area of the 

playground for pupils limited. Then their movement, doing exercise in the school 

yard is also difficult. Then, the canteen, there are too many pupils, it also affects 

the school ability to offer full day schooling for children. That is, there are no 

seats, so crowded, so tight. (Mrs. Tu, teacher). 

Overall, whilst the schools can claim to be delivering an education to migrant children, the 

quality of it is severely compromised because of limits to physical facilities and human 

resources. To adapt to the demand schools have implemented a half day attendance policy 

to rotate pupils’ attendance and spread the limited resource to as many children as possible. 

This change from full-day schooling to half-day schooling, is explored further in the 

following section. 
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6.4 The School Day 

6.4.1 Half day  

 

Research findings from interviews with the school principal and teachers reveal that a few 

years ago, the four schools offered full day schooling for all children at all grades. 

However, since the number of pupils has rapidly increased, the schools have to gradually 

reduce the number of full day schooling classes and increase the number of half day 

schooling classes as indicated in the interview excerpts below:  

Generally, we can’t offer a full school day anymore. Every year, the most difficult 

part of our job is preparing and forecasting the numbers of students enrolling at 

the first level, which is the first thing. The second is preparing the school facilities, 

I have to make sure all the children can access the school. Regarding the school 

teaching quality, it is very difficult. The school taught one session, but the number 

of students was large. For example, the standard for student numbers is defined as 

35 children per class, whilst class in this school has 48-50 students per class, the 

quality between one teacher caring for 35 children and one teacher caring for 48-

50 children will be different. Especially with half day schooling, it’s hard to have 

high teaching quality. Firstly, we need to control the numbers of children, the 

second is the preparation of facilities, and the third is how to control the quality 

of the school. (Mr. Nhat, school principal). 

The number of full day schooling classes has reduced every year. For example, in 

the first school year, there were 42 classes, in which 32 of them were full day 

schooling classes, 10 of them were half day schooling classes. Until now, the 

number of full day schooling classes is decreasing year after year. More half day 

schooling classes instead. (Mrs. Tho, school vice principal). 
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Picture 6.3 A full day schooling classroom 

 

 

 

 

 

 

 

 

 

 

 

In the interviews with the school administrators and the teachers they indicate that half day 

schooling has an impact on the teaching and learning quality of the school, as noted below: 

Here is a full day schooling class. 
Children must be at school before 6.50 
a.m. The morning classes will start from 
7.00 to 10.30 a.m. Then children will 
have lunch in lunchroom. After having 
lunch, they will take a nap for about two 
hours. All desks in class are 
multifunctional desks, which mean they 
are not only for children to study in the 
morning and the afternoon but also be 
transformed to places for children take a 
nap at noon. Children bring a pillow to 
lay on at noon nap. Afternoon classes 
will start from 1.45 p.m. to 4.10 p.m. 

For half day schooling, children will go 
to school from 7.00 a.m. to 11.00 a.m. or 
12.30 p.m. to 4.30 p.m.  
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When they study all day, their school academic achievement would be better than 

half day schooling. They would learn new lessons in the morning, and review the 

lessons in the afternoon, their academic achievement would be better. (Mrs Hong, 

teacher). 

Generally, for those children who study at school all day, they have more time to 

relax. They have more time to take a nap at noon. So that they can learn well in 

the afternoon. For those children who learn half day at school, if their parents can 

take care of them for the rest of the day, they can learn well at school. However, 

some parents don’t have enough care at home for their children. Their children go 

to school early, don’t have time to take a nap at school. So, they are tired when 

learning at school in the afternoon because they are not rested. It takes time for 

them to get familiar with that. (Mrs. Tu, teacher). 

 

Interviews with parents reveal that they generally understand the reason why the schools 

are not able to offer full day schooling for pupils: 

I think because there are too many pupils. So, it is not possible, there are not 

enough classrooms for children to study all day. (Thanh’s mother, worker, 35 

years old). 

 

The number of students is now too many. Many people from the Central and the 

North like us migrate here. The school is overloaded. Children used to allow to 

learn all day at school, but there are not enough classrooms, so the school has to 

cooperate with out-of-school childcare centres. Not because the school doesn’t 

want to offer full day schooling. The school wanted it, but they didn't have enough 

classrooms. So, the school hires outside centres to teach the children. But this is 
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the school’s activities, not teacher’s activities. (Hung’s mother, worker, 35 years 

old). 

 

However, despite this, some express their concern about the impact on their children of not 

attending school for full days, as noted in the excerpts below: 

 

If children just study at school half of the day, teachers have to teach in a limited 

time, and my son can’t understand. It’s difficult. Because there are so many students 

coming here now. Overloaded. In general, every parent wants their children to study 

at school all day. Teachers knew children’s learning ability clearly, so that teachers 

would support them easier (Tri’s mother, worker, 39 years old). 

 

For those who are workers like me, it's inconvenient. Because, for example, I have 

to work all day. It depends on the factories’ working hours. We ’don’t have time to 

pick our children up like that. But for example, if I have an hour and a half to pick 

up my kids, then the kids will mostly stay at home and watch television. (Hung’s 

mother, worker, 35 years old). 

 

As a result, some parents, with the economic means to do so, supplement their children’s 

statutory education with additional out-of-school lessons, a theme which is explored in 

further detail below. 

6.4.2 Extended day: out-of-school childcare service 
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As noted in the interview excerpt with a vice principal below, there is a lengthy process 

that has to be engaged with in order to gain access to out-of-school childcare because it is 

regulated by the educational authorities: 

If I (was a parent and) wanted to use childcare service, I would send an 

application to the main teacher. The main teacher then sends these applications 

to the school, asking for the school permission. When the teacher submits the 

applications, the school will collect all. For example, when 20 teachers send in 

all, the school gathers and sends the applications to the Education Department. 

And when the teacher submits the applications, they must enclose the physician's 

medical examination form. Then their teaching degree, and their address and the 

address of the childcare service. Where the children will be taken care of, the 

listing must be clearly listed. Then the school principal signed in these 

applications and gave them to the Education Department of this district. The 

Education Department will have a team. That team will go to all addresses to 

assess the facilities. For example, they will check the facilities such as lights, 

fans, lighting, and whether the classrooms have enough space, have enough 

toilets or not. Water for pupils to drink […] then how many pupils are in a class; 

the team was recorded in the minutes. The team will submit the minutes to the 

Head of Education Department. If eligible, the Board of Education's leadership 

will issue a decision to accept an out-of-school childcare. (Mrs. Tho, school vice 

principal). 

However, there is a concern that due to the large number of out-of-school childcare 

services, managing the quality of these can be challenging. The centres take care of children 

after school and also help children to do homework. In centres where there is cooperation 

with the school, a consistent approach to the ongoing education of the children involved is 

achievable because the centre understand and follow the content of the curriculum and its 
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method of delivery. They are also appraised on the strengths and weaknesses of various 

pupils. However, there remain concerns about the centres as expressed by a principal in an 

interview excerpt below: 

There are many centres around the school. The quality, of course, is not as good 

as our school, but it is a temporary solution to help parents to have a place to 

send their children after school. Normally, the main teachers in the classes 

cooperate with these centres. Or parents don’t need to send children to the main 

teacher. They can send their children to other centres. It is an urgent need. 

Therefore, the Department of Education has issued certificates for some centres 

after checking if these centres satisfy facilities, electricity, water standards and 

safety for children or not. If the centres satisfy all conditions, the Department 

of Education will issue a certificate for out-of-school childcare and review 

lessons rather than teach new lessons for children. Review lessons for children 

to deal with urgent situations during this difficult time. (Mr. Nhat, school 

principal). 

Out-of-school childcare services represent a temporary solution for the education of 

children whose full days at school have been curtailed due to resource issues in the face of 

exponential rises in the number of children attending the school. However not all children 

attend the out-of-school service provided by the school. Some go to unrelated out-of-school 

services, some children go to family relatives and some children stay at home alone. A 

related pressure is that some schools now have a shortage of teachers as explored in the 

next section.  

6.5 Teachers in the schools  
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Due to the significant difference in the growth rate in the number of pupils among schools 

in different areas in the province, a shortage of local teachers has occurred in the four 

schools involved in the research, as illustrated in the excerpt below: 

Last year the school didn’t have enough teachers. We needed at least more than ten 

teachers. They gave us six teachers, but those teachers weren’t accepted from the 

Department, but signed one-year contract with the District Education and Training 

Department. That was just a temporary solution. One year contract to deal with lack 

of teacher resources, but the quota for number of teachers in Thanh Binh town is 

1,000 people, but in fact there were 1,100 teachers already. It is surplus. So, we 

couldn’t sign more contracts with teachers. Because some educational positions in 

Binh Duong were not in the government plan. For example, in Binh Duong 

province, it is recommended that someone is in charge of universal education in the 

locality. But the Government payroll does not have that position. Then the data 

information, in charge of the computer room, in charge of the audio-visual room ... 

those positions will have a place in Binh Duong payroll. For example, some small 

schools only have one person in charge of the school equipment. However, Binh 

Duong government gave two officers for that position. So, when the Ministry of 

Internal Affairs checked, they didn’t allow that. That is, the guidance in the Circular 

specifies the titles that are required in primary schools, how many principals and 

vice presidents there are in a first-rate school. For example, in Thanh Binh, a first-

rate school has a principal and two vice principals. However, Binh Duong province 

at that time added one more vice principal to manage children who study all day at 

school. (Mrs. Tram, school principal). 

What the excerpts above illustrates is that at province level, educational administrators 

moved beyond the regulations of the Vietnamese Ministry of Education and Training to 

support schools with rapid growth in pupil populations. Nevertheless, these actions were 
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rejected at a higher level and and have inadvertently created a disadvantage for the schools 

in recruiting new teachers. Based on statistics, these schools have already recruited enough 

staff, however, in reality, they are short of teachers and not allowed to recruit more. The 

non-permanent solution used in these schools was that they signed a one-year contact with 

teachers and waited for a new regulation from the local educational administrators. The 

current problem in these schools is a mismatch between the real demands in schools with 

rapid pupil population growth and the general regulations of the country. 

Another issue with the teacher’s resources in these schools is the lack of specific skills and 

knowledge to work with large numbers of pupils and manage the demands of overpopulated 

classrooms, as well as deliver an educational experience that takes account of every child 

as a unique individual and that takes account of diversity and difference. When exploring 

the issue of bespoke training in interviews, teachers revealed that they had not heard of 

specific training and/or that they do not need to be trained to work with migrant children 

as indicated below: 

I haven’t heard about that before. If they have such trainings, it would be too 

good. The training here is mainly for group training. School after school, 

different topics. But training about migrant children, it seems they don’t have. If 

yes, it is good. (Mrs. Hoa, teacher). 

Some teachers, however, said that they already know how to work with migrant children: 

I think it is not necessary. To understand children and teach them, I will know 

after communicating with them and find out their weakness. Based on my 

teaching experience, I can teach pupils. Knowing what their weaknesses are, and 



 203 

how to support them. I will guide them, and they can do it. No need to be trained. 

Training sometimes ... just theory, but teachers need to practice. Speaking in 

theory only. Because teaching in practice is completely different. (Mrs. Tu, 

teacher). 

 

            Still other teachers said they have been trained to work with migrant children: 

For example, how to understand migrant children through teaching activities, 

through educational activities. How to teach them. Teachers have to be flexible 

in their teaching methods because migrant children come from other places study 

in a new school. Teachers have to be flexible, suggestive, and friendly. In 

general, with children, you are close to them, learning about their family 

circumstances, their feelings, aspirations, and you can teach them. (Mrs. Kim, 

teacher). 

Lastly, other teachers said that only new teachers needed to have extra training: 

Only for new teachers who have just graduated. But the old ones, they are used 

to it already. The School Board, along with the team leader and the deputy team 

leader, often observe, firstly, teach a class so that new teachers can observe to 

understand the school's teaching method. The second is that we observe new 

teachers when they are teaching in classes, then we give them some suggestions. 

(Mrs. Tram, school principal). 

Some teachers felt that they did not need training because there were no differences 

between migrant and non-migrant children and that indeed, there were more migrant than 

non-migrant children therefore they could not be called a special group as such: 
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Because migrant and non-migrant children are the same. Because most of pupils 

are immigrants. Most of them. Local pupils are very few. Migrant children 

dominate a very high rate. Mrs Lam, teacher). 

 

The results of interviews with teachers and principals indicate the challenges faced by the 

growth in pupil numbers caused by migration into the province over the last ten years, the 

attempts made to address the educational needs of migrant children and the views of 

teachers and principals regarding whether special training to improve teaching and learning 

quality is needed. This theme is explored further below. 

6.6 Teaching and learning quality  

Findings from the interviews with teachers reveal that whilst many do not think they need 

training, they do acknowledge that teaching and learning quality has been affected by the 

increases in pupil numbers as illustrated in the indicative excerpt below: 

Because there are many pupils in the class, I can’t take care of them all. So ... 

due to the large number of pupils, I cannot tutor each student individually. (Mrs 

Hong, teacher). 

 

The words most mentioned by teachers in their interviews when talking about class size 

included: “influence much” “affected”, “don’t have time”, “noisy” evidenced by further 

illustrative quotes are below: 
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If the classes are too crowded, I have to say out loud, because it is crowded, it 

is very noisy, primary students, they are not like secondary and high school 

students. Primary pupils don’t have a full awareness of school discipline. 

Therefore, firstly, teachers need to choose right method to communicate with 

pupils, watching them, carefully watching on their learning, so that children 

can gain good academic achievement. (Mrs Lam, teacher). 

It was packed with pupils, there was no way there. Too many students will be 

noisy and make a lot of noise. Mostly extreme negative effects on teachers 

only. (Ms. Lan, teacher). 

 

Too many pupils in classes can have a significant impact on teaching, particularly in some 

subjects which require high interaction teaching methods, such as English classes: 

It affects a lot. I have to organise many activities to attract them. However, I 

teach a lot of classes a day. So, in general, less active in teaching. Because of 

tiredness. Teaching, helping and occupying children so that they can 

understand the lesson. The time for giving lectures, and the time to practice 

speaking skill is more than the time I have to organise small activities or games, 

it is more limited. Time, for example, when learning vocabulary, children will 

practice reading a lot. Time to practice reading is more. Then the playing time 

is limited. (Mrs. Han, teacher). 

The change from full day schooling to half day schooling also has an impact on teaching 

and learning quality, as some teachers outlined in their interviews below: 

In a half day schooling class, the pupils’ learning ability will be not the same. 

Some children learn at the extra class with teachers, others don't learn. Some 
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children learn at some centres. So, pupils’ knowledge is not equal. (Ms. Lan, 

teacher). 

 

I would say a class that children study at school all day will be well organised. 

It’s easy for teaching, because teachers have more time, and our teaching will 

be more smoothly […]  I don’t have time to teach my pupils. They are too noisy 

in the class. It will be different when you come in a class that children study at 

school all day, right? […] It will be different in a class that children study at 

school half of the day. Even though children study all day. However, they have 

to move, the time they stay in one place was less. Children who study at school 

all day will be in one place, they don't have to move much. I have more time to 

manage the class, set up the class, not in hurry like in a class where children 

study at school half of the day. (Mrs. Han, teacher). 

These findings demonstrate that some teachers are concerned about learning time and the 

school timetable for children. In full day schooling, teachers have more time to deliver their 

classes, as well as helping children who have learning difficulties. In half day schooling, 

with extremely crowded classes, however, teachers don’t have enough time to explain the 

lessons, the children do not have the time to practice the exercises in class or ask questions 

or learn from others. Teachers, in response, give children more homework so that they can 

practice new knowledge at home. However, this means that children who struggle, children 

who do not get sufficient out-of-school support and/or home support, fall further and 

further behind. A further difficulty is those parents who are classed as in a high mobility 

status, which means that their children regularly change schools, and this has a significant 

impact on teachers teaching and children’s learning, as indicated in the interview excerpts 

below: 
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Then about the situation of immigrant students. Sometimes the business of their 

parents … if it is OK, the parents stay here long for their children to study. 

Sometimes migrant people move after a few months when their job is not good. 

People are ready to transfer schools for their children. So, for those immigrants, 

in general, sometimes they can stay here long. When their jobs aren’t good, 

they are willing to move. It’s difficult for teachers. Then some parents work 

overtime. For example, they come home at eight o'clock at night. Poor for those 

children. After school, they play near the school gate until 8 p.m. to wait their 

parents. (Mrs. Tho, school vice principal). 

It is difficult for us. That is, the class is very noisy. About children’s learning, 

I felt that it was more limited. It means that migrant children are not as good as 

children who have family here, have many relatives here, then people will have 

time to care for them more. As for migrant children here, the majority of them, 

not all of them, are active children, and few of them have responsibility with 

their learning. Some migrant children... can’t concentrating in studying, due to 

the influence of parents or people around them. And then a few of them are 

new migrants. Sometimes, they are from the South-West or the North and 

learned different textbooks in their hometown. There are places where children 

don't learn English. When children moved here, they felt strange with the 

English pronunciation. And the different accents. There are many problems. 

So, they can’t follow their classmates. (Mrs. Kim, teacher). 

In summary, this section has illustrated that the quality of teaching and learning in the 

schools involved in the research is partly influenced by the sudden increases in class size 

and pupils’ mobility. Next the school’s administration systems and whether they have 

specific policies for migrant children is explored.  
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 6.7 School policies  

The majority of school principals and teachers involved in the research indicated 

that their schools have no special policies for migrant children. They also do not 

distinguish migrant children and non-migrant children in their school, as indicated 

below: 

There is no special policy for migrant children: Generally, they are all treated 

the same. Here there is no distinction between migrant pupils and local pupils. 

In short, there is no distinction. Mrs Lam, teacher). 

Generally speaking, we try to support them as much as we can. Migrant 

children study here. When they study here, they are our pupils. No matter they 

are migrant or non-migrant, we treat them the same. Provide all social welfare 

services for all. (Ms. Lan, teacher). 

There are generic policies as indicated below: 

Generally, there are same policies in Thanh Binh town, in health care, social 

policies in all schools are organised to serve students well. For example, this 

year, the migrant children, or the local people who are in difficult 

circumstances, we also have a solution to take care of them. For example, 

through the movement to buy Spring Lottery, or the piggy bank movement, is 

to best support children to go to school. (Mr. Nhat, school principal). 

However, within schools, there is no discernment made between migrant and non-migrant 

children which means that the particular needs of some groups of migrant children might 
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be ignored. Beyond this, teachers, administrators, and school principals, as indicated 

earlier in this Chapter, know that children have a right to education, but face a dilemma 

between ensuring all children are able to access school, the school’s current resources, 

accurately predicting the intake for the next year and meeting children’s needs as 

indicated in the excerpt below: 

In the year 2008, the school met Level 1 of National Standard. Normally, after 

two or three years, if the school satisfied enough quantity, it would meet Level 

2. But the school couldn’t because the number of pupils was too large, endless. 

In the past, when this school opened, it offered a full school day. There were 35 

classes. But too many migrant children came, so crowded, we couldn’t offer full 

school day anymore, just half day schooling classes. It is now 70 classes. If we 

try to offer full school day, there is not enough room. Then the number of full 

school day classes was slowly decreasing. At first, pupils at grade 1, 2, 3 had 

half day schooling, grade 4, 5 still had a full school day, because those two grades 

learn a lot, but knowledge is difficult, so we kept full school day for grade 4 and 

5. But we could only offer full school day for them in some years. (Mrs. Kim, 

teacher). 

In Ly Thanh before, in order to meet the standard, the number of pupils must be 

shared to other schools. But now the number of pupils there has increased. 

Number of pupils of every school is increasing, no school decrease. Because the 

number of migrants has only increased (Mrs. Han, teacher). 

We must accept it. Must accept. Because if we keep the standards, we can't 

accept children to go to school. Now must address the real needs of parents. We 

don't try to keep the standard certification. (Mr. Nhat, school principal). 
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The school staff have their own ideas about how to deal with the influx of children to their 

schools as a result of migration. These ideas include building news classrooms and 

identifying areas where there are fewer children in schools and using those facilities more 

wisely:  

In my opinion, classrooms need to be built and well-equipped. We need more 

classrooms. We used to have English room, Art room. However, because of the 

increasing number of migrant pupils, these rooms have become classrooms (Mrs. 

Kim, teacher). 

Unless building new schools. Just building more schools, that’s the only way to 

reduce school overcrowding. As I told you, number of pupils kept increasing, 

now there is no more school, they have to put all pupils in present schools. 

Construction of schools are few, but pupils are many. So overcrowded schools 

keep going up. In Binh Duong, Tan An is a district that has numerous of migrant 

pupils. Whilst other places, such as Khanh An, has a smaller number of migrants. 

Because there were no companies or factories in that area, people don’t live 

there. That area is in Binh Duong but have fewer migrant people. A class has 

only about 35, 34 children. There are even classes with only about 29, 30 

children. Whilst here is very crowded. Here, Thanh Binh is crowded. (Ms. Lan, 

teacher). 

6.8 Summary and conclusions 

This Chapter has presented an overview of the school settings involved in this research. 

The increase in the number of children attending the schools (mainly due to the arrival of 

children and their families through internal migration) has had impacts on the school 

settings. Educating such a large number of children is really a challenge for these schools. 
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There are pressures on facilities, human resources, teaching and learning quality and 

relationships between schools and migrant parents, all of which can adversely affect the 

children’s educational achievement and attainment overall. More children at schools means 

the schools need more classrooms, more learning facilities, more teachers, and more space 

for children. However, the schools cannot build more classrooms or expand their school 

space every year. Consequently, space for children in classrooms and in school yard is 

narrower and cramped. The ratio of pupils per teacher is increased and put more pressure 

on teachers.  

In response, schools have adopted a number of strategies to mitigate against the worst 

impacts of these challenging circumstances including changing functional rooms such as 

art rooms, music rooms, library, teachers’ rooms into classrooms, increasing class sizes, 

dividing school days into two halves and rotating pupils, better use of out-of-school 

facilities and concerted attempts to reach out to migrant parents. It is acknowledged that 

these solutions whilst effective in the short term cannot be a long-term solution to a chronic 

and progressively worsening situation. Within this context the relationships between 

schools and parents with migrant parents is crucial and the next Chapter considers these in 

more detail.  
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Chapter Seven: The Interaction between the Exosystem, Macrosystem and the 

Microsystem. Relationships between Migration, Schools, and Parents. 

 

7.1 Introduction  

As has been highlighted in the previous two Chapters, understanding the migration 

histories of the parents, and the characteristics of the local schools’ form two important 

contexts which inform and shape the views and experiences of migrant children. A further 

important factor located within this broader context is the relationships between the parents 

and the schools. The strength and quality of these relationships is a further significant factor 

in understanding children’s own views and experiences. This Chapter focuses on parental-

school relationships. It begins by reminding the reader of the importance of ‘a better 

education’ as one driver underpinning migrant parents’ choice to move location before then 

moving onto to explore the quality and nature of the relationships between parents and 

schools.  

7.2 In search of a ‘better education’  

In exploring the reasons why internal migrants either move with their children or ensure 

that their children join them at a later stage, the research has confirmed other related 

research findings that educational conditions in the new destinations are an important ‘pull 

factor’ and have a real impact on parents’ decision-making. The research found that for 

those parents who migrate from less-developed areas to Binh Duong (which is perceived 
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to be a developed area), parents generally expressed the view that the ‘destination place’ 

and associated educational facilities were better than the place they had migrated from. 

However, the research also showed that for children who had migrated to Binh Duong from 

better developed areas, their parents were more likely to complain about the educational 

facilities. In the interview excerpt below, Ha’s mother, a worker, who migrated from Ho 

Chi Minh City (the biggest city in Vietnam) to Binh Duong province, demonstrates her 

frustration with the school facilities at the new destination: 

In the previous school, its facilities are very good […] There were only 32 pupils 

in a class […] In the previous school. That means the school is bigger. There are 

many classrooms, so they divide pupils into classes. There are many classrooms 

here, too, but the children of the workers are too many. […] Actually, I was not 

satisfied with this school. The school quality... the feeling when I went into the 

child's classroom ... I felt that it was not really clean. (Ha's mother, 30 years old, 

worker). 

7.3 School choice by parents  

In interviews with migrant parents, parents understanding about the schools that their 

children were going to study in was explored in order to better understand what factors 

have contributed to migrant parents’ decisions in choosing schools for their children. Some 

migrant parents in this study had given serious thought to which schools to send their 

children by researching information about the school’s quality and the distance from the 

school to their home or their workplace. This type of information was gathered before 
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applying to the schools. Some quotes from interviews with migrant parents below will give 

more detail: 

Because I think Trung Dai primary school is good. It’s near our home ... and 

convenient to take or pick up the child to that school […] Well, I just had few 

information about the school […] Because nearby our house, there are many 

children study at that school ... So, I asked their parents whether that school is 

good. They said it’s good. Besides that, teachers also care about the pupils. So 

helpful. (Thanh’s mother, worker, 35 years old). 

Generally, when I first came here ... I just came back to Binh Duong then; I didn't 

know which school was good. But most of my friends sent their children there. 

Then later I went to the school, and I could see its facilities were spacious, and 

then it was also comfortable to take the children to school or pick them up after 

school. The exit way is quite comfortable... (Binh' mother, officer). 

Because when I first came here, I did search, and also ... the people around here 

introduced me this school. After I visited this school, I could see that the school 

is also clean and spacious […] At that time, I did discuss with my husband. My 

husband decided to let our son study at this school. Because it’s near our rental 

house. Besides, the school is also clean and beautiful, so we felt pleased with 

this school (Hao's mother, worker, 35 years old). 

Other migrant parents indicated that they had no understanding of the schools and had no 

choice in choosing schools for their children. Indeed, the interviews revealed that for these 

parents, their children attended a school according to the arrangement made by the local 

Office of Education, as shown by excerpts below: 
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I don't have any information about the school. I just see many people have kids 

studying in Tan An 3-primary school, and the school is near my place. (Nga's 

mother, worker, 30 years old). 

 Studying in this school because it’s near my house, I didn’t search any 

information about the school. (Nghi's mother, do household, 42 years old). 

 

7.4 Parents’ views of the schools 

Some migrant parents participating in the research indicated that they were pleased with 

their children’s current schools stating that in general the educational facilities in the current 

schools were better than schools in their origin place of birth. Parents also indicated that 

they were pleased with their children’s teachers, as quoted below: 

Then my children can learn more things here. For example, here children learn 

English from first grade. In the countryside, children learn English at second or 

third grade. It’s a disadvantage for children ... And in the countryside, children 

don’t learn like here ... generally children in the countryside just learn for a half 

day. Here, if I go to work, I can let my child study all day. I think it is better for 

the children […] I will let the children continue to learn here (Thanh’s mother, 

worker, 35 years old). 

This school is better […] Because when my children come here to learn, they 

also know more. They know how to speak English when they study here […] 

Here, I also find it is cleaner than the countryside. In the countryside, you know, 

in the countryside, my son said he didn't dare to go to the toilet. (Khoi's mother, 

businessman). 
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It’s good. Ms. Lan is a good teacher. She cares everything ... like a mother. Very 

quick ... as well as something happens, she will call me immediately, not wait 

for the next day. If something happens, she will call parents immediately. She 

works hard. (Trinh’s father, salesman, 40 years old). 

However, some parents expressed concerns about the school facilities, in particular pupil 

overcrowding in the schools, as indicated in the excerpts below: 

There are trees around. Tables and chairs are good. Two pupils for one table. But 

there is something like this. It was too tight. The space between tables and tables 

is too narrow. But I cannot blame it. Pupils are too crowded, too many tables. 

But I can't blame it because pupils are too many (Hung’s mother, worker, 35 

years old). 

I think this school is okay. I was only worried until ... The facilities are not 

enough, they will ask my son to study at another place where is further than this 

school. Now normally it’s fine. There is nothing to complain about. (Binh' 

mother, officer). 

Currently I don’t have much experience with this school. Because I came here 

for only a year, I couldn't fully understand the situation here. But to talk about 

facilities, tables, and chairs, I can see it is okay. The process of teaching is also 

very good. But the space is very tight. Such schools and classrooms, the quality 

of its pupils can be also reduced, its pupils are also disadvantaged. (Kieu’s 

mother, saleswoman, 32 years old). 
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7.5 Parents’ views on their relationships with the schools  

In terms of the relationship between parents and schools, a number of migrant parents 

revealed that they kept in touch directly or indirectly with their children’s teachers. Some 

schools offered remote communication tools for parents to receive information about their 

children. However, parents have to pay for that service as noted in the interview excerpts 

below: 

If I find she loses her concentration on learning, I will contact the teacher - her 

main teacher, I rarely contact the school […] I attended all parent's meetings 

(Thanh’s mother, worker, 35 years old). 

I contact the teacher, for example, after a week, I contacted her teacher to know 

how she learned in the week. I call her once a week […] I paid 80,000 VND for 

that at the beginning of the academic year. For example, this message will be 

sent to parents every day. But this is only from the school. I can have no response. 

(Ha's mother, 30 years old, worker). 

I paid 70,000 VND to have the information about my son’s learning via 

messages. His teacher will text me if necessary. For example, if my son doesn’t 

learn the lessons by heart, or forgot his textbooks at home (Tri’s mother, worker, 

39 years old). 

The coordination is good. For example, if my child has any problem, the teacher 

will inform me and meet me privately. No problem. There is no problem. 

(Hung’s father, mechanic, 36 years old). 
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Parents confirmed that they did receive messages from the teachers and that they did 

understand the importance of cooperation between themselves and the schools in 

supporting children in their learning: 

The teacher has to remember that. Parents should help their children to study at 

home, not only based on the teacher’s responsibility. I have to support them 

home. Must remind children to study. Sometimes, if possible, I can teach them 

(Nghi's mother, do household, 42 years old). 

Some migrant parents revealed that although they understood the importance of working 

closely with the school that their child attended, in reality they had little contact with the 

school due to working overtime. In the interviews, some parents indicated that they could 

not attend the parent meetings held by the school because the timing of these conflicted 

with their working hours, as noted in the excerpt below: 

Generally, the school holds the meetings at the time I go to work […] There were 

two previous parent meetings ... one held on Monday, the other on the Saturday 

afternoon. I finish my work at 4 o'clock. How can I attend the meeting? (Trinh’s 

father, salesman, 40 years old). 

 

7.6 School staff’s views on their relationships with parents 

School staff understand the difficulties that migrants encounter: employment, finance, 

housing and social network. Migrant parents are surrounded by worries about work, money, 
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and accommodation, so they cannot have much time and energy to closely monitor their 

children's education, as seen below: 

People are always busy with economic issues, how to get money to pay for 

accommodation, pay for school fees ... so people don’t care about their children’s 

learning. People don’t place much priority on children's learning (Mrs Lam, 

teacher). 

The first is about housing. They have to stay in rented rooms, without stability. 

Sometimes they live in one place, and then they find that place is not suitable, 

and they move. Their job. The second is employment. Most of them are workers 

or running small businesses. Those are their troubles. So, their finance will not 

be as good as the people who have lived here, with stable careers (Mrs. Tram, 

school principal). 

From the perspective of the school staff, they indicated that the parents’ migration status, 

their occupations and their regional culture are the most important factors in determining 

the quality of the relationship between schools and migrant parents. Some teachers noted 

that because migrant parents worked long and unpredictable hours and had less access to 

wider family support, the twice-yearly parent meetings that usually happened, were less 

likely to occur as indicated below: 

Most of them (parents) are workers. As workers, they go to work at early 

morning and come home late. Not easy for teachers to meet the parents. Second, 

children just stay at home after school, nobody cares for them. It’s not good. Not 

only migrant children, but also local children, their parents usually go to work 

all day. For example, local parents, the husband goes to work, the wife stays at 
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home and has time to take care their children. But for migrant people, they go to 

work all day, don’t care much about their children (Ms. Lan, teacher). 

 

As indicated, the ways that schools actively keep in contact with parents is via notebook or 

the use of online and mobile devices. However, in their interviews some teachers noted that 

it was challenging to keep in contact with migrant parents using these methods as indicated 

below: 

At the beginning of the year, teachers asked for parents’ phone number. That is, 

at the beginning of the year, teachers always have to ask for parents' phone 

number and their home addresses. For example, if the child didn’t go to school 

for more than two days without permission, the teacher must visit their home to 

look for the reason. (Mrs. Nga, teacher). 

Generally, there is an electronic contact book. For example, if there is a problem, 

the teacher will contact directly. For a big and difficult problem, then it is the 

intervention of the School Board. Most of the main teachers contact the parents 

directly via electronic contact book. Text or have a phone call (Mrs. Nga, 

teacher). 

Sometimes when I call, they don't answer. They are busy or at work. After 

school, many parents work overtime (Mrs. Tu, teacher). 

Interviews with the school staff demonstrate that the school staff were aware of the reason 

why migrant parents cannot maintain the close relationship with schools. Migrant parents 

wish to do so, but they cannot, as seen below: 
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It doesn’t mean that parents don’t want to build relationship with schools, but 

because they have to work, work overtime. There are some parents working 

overtime until eight to nine o’clock in the evening, go to work in early morning. 

(Mrs. Nga, teacher). 

In general, the local people’s lives are better. They have good economic 

condition and children’s well-being. Their parents take them to school in the 

morning, pick up in the afternoon. Their parents are always with them. As 

migrant children, parents come here mainly to do business. People do not care 

much about their children. (Mrs. Kim, teacher). 

These difficulties establishing, maintaining, and nurturing positive relationships between 

schools and migrant parents add to the challenges already outlined and can further 

exacerbate difficulties. This has an impact on parents’ overall views of the education their 

children receive as explored above.  

7.7 School staff’s views about migrant children at their schools 

Inteviews with school staff reveal that they realise the disadvantages that migrant children 

encounter, compared to local children: 

Well, in general, there are a lot of differences. The first is that the family 

economy, their parents come here for financial reason, most of them are living 

in rented rooms. Children of the workers are economically limited. About the 

interest in children’s learning, some migrant parents do care. It is not because 

they are migrants that they don't care about their children’s learning. They do 

care, but they have difficulties in economic status. (Mrs. Tu, teacher). 
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Regarding their integration into the new schools, school staff indicated that aside from the 

first few days, children adapted quickly and well to their new environments as indicated 

below:  

In general, integration is very fast, about one week. One week for integration. 

But usually for those who have just moved, the school board usually go with 

them to class, introduce a new pupil to class, and then arrange a teacher to help 

them quickly integrate, so they don't have any difficulties. About one week, they 

integrate and study well […] In general, primary pupils are familiar within one 

or two weeks. Very sociable, nothing difficult. Now in modern society, children 

can integrate quickly. (Mr. Nhat, school principal). 

It takes two or three months for them to integrate. They make friends quickly. 

After one or two weeks, they will get used to making friends. (Mrs. Tu, teacher). 

For those who change school at the middle of the school year, if we say that they 

aren’t affected, it seems not true … it partly effect on their feelings. For example, 

going to a new school, not only children but also adults, they may feel shy. There 

are many new things for them. New teachers, new friends, new environment ... 

generally speaking, when children move to a new school, they need time to get 

familiar with it. For example, after one or two weeks. But it’s so quick for them 

integrate with new environment. New arrival with a lot of surprises, it only takes 

two weeks for them to get familiar with the new environment. (Mrs. Tho, school 

vice principal). 

Teachers expressed the view that school academic achievement of migrant children from 

the North of Vietnam seems better than children from the rest of Vietnam. This raises the 

question around teaching and learning quality among regions in Vietnam. However, a 
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child's performance in school may improve after some time after transition, particularly for 

those children who receive adequate attention from their parents about their schooling. 

Here are some quotes from interviews with teachers:  

 

Generally speaking, children from other schools … at the beginning, they can’t 

follow the way to study in this school. For example, Ngoc Lan, she didn’t learn 

English last year. Therefore, she has learned English badly in second grade. But 

first, her parents pay attention on her schooling, second, the English teacher 

spend more time with her. Therefore, she has good result in the final English 

test. (Mrs Hong, teacher). 

It depends on the children. Some children, especially those who move from the 

North, some children learn very well. But in the West and Central region, the 

children study very poorly. That’s my overview. Over many years, I have found 

that children who come from the North learn very well. Just few of them don’t 

learn well. And most of the children whose knowledge is still unstable are from 

the West and Central of the country. In the Centre, the children mainly are ethnic 

minorities, and in the West, the majority of children learned in a half school day, 

they stayed at home rest of the day to help their parents, without much 

concentration on their learning. Although their school record said their learning 

is good, but when I teach them, I will find out that the child is only learning at 

average level, even weak compared to their classmates. So, it’s not easy for 

teachers to teach those children. I wouldn’t say that all of them are bad, it’s up 

to each child. (Mrs. Nga, teacher). 

 

One typical characteristics of migrants, according to school staff, is the mobility nature of 

their lives. They can move their accommodation and their children’s school to find better 
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employment. Occupations and finance are the key factors that influence their migration 

decision: 

They work as workers, sometimes they can find a job, sometimes can’t. When they 

get themselves in trouble when they haven't worked in one month yet, they quit and 

find another job. As I said before, they move all the time. 

7.8 School staff’s views about educational issues and social issues relating migration 

School managers and teachers acknowledge the impacts of migration on society. They 

focus not only on the negative impacts of migration, but school staff also mention the 

contribution of migrants, as seen in the quotes below: 

In general, I thank immigrants for their contribution to our development. People 

come a lot, people live here, people also create opportunities for local people here. 

For example, in the past, local people are farmers, or run small business. When 

immigrants come, we don't do these jobs anymore. But we build rooms for rent. 

We are the boss (laugh) ... then we run business at home. In the past, we work in 

farming, now we built about 2, 3 dozen rooms for rent. We can earn money from 

them (Mrs. Kim, teacher). 

Then the migrants moved in, staying in rented rooms. They come here to work for 

this province, this district. And those workers are of reproductive age. That ... in 

the reproductive age, every couple coming here to work have at least two or three 

children. The number of schools is limited, but the population is increasing every 

day. Therefore, schools are overcrowding (Mrs. Tho, school vice principal). 
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The school staff have witnessed the societal changes due to migration: overcrowded 

hospitals, crowded schools, housing problems, and small business development. The 

quotes below will give more detail: 

When the population is increasing, business will develop, too. They come here 

and establish new markets. Private markets. They establish new markets by 

themselves. Not many people are local people. In the past, you have to go a far 

distance to find a market. It was tiring to go to market. Now, market everywhere. 

Stores, stores everywhere. Everywhere has stores. Go along the big road, can 

you see? Stores everywhere. Busy business. Markets, there are so many private 

markets. Go out and you can find a market, very short distance to find a market 

(Mrs Hong, teacher). 

Highly increase. For example, overcrowded hospitals, overloaded schools. Then 

the house is overloaded, too. Well ... in Binh Duong, like my school, tries to 

provide all conditions for children. About overload school, we have to try our 

best, can’t do more. (Ms. Lan, teacher). 

Regarding educational issues related to migration, school managers and teachers explain 

that the increase in the number of migrant children in schools every year is because of the 

economic development and the characteristics of migrants in their areas, as excerpts below 

show: 

As I told you, due to the development of Binh Duong. Binh Duong itself is 

growing more and more. As a result, many migrants come here to work. Then, 

they have wanted to live here for a long time and started moving their children 

here. Here, their children can have better education from parents and schools, 
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and that’s why the number of migrant children is highly increasing (Ms. Lan, 

teacher). 

Then the migrants moved in, staying in rented rooms. They come here to work 

for this province, this district. And those workers are of reproductive age. That 

... in the reproductive age, every couple coming here to work have at least two 

or three children. The number of schools is limited, but the population is 

increasing every day. Therefore, schools are overcrowding (Mrs. Tho, school 

vice principal). 

Educational system in Binh Duong has changed to adapt to its new situation. At the 

begining of the migration trend, migrant children might have had some obstacles in 

accessing education, due to the fact that local children are given priority to enroll first, 

followed by immigrant children. However, this has been met with disapproval from 

migrants, who believe they have also contributed to local economic development. 

Therefore, their children must also be treated equally as local people. As a result, the 

schools changed their policy in recuiting pupils. The quotes below will give more detail: 

In the past […] I can’t remember, long time ago […] At first, we recruited 

children who have permanent household register first, then temporary household 

register. Then, we found there was something not right. Migrant people were so 

angry. But we just wanted to control the school enrolment. That was what 

happened with the previous school principal. Then, parents didn’t agree. They 

came and complained with the People’s Committee of this ward. Finally, the 

People’s Committee of this ward decided that all children will be accepted to 

study in this school. (Mrs Hong, teacher). 
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But for education, when the children go to school, those who have permanent 

residence, they say they are here, they contribute to the locality, why not give 

priority to their children. As for people from other places migrate here, they said 

they distribute for Binh Duong’s wealthy, why not give priority to them? 

Therefore, everyone has their own reasons. Their opinions are also plausible. As 

a result, schools in Thanh Binh treat them fairly. (Mrs. Tram, school principal). 

The school also changed the policies to receive children in the middle of the academic year 

or the middle of the primary level. Nevertheless, they were forced to stop accepting new 

transfer pupils from other schools due to overcrowding. Children can transfer another 

school, but are not allowed to transfer in, as the excerpt below shows: 

We used to receive new pupils from other places in the past, when the number 

of pupils in this school are still not too crowded. But this year, so many pupils 

in this school, don’t have enough classroom for them. Therefore, we just receive 

few. We seldom receive new pupils, just one or two pupils for this year. Those 

cases have parents living here. For example, parents have come and lived here, 

but their children still live in their hometown. The children have to follow their 

parents, because no one to take care them in their hometown, we need to receive 

those children. Normally we receive those children. Just some special cases. 

(Mrs Hong, teacher). 

Although the educators in the schools involved in this research study acknowledged 

migration trend in their regions and have had some solutions to address the new educational 

issues related to migration, they understand that more actions need to be done for the best 

interest of migrant children. For example, more new schools are needed, however, the local 

government is not able to build the required number of schools every year, due to financial 
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and land constraints. The quotes from interviews with school staff below will give more 

detail: 

Then it keeps overloading. Overcrowded more and more. Can’t reduce. Because 

this area is near industrial parks. Currently, there are a lot of immigrants. The 

school and classes don’t increase, whilst students increase every year. That's why 

the number of students is overloaded every year (Mrs. Tho, school vice 

principal). 

You know, if you want to build a new school, you have to mobilize citizens to 

donate their land to the new school. Nearby is a cemetery. They move part of the 

cemetery. Nearby is citizen area, their land should be paid for reasonably […] 

To build a new school, we don’t have much money to pay for the land. Therefore, 

some people are aware that it is in the social benefit, children’s interest, they 

agree to move. But some people don’t agree. It’s difficult. I heard that the local 

government is compensating citizens financially and moving cemetery so that a 

new school can be built. According to the timeline, it will be quick, within one 

year. Then waiting for the bidding, choose the contractor, it’s messy. It’s not … 

still waiting for the People’s Committees of this province, this district. Long 

process … should have to wait. Don’t know when. (Mrs Hong, teacher). 

7.9 Summary and Conclusions 

This Chapter demonstrates the strong interaction between the exosystem, macrosystem and 

the microsystem. This interaction can be show in the diagram below: 
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Chapter, the relationships between parents and schools have been explored.  What can be 

seen is that children’s own views and experiences are contextual, situated, and nested 

within these wider social structural issues and influences as denoted by the levels of the 

exosystem (economic and political drivers leading to internal migration), the macrosystem 

(schools) and the microsystem (the family). Children’s own views and perspectives cannot 

be seen in isolation from the context in which they are articulated and through which the 

lived experiences take place. Whilst children’s right to education is indisputable and 

defined within a clear legally binding framework, their lived experience of their education 

rights is contingent and contextual. This provides the context for exploring children’s own 

experiences in the next Chapter.  
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Chapter Eight: The individual level. Migrant children’s views, experiences and 

achievements 

 

8.1 Introduction 

This Chapter focuses on the migrant children’s experiences and views of their schooling 

and their achievements. Given the number of children involved in the study (21 in total), it 

is not possible to do justice to all of their detailed views and experiences. The Chapter 

therefore presents indicative views which reflect the wider comments of the group of 

children. To assist the reader in getting to know the children, the Chapter begins with four 

case studies, which comprise the anonymised lives of four of the Vietnamese children from 

different backgrounds who were involved in the study. The focus of the Chapter is to 

capture children’s views before and after migration and within this there is a focus on 

school enrolment, first impressions at the new schools, relationships with friends and 

teachers, the school curriculum, teaching methods, school academic achievement, activities 

at school and after school, self-study, parents’ involvement in children’s schooling, and 

children’s satisfaction with their current schools.  
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8.2 Four case studies  

As indicated, 21 children were involved in the research. Each child’s life is unique, and 

their views and experiences are also unique. It is a challenge to represent this complexity 

within the thesis and therefore four case studies have been chosen to provide the reader 

with a level of detail so that the lives of the children can be better appreciated. The case 

studies were chosen to represent gender (two girls and two boys), age (two children aged 

8 years and two children aged 10 years), their places of origin (one is from the North, one 

is from the Central and one is from the South of Vietnam), parents’ background and type 

of current accommodation (two children live in their parents’ own houses and two children 

live in rented rooms). The case studies begin with Thanh who is an eight-year-old female.  

8.2.1 Thanh, female, grade 2 
 

Thanh is in second grade. She is from the Central of Vietnam and migrated to Binh Duong 

province when she was five years old. At the present, she lives with her parents, her one-

year-old brother, and her grandmother. Thanh’s day starts at around six o’clock in the 

morning with breakfast at home comprising cookies, porridge, and milk. At 7 a.m. Thanh 

is dropped off at her teacher’s house by her mother so that Thanh’s mother can start work. 

Thanh studies with other classmates at the teacher’s home before having lunch, taking a 

nap, and then being taken to the school building by the teacher at midday. From 12.30 to 

4.20 p.m. Thanh spends the afternoon in school. She is then collected by her mother and 

taken home having dinner at half past five in the afternoon. She has a break before 

beginning homework at 7 p.m. and finishing at 8:30 p.m. or 9.00 p.m. (and sometimes 
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homework doesn’t finish until 10 p.m.). If Thanh finishes her homework early, she will go 

and play with neighbours nearby. She is normally in bed for 9.00 to 9.30 p.m. Thanh goes 

to school from Monday to Friday; however, her parents also work on Saturday. Therefore, 

Thanh goes to another out-of-school childcare service from 6.30 a.m. to 4.30 p.m. on 

Saturday. At the childcare centre, she learns English. Sunday is a day off for Thanh and her 

family when all members of the family stay at home together before the upcoming new 

week. 

8.2.2 Hung, male, grade 4 
 

Hung is a 10-year-old boy in fourth grade. He was born in his mother’s place of birth in 

the Central area of Vietnam and moved many times between Binh Duong and his parents’ 

place of birth. Currently, he lives with his parents and his younger brother. Hung wakes up 

at 5.30 or 6.00 a.m. and jogs around the house for 15 minutes every weekday. His mother 

cooks breakfast for the family. After breakfast, his father takes him and his younger brother 

to school at 6.30 a.m. Normally, the younger brother studies at the childcare centre in the 

morning, however, the center is not near the school. He studied at first grade and his class 

finishes at 4.20 or 4.30 p.m. Hung’s class finishes at 4.45 p.m. At 4.30 p.m., his father 

arrives to pick the younger child up and waits for Hung. Although supposed to arrive on 

time, Hung’s father often does not arrive until around 5:15 p.m. to 5:20 p.m. because of 

severe traffic jams on the way to the school and congestion caused by large numbers of 

pupils all leaving at a similar time. On arrival home and if by 6 p.m. Hung’s mother has 

not arrived home, Hung will cook rice, or the father will do it. The family eat dinner at 7 
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p.m. or 7.30 p.m. and then Hung does homework at nearly 8 p.m. with bedtime at 9.30 p.m. 

If Hung and his younger brother haven’t finished their homework or make mistakes with 

their homework, they are punished and made to repeat their homework again, until 10 p.m.  

Hung’s mother gets up at five or half past five in the morning, and that she normally cooks 

breakfast but that Hung can do this himself. He can cook fried eggs, on a gas stove that he 

knows how to use. Hung’s mother goes to work by 7 a.m. She has bought a normal 

cellphone for her children, so that she can contact them when they are at home alone. Hung 

helps with taking clothes out of the washing machine and drying them if his mother has 

left them in the machine. He also cleans the floor after they finish their breakfast. She uses 

the cellphone to remind them as she worries that they may forget.  Hung’s father sometimes 

works near home and comes home for lunch to check that all is OK, has his lunch, watches 

a film, and then goes back to work. Hung has usually already cooked the rice for lunch.  

8.2.3 Tien, female, grade 2 

 
 

Tien is eight years old and in second grade. She was born in Binh Duong. She spent one 

year in first grade in her parents’ place of birth in the North of Vietnam. Tien currently 

lives with her grandmother, her parents, and her younger brother in a rented room in Binh 

Duong province. In the morning, she wakes up before 6 a.m. and has breakfast at home. 

Her father buys breakfast at the food store, or cooks something for breakfast, she does not 

have breakfast at school. Tien’s father takes her to school at 6.30 a.m. Tien has a full day 

schooling, starting at 7.00 a.m. and finishing at 4.10 p.m. After school, her parents are still 
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at work and cannot pick her up, therefore, they hire a scooter taxi driver to pick Tien up. 

Tien stays at home with her grandmother and her younger brother. Three times per week, 

after having dinner, she attends extra classes in her teacher’s house. Her father comes home 

from work to take her to extra classes, then he goes back to the factory again to work 

overtime. On the days where Tien doesn’t need to attend extra classes, her mother helps 

Tien study at home. If there is something she doesn’t understand, Tien will ask her parents. 

Tien goes to bed between 9:30 p.m. to 10.00 p.m. Luckier than other migrant children who 

have to stay at home alone at weekends, Tien stays at home with her grandmother and her 

younger brother. 

8.2.4 Khanh, male, grade 4 
 

Khanh’s parents divorced when he was in first grade. He currently is in fourth grade and 

lives with his grandparents and two aunts in a rented house. His grandparents and parents 

are from the South of Vietnam. On weekdays, Khanh wakes up at 6 o’clock. He has half 

day schooling in the afternoon, therefore, like many other children, his father sends him to 

an out-of-school childcare service centre in the morning. For breakfast, on the way to taking 

Khanh to go to the childcare centre, his grandfather brings a noodle box for Khanh. Khanh 

is looked after in the morning at the childcare centre, as well as doing homework there. 

After having lunch at the centre, the centre’s bus will take Khanh and other children to 

school. Khanh will take a nap in class before studying in the afternoon. The childcare centre 

has cooperated with the school to allow children learning in the centre to take a nap their 
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class in the morning, after another class finishes their teaching at 10.30 a.m. in the same 

classroom. 

After school, one of Khanh’s extended family members (father, grandfather, aunts, and his 

aunt’s husband and/or whoever has free time) will come and pick him up from school. In 

the evening, Khanh seldom studies at home. His grandmother sometimes asks him to do 

homework, but mostly Khanh finishes his homework at the out-of-school childcare centre. 

Khanh spends the evening playing and watching television before going to bed around 10 

p.m. Other members in his family do not have time to take care of him. 

Like other children, Khanh goes to school from Monday to Friday whilst his grandparents 

and his aunts go to work until Saturday. Sometimes, his grandfather finishes work and stays 

at home with him on Saturday morning and goes to work again in the afternoon. If there is 

no-one free, Khanh is at home alone (not uncommon for children of this age because of 

their parents’ work commitments). In preparation for being left home alone, his mother 

prepares lunch, locks the door, and says goodbye. In this time alone, Khanh plays games 

or watches television at home. If there is something wrong, he will call his grandparents or 

his father. Khanh does not go to any extra classes at weekends, but he goes to martial arts 

class three days per week after school. 
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8.2.5 Overall themes from the four case studies  

 

The four cases above provide a multidimensional picture regarding a typical day for a 

migrant child. The themes emerging from the case studies include households with parents 

and/or that are intergenerational and where long working hours for parents mean that 

children, when not at school, are looked after in organised childcare or left at home alone. 

It is expected and therefore the norm that children contribute to the running of the 

household by cooking and cleaning. All families featured above place a significant 

emphasis on education and children, aside from spending long hours in schools and out of 

school facilities are also expected to be involved in extended hours of homework 

completion. The sections below provide further detail regarding the school experiences and 

academic achievement of migrant children involved in this study. To assist in further 

contextualising the views, children were asked about their school experiences and 

achievement before and after migrating. It is to this that the Chapter now turns. 

8.3 School experiences and achievement before migrating 

As indicated in Chapter Four, more than half of the children in the research had migrated 

before they entered primary school. However, there are also 12 of the 21 children who 

migrated and changed school in the middle of their time at primary school, and they have 

memories of school experiences before and after migration. This section is a brief summary 

of the experiences of children about their schools before they migrated.  
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8.3.1 Friends and teachers 

Reflecting on their memories of friends and teachers in their schools before they migrated, 

children expressed very positive views and had good memories with their classmates and 

teachers, as indicated below: 

I think Tran Nhat Le school was more fun […] because of the teacher … She 

had sense of humour […] generally, I like that school rather than this school […] 

I had many friends in third grade, but they don’t make me as happy as here. (Vy, 

girl, grade 4). 

Then, in the previous school, the teachers are also softer. And here, the class is 

so crowded, the teacher has to scold. He said the teachers here often scold, very 

often. (Ha's mother, 30 years old, worker). 

I felt happy when I studied in my hometown. They played with me, didn’t bully 

me. (Nga, girl, grade 4). 

There were more than forty classmates in my class, but it was fun … here, my 

class has fifty pupils […] I had many friends in third grade, but they don’t make 

me as happy as here […] Sometimes I would like to study in my previous school. 

But I can’t. It was more fun there. Although I have more friends here, but I don’t 

know why I prefer my previous school than here (Vy, girl, grade 4). 

However, some children revealed challenges especially if they were born in the ‘destination 

place’ but returned to the area where their own parents had grown up. Tri, a 10-year-old 

boy, returned to his mother’s place of birth when he was six to study first grade but because:  
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My teachers couldn’t support me in my hometown […] Because in my 

hometown… my friends teased me. (Tri, boy, grade 4). 

The mother gave the boy permission to return to his destination area to live and study from 

second grade onwards. It is understandable that for those who were born in their parents’ 

place of birth, lived, and studied there before migrating to the ‘destination place’, they have 

positive memories of their friends and teachers in their previous school settings. The longer 

they spend living in a certain place, the greater impression children have at that place. 

8.3.2 School curriculum, teaching methods and school academic achievement 

As mentioned earlier in the thesis, the school curriculum at primary school level in Vietnam 

is mainly the same in all public schools, except for some optional subjects such as English 

and Informatics. Therefore, this section aims to explore the experiences of children around 

the school curriculum, teaching methods and academic achievements before they migrate. 

The results from interviews with children reveal that there are a variety of different 

experiences of children in teaching methods and school academic achievement. Some 

children had trouble in subjects that they had not learned in their previous schools. For 

example, the delivery of English and Informatics teaching as subjects at primary schools 

differs among provinces over the country, due to the difference in facilities and teacher 

resources of each school. In the countryside, children normally learn English at Grade 3 

and Informatics at Grade 6, whereas in cities or developed regions, children learn English 

at first grade and Informatics at Grade 3. Differences in the delivery of the core curriculum 
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in different provinces means that some children face challenges as indicated in the excerpts 

below: 

There hasn’t been Informatics class in my hometown. The school in my 

hometown hasn’t had a playground like this school. There was a forest behind 

the school in my hometown (Nguyet, girl, grade 4). 

In my hometown, they focus on Maths and Vietnamese. At third grade, they 

have English as a subject. Here … in my hometown, there are four subjects in 

the curriculum, but in here, it’s different, there are six subjects (Nguyet, girl, 

grade 4). 

Regarding school academic achievement, some children said that their learning 

achievement in the previous school is better or unchanged whilst others indicated that their 

academic attainment was worse, compared to the current schools. Here are some quotes 

from interviews with children and parents: 

I had good handwriting when I studied in my hometown. (Tien, girl, grade 2). 

 

It looks like in my hometown, there is only a day off […] It’s easier than here 
(Lien, girl, grade 2). 

 

He learned better when he was in the countryside. But in general, going to school 
is also much more expensive than in my hometown (Khoi's mother, 
businesswoman). 
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I didn’t learn well at third grade. I got nine marks at first and second grade. And 
the fourth grade is different. (Hao, boy, grade 4). 

 

Her study in our hometown was the same, in general ... as my mom said, my 
child’s life only with her grandmother. Grandma took her to extra classes. All 
problems about ... she studied her first grade comfortably but not well. Her 
instincts. (Tien’s father, worker, 44 years old). 

 

I am sorry, talking about his third-grade teacher, her teaching method was a little 
bit difficult to understand. Then without tutor. Well, he said the previous teacher 
was quite strict, not friendly (Hao's mother, worker, 35 years old). 

 

8.3.3 Full day schooling and half day schooling 
 

Some parents and children indicated that children have half day schooling in their 

hometown. They go to school half of the day and stay at home or attend extra classes the 

rest of the day. Unlike children in cities or busy areas, where parents go to work all day 

and nobody is at home to look after the children after school, children in the country do not 

have lunch or take a nap at school. Some quotes from interviews with parents or children 

with the researchers below will give more detail: 

In my hometown, children had a half school day class, then parents would pick 

the child up. Or whole day… learning at school in the morning, then go home to 

have lunch. After lunch, parent will take the child to go to school again, it’s 

nearby (Kha's grandmother, worker, 52 years old). 
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He studied all day in my hometown. When he moved here, he’s just studied in a 

half school day class […] He studied all day in my hometown. He went to school 

in the morning, then came home to have lunch. Then he continued to go to school 

in the afternoon (Nghi's mother, homemaker, 42 years old). 

As indicated in the previous Chapters, if children return their parents’ hometown to live 

and study, they normally live in their extended family, which includes grandparents, uncles, 

or aunts. In the countryside, there is someone at home to pick up the children after school, 

therefore, even though children have full day schooling, they normally go to school in the 

morning, come home to have lunch and take a nap before going to school again in the 

afternoon. Children who move to the destination areas (Binh Duong province) experience 

a totally different schooling experience, which is described in detail in the following 

sections of this Chapter. 

8.3.4 Impressions about previous schools 

Children who previously lived in the countryside highlighted big differences in school 

facilities between schools in the countryside and their current schools, as seen in excerpts 

below: 

In my hometown, there was a whole school yard. There weren’t corridors, just 

trees. (Khanh, boy, grade 4). 

I felt happy when I studied in my hometown. They played with me, didn’t bully 

me (Nga, girl, grade 4). 
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And there were many friends there. There weren’t any snacks there. (Binh, boy, 

grade 2). 

He (the first child) usually asks to return and study in our hometown […] The 

little girl doesn't ask. Both of them stayed in their teacher’s house since they 

were young. He loves his grandmother so much, loves his school, his teacher in 

our hometown. Closer than here. Everything is strange here (Trinh's mother, 

homemaker, 36 years old). 

8.4 School experiences and achievement after migrating 

8.4.1 School enrolment  

As indicated earlier in the thesis when describing the Vietnamese education system, it is 

easy for children to access schools anywhere as long as they have household registration. 

For children who change location, they have a temporary resident registration in their 

‘destination place’, which can cause obstacles when applying for a place in primary school. 

However, in this study parents indicated that the registration of their child at a new school 

was relatively straightforward as indicated below:  

It was simple. I asked for the introduction letter from the new school here, that 

was the recommendation letter. Then I withdrew my child’s school documents 

from the previous school and submitted it to the new school. (Dan’s mother, 

worker, 35 years old). 

In the interviews, a number of parents expressed the view that the enrolment process for 

their children to study in schools was “simple”, “easy”, “not difficult”. However, some 
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schools required that children must stay in the area at least six months before being able to 

study at the schools:  

It’s easier for my children to access school than others. But if I came here as late as 

the others, my children couldn’t study in this school […] because they just accept 

the temporary resident registration in a year. Six months to one year. As for my 

temporary residence registration, it has been in Binh Duong before, so it is still 

convenient for the children (Trinh’s father, salesman, 40 years old). 

Even though the school enrolment process is simple, some parents do not have time to 

apply to the schools for their children by themselves, but use a service to help them do so, 

as the excerpt below indicates:  

My husband … generally speaking … hired a guy to complete the process. He 

didn’t do it by himself. There is a service. We pay money and that guy will do 

everything for us […] Don’t have time to do it. We just give that guy documents 

and he will do it for you. We pay money and everything will be done. (parent). 

In other cases, some parents indicated that it was hard for their children to be accepted into 

the new current schools. They indicated that they needed help from their relatives in the 

current living area, as quoted below: 

It is also very difficult. In general, I applied for a few schools before this school 

accepted him to study here […] Some people say that this school doesn’t want 

to receive newcomers, because the number of pupils here is overcrowded. I can't 

apply for him to study at school all day. That's too many pupils or something like 

that […] When I moved to the school, I applied for my children to study 
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immediately, so it was difficult to have a document […] Because of the 

temporary residence registration. Normally, the school only accepts children 

those who have stayed here for two or three years or something like that. Auntie 

Hai said so, I didn’t apply by myself. She applied to Bac Chau primary school, 

but they didn’t accept. Then she asked somewhere else, and then they showed 

me this school nearby […] It’s difficult. I told you the truth, as I have relatives 

here, my mother-in-law and my sister-in-law help me to send my children to 

school. But if only me, renting a house and going to work to raise children to 

school at the same time, I probably can't do it (Khoi's mother, businesswoman).  

Generally, the process for children changing schools or attend in schools the destination 

area was quite simple and possible for most children. Some parents reported issues with 

submitting the equivalent, relevant documents to the new schools, however, they reported 

that these documents were finally accepted.  

8.4.2 First impression and integration at new schools 

Recalling memories of their first day at the new schools, some children were eager and 

excited, stating, ‘I was happy. I didn't feel scared.’ (Thanh, girl, grade 2). However, some 

children had more negative experiences saying that they cried and felt strange, isolation or 

even discriminated against, as indicated in the excerpts below: 

My first day… (hesitate) It was something wrong with my first day […] Nobody 
talked to me. Few classmates talked to me. Those guys talked to me first. (Thai, 
boy, grade 2). 

Because I wasn’t familiar with this school. I cried. I cried and then I ran home. 
(Trinh, girl, grade 2). 
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I didn’t know anyone. I sat alone. Nobody played with me. They didn’t know 
who I am (Ha, girl, grade 4). 

I was so embarrassed. I was very shy when I entered the classroom (Tri, boy, 
grade 4). 

I felt scared. Because I felt … my classmates … I’m from the countryside. My 
classmates bully me. Sometimes they hit me, too. They asked me: “What’s your 
name? Where are you from, and….”. Not many classmates came and asked me. 
They asked and went. (Nga, girl, grade 4). 

In interviews with migrant parents, a great number of them expressed that their children 

were well integrated with the new schools after few days. They only felt strange during 

the first few days, then found it easy to make friends and adapted well to the new 

environment: 

Well, they felt strange at the first day, the first two days. Crying on the first day. 

It’s strange, and they missed their hometown. Only one day. Then going to 

school in the following day as normal. (Trinh’s father, salesman, 40 years old). 

She has many difficulties. It means that in the first month, she has not integrated 

with her new friends and teachers […] Her first month at the new school 

generally was very difficult […] The different in teaching between two schools, 

she asked to return the previous school to study. (Ha's mother, 30 years old, 

worker). 

8.4.3 School curriculum and teaching methods 

There is variation in the curriculums in different schools in different regions. Children who 

change school from province to province face the most challenges as outlined by Hao's 
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mother, a worker, who shared her worries about the problem her son experienced when 

changing to the current school, as quoted below: 

In general, there was a problem that I also told the homeroom teacher, because 

in Ngoc Dai, my son wouldn’t learn Informatics until he’s in sixth grade and 

above. Here, pupils learn Informatics from the third grade. They have already 

studied since third grade. My son transferred here when he was at the fourth 

grade. He was confused, did not know how to use a computer, did not know how 

to study at all. So, I came and met the teacher the following day. I said: “Teacher, 

please tell the teacher who teaches Informatics that my child hasn’t studied 

Informatics before”. Then she promised she would definitely do so. Well, I went 

home but still was so worried, so, I said… we didn’t have a computer. So, I asked 

if my son practice to type on the smartphone or not, but he said no (Hao's mother, 

worker, 35 years old). 

 

Hao’s mother gets involved with her son’s schooling and immediately found a suitable 

solution for her son. Nevertheless, some parents even do not recognise which subjects that 

their children have not learned in the previous school. Teachers are the one who discover 

this gap when checking the school record of new incoming pupils. Subject teachers must 

pay more attention to these pupils in class, however, the large number of pupils in the class 

and the lack of teaching time are some obstacles for teachers to tutor pupils individually. 

Some parents, in addition, are able to send their children to extra classes to compensate for 

the missing knowledge due to their difficult financial conditions or lack of time. The 

following excerpts from teachers and parents’ interviews give more detail: 
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Generally, I read her school record at the beginning. I found that she didn’t learn 

English at first grade. I asked her. She said English wasn’t in the curriculum. Her 

school didn’t teach English at first grade, so, she didn’t learn English (Mrs Hong, 

teacher). 

They haven’t learned English before […] Children who have never learned 

anything before will have more difficulties. Because children those who studied 

other textbooks, the vocabulary they have already met, he has already seen it and 

already knows how to pronounce it. Other textbooks also have their own 

advantages, children have already learned the new words in that book. When 

they come here, they will meet those words, it will be better than those children 

who have never learned anything before, are surprised by the way of writing, 

reading, and all related things. It’s hard for them to understand English, too […] 

Then pupils in the two provinces nearby learn different textbooks (Mrs. Han, 

teacher). 

 

Migrant children expressed the view in their interviews that they had trouble following the 

school curriculum and teaching methods in the current schools: 

I don't like to study English the most. Because here English is harder than in the 

previous school. In the previous school, I learned listening and communicating 

skills with foreigners. And here it is a bit difficult. Many sentence structures I 

haven’t learned yet from first grade to third grade, so I don’t know anything 

when I study at fourth grade. So, I find it a bit difficult. (Kieu, girl, grade 4). 

I think this school is more modern than the school in my hometown. But the first 

time I learnt Informatics, learnt how to use a computer, I almost knew nothing. 

There wasn’t Informatics class in my hometown. (Nguyet, girl, grade 4). 
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8.4.4 Full day schooling and half day schooling 

As indicated earlier, a great number of children involved in this study have half day 

schooling only. However, their parents have to work all day, and nobody is at home to take 

care of them after school. Children therefore attend various out-of-school service centre for 

the rest of the school day (and some also attend on a Saturday), or they stay at home alone. 

Children’s experiences, including full day schooling and half day schooling are explored 

next.  

The majority of children participating in the study left home early in the morning, around 

6.30 a.m. and returned home late in the afternoon, around 4.30 p.m. regardless of whether 

they had full-day or half-day school, because their school day is supplemented with care 

provided by out-of-school centres. This is facilitated by schoolteachers who organise their 

own childcare service, to take care and tutor their pupils at the time of the day that children 

are not at school as indicated below: 

Oh my god, I told you, before. You know what, his father generally didn’t have 

much responsibility with his children. Before, my son had registered to learn 

martial arts and football class. But you know what, I run my small business until 

after seven or eight o'clock in the evening. If my son learned martial arts, the 

class would finish later than six o’clock in the evening. I did not dare to let him 

go home alone at night. Sometimes when his father was at home, his father 

picked him up. Sometimes his father went to drink, didn’t pick him up. 

Therefore, I’m worried for him. Now, he quit all extra classes. When he finished 

third grade, he stopped going to extra classes (Khoi's mother, businesswoman). 
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She only goes to the extra class with her teacher. If she stays at home after school, 

it’s too hot, nobody’s at home with her. Going extra class is more convenience, 

no need to go home at noon. (Nga's mother, worker, 30 years old). 

Some parents have to work on Saturday; however, the children do not go to school on 

Saturday and Sunday. Therefore, they use out-of-school childcare service, where children 

are able taken care of, as well as learn English there: 

There is someone to take care of her and teach English at the same time, she can 

learn English as much as she can. Well, I don't think she goes to English class... 

I think I send her to childcare service. Usually, in the morning, I take her there 

at 7:30 or 9 o'clock. She will learn English 2 hours in the morning and 2 hours 

in the afternoon. She’s in the English centre. Having lunch, take a nap and play 

there. (Thanh’s mother, worker, 35 years old). 

 

The kids go to school until Friday. But on Saturday (turning to remind her son) 

Saturday, they can't go to school. On Saturday, I send them to extra class, so that 

I can go to work. (Ha's mother, 30 years old, worker). 

 
8.4.5 The relationship with classmates and teachers 

 

Changing schools and the living environment can disrupt children’s social networks. Two 

of significant obstacles in the new destination areas are language and culture. As mentioned 

in Chapter One, 85.3% of Vietnam’s population belongs to the Kinh group and Vietnamese 

is their main language (GSO, 2019). Although Vietnamese is the only official language in 
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Vietnam, the accents are different among regions and migrant parents shared in their 

interviews children’s experiences of not being able to understand what their teachers or 

classmates were saying due to the different accents in different regions as indicated in the 

interview clip below:  

The teacher doesn’t understand what my daughter says, and my daughter can’t 

understand her teacher, too. The language from the North and the South is a bit 

different. It means… her lessons… my daughter couldn’t understand what teacher 

said, and teacher asked her many times but still couldn’t understand what my 

daughter answered. Teacher and pupil use words differently. It took few months for 

my child to get used to it (Kieu’s mother, saleswoman, 32 years old). 

For those who were born in Binh Duong, although they understand the accent from their 

parents’ places of origin, they do not have a problem in understanding other accents, as 

noted below: 

She was born in here, but she lives with her parents. Parents speak the Northern 

accent, so she follows her parents. From young age to now, she has lived here. She 

hasn’t lived in the countryside. Just staying in our hometown for a few months. 

(Vy’s mother, homemaker). 

In other cases, not only children come from outside of Binh Duong province, but the 

teachers do too. Therefore, children might have no trouble with language if their teacher 

speak the same accent with them. The following quotes from interviews with parents will 

explain more: 
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We are from the Central of Vietnam. Teachers of Trung Dai school were mainly 

from the Central and the North. So, my child is familiar with the language and 

accents from them. But here, there are teachers from the South or the North, but 

his teacher, Ms. Lan is local people here […] He said that sometimes he didn’t 

hear clearly. But because it’s too many pupils, so he didn’t … (Hung’s mother, 

worker, 35 years old). 

Other children have learnt how to adapt their accent to the new environment seeking help 

from their parents or friends as indicated in the excerpts below: 

Well, their language (her son and daughter) improved. My son, when he is at 

home, he speaks in Quang Binh accent, but when he goes out, his accent is quite 

changed […] When my daughter went out … like she has just learnt how to 

speak. So, in her hometown, she spoke in Quang Binh accent. But when she 

came here and said ... in a mix accent, from then, she has spoken with that accent 

(Nghi's mother, homemaker, 42 years old). 

There are some words I didn't understand. I understood the other words. The 

words I didn’t understand, I asked Mom, she explained (Tri, boy, grade 4). 

I often play with them. But I didn't understand what those guys said at all. They 

speak in the Central accent. I ask Mai for help. She’s from the South. (Thoa, girl, 

grade 4). 

 

Regarding building the relationship with friends, results from interviews with children 

demonstrated children’s ability in making friends in new schools as indicated below: 
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First, I intended to make friends with boys, but those girls came to make friends 

with me first […] I learnt fine. But whenever I did something right, my friends 

say that I was wrong, I lost my confidence. For example, I told them that the 

minute hand points at 12, the hour hand points at 9, it means 9 o’clock. They say 

I am wrong, that is 10 o’clock. (Binh, boy, grade 2). 

I gradually made friends with everyone. I made friends with everyone two day 

later. They talked to me first. At first, I made friends with Minh Tri. (Hao, boy, 

grade 4). 

They played with me after one day. When they played, I watched them. Then 

they invited me to play with them. (Ha, girl, grade 4). 

I have already had more friends. They like to play with me. If I drop something 

on the floor, they will pick it up for me. And I help them, too. (Trinh, girl, grade 

2). 

 

Some children expressed the view that their friends were helpful, however, some of them 

revealed that they had more friends in their previous school than the current school, as 

indicated in the excerpts below: 

If I don't understand, I will ask my friends for help. I have quite a lot of friends. 

(Nghi, girl, grade 4). 

I have two or three friends. My best friends treat me well. Well, if someone 

bullies me, my best friends will come and ask them something and they go away 

[…] Teacher Hoa always treats me well. My classmates don't treat me well. Just 

some of them treat me well (Nga, girl, grade 4). 
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When I come here, the number of my friends only one quarter, compared to the 

number of my friends in my hometown. I had more friends in my hometown. 

(Nguyet, girl, grade 4). 

In terms of bullying at school, most children involved in this research indicated that they 

did not experience bullying at school. However, some children highlighted that they were 

bullied in the playground, particularly those children who were disabled or different, as 

highlighted in the quotes below: 

Boys hit girls. I did nothing, but they hit me. I felt hurt. Others, too. I went with 

other classmates […] No, real fighting, not for fun. (Tien, girl, grade 2). 

Those boys hit me […] I don't report to the teacher […] Some of my classmates, 

after drinking water, they threw the bottles to me […] I told my classmates that 

I would tell the teacher about their behaviour. They went […] here. There are 

many. Some friends bully me (Nga, girl, grade 4). 

Some parents indicated that their children were bullied shortly after beginning at the new 

schools. The parents reported the situation to the teachers, and the relationship between 

migrant children and friends adjusted after a few months, as indicated in the excerpts 

below: 

Kind of bullying. Bully, then tease. I asked why he didn’t tell his teacher about 

that. He said if I told teacher, she heard but did nothing, she did not punish his 

classmates. The problem is that I didn’t want the teacher to punish his 

classmates, but she reminded them not to do so next time. I said so with his 
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teacher. Nowadays, I don't see anyone bullying him. (Tri’s mother, worker, 39 

years old). 

At first it was very difficult. Hung said that classmates used to bully him […] 

Now he is playing with classmates sociably, very normal. (Hung’s mother, 

worker, 35 years old). 

8.4.6 Playing time at school and activities at home 

Observations of playtimes in the four schools indicated that children had many activities at 

playtime. Some of them might go to the canteen to buy snacks, drinks, or food whilst others 

played games with friends such as shuttlecock, hide and seek, tag, chess and so on. For 

children those who participated in the research, their activities at break time are described 

in the quotes below: 

I buy things… Ten thousand VND … Snack … I go with my friends (Dan, girl, 

grade 2). 

I keep my money in my school bag. I will use that money to buy food in the 

afternoon […] I and my friends usually play stone, scissors, paper. And make 

fun, I like it (Trinh, girl, grade 2). 

Here, I have more games to play, have more friends.  My mom gave me some 

money, I bought something to eat at break time, and then I drank milk. Normally, 

I don't play at break time […] Sometimes I go out to play, sometimes I stay in 

class. (Ha, girl, grade 4). 
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Sometimes I play jump rope with my friends. Sometimes I play this games, other  

days I play another game… Playing with friends is the most fun. (Tien, girl, 
grade 2). 

 

Nothing to play outside. Stay in class, find something to play. (Binh, boy, grade 

2). 

 

I play in the backyard. I didn't come out before, some of friends said I was fussy 

(Khoi, boy, grade 4). 

 

The research also explored migrant children’s engagement in after school activities because 

it is argued by other researchers that these help children settle and establish networks. 

Results from interviews with children indicate that most migrant children have to stay at 

home or with siblings after school due to their parents still being at work. In addition, 

children do not spend much time relaxing after school, but are mainly doing homework, or 

going to extra classes or helping with chores at home as indicated below:   

I stay with my brother. My parents go to work (Dan, girl, grade 2). 

When I come back home from school... I stay at home alone […] Staying with 

sometimes with my dad, sometimes with my mom. (Khoi, boy, grade 4). 

Only my sister (at home with me). My sister knows how to cook rice […] My 

sister cooks rice, and we wait for our parents. (They came home at) Seven 

o’clock. (We) Also hungry. But there is a television […] When I go home, I play 

football. After that, I watch television. (Hao, boy, grade 4). 
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Go out with some friends in the neighborhood. Me and my friends play far away 

from home. By foot […] I often play around the house. If I want to go somewhere 

far, I ask my friends to go with me. Me and my friends discover many new things 

(Hung, boy, grade 4). 

I have less time to play. Because my mother said there is the upcoming final test, 

my mother has forced me to stay in the house to study, and I also have to take extra 

classes […] my mother still asked me to learn. When I finish the lesson, I can go to 

sleep (Kieu, girl, grade 4). 

To gather more detail about after school activities, focus groups were conducted with 

migrant children. From these focus groups, the most commonly shared activity of all was 

homework followed by helping parents do household chores, or watching television, or 

play games or playing with siblings. These views can be seen in Picture 8.1 and 8.2 which 

shows photographs of children’s writing activities below that were undertaken as part of 

the focus group activities. 

The results from focus groups show that the older children are, the more they help out at 

home for their families after school. For example, children aged 8, reported that they play 

and do homework after school (see Picture 8.1) whilst children aged 10 years indicated 

that they were more likely to do house chores such as cleaning, washing, and cooking 

(see Picture 8.2).  
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Picture 8.1: Children’s after school 
activities (focus group with migrant 
children at second grade) 

Picture 8.2: Children’s after school 
activities (focus group with migrant 
children at fourth grade) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

8.4.7 Parents’ involvement in children’s schooling and children self-study at home 

Results from interviews and focus groups with children reveal that the majority of parents 

shuttle their children to school, and only a few go to school and back home by school bus, 

by bicycle, or by foot (see Pictures 8.3 and 8.4). 
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Some migrant children travel to school by cycling. In the context of Vietnam with its poor 

road infrastructure, low levels of road signage and high levels of fast-moving traffic, this 

is a very risky activity. The parents understand this, however, they have no choice due to 

their busy working time, as indicated in the excerpts below:  

Well, sometimes I go to school by bike, sometimes my mom takes me to school. 

Normally, I go to school by bike. I've started to go to school by bike since I 

studied at fourth grade […] Well, my mom is so busy, so I go to school by bike 

Picture 8.3: Who takes children 
to school and picks them up 
from school? (Focus groups 
with migrant children at 
second grade) 

Picture 8.4: Who takes children to school 
and picks them up from school? (Focus 
groups with migrant children at fourth 
grade) 
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[…] I used to ask my mom to allow me to go to school by bike at third grade. 

But my mom said I can go to school by bike at fourth grade […] I used to get 

lost at third grade […] I walked to school, and I got lost […] because I waited 

for my mom for so long, so I had to walk […] I asked the lady to call my teacher. 

My teacher came and picked me up […] At that time, my parents hadn’t returned 

home yet. I go to school by bike today […] Well, there are many pedestrians 

who help me to cross the street. Well, sometimes I ask for help, sometimes they 

volunteer to help me. Mom said I can ask the pedestrians for help. (Khoi, boy, 

grade 4). 

I mean my cousin took me to school today […] Because my younger sister wakes 

up at that time, and it’s late, so, my mom asks my cousin to take me to school 

[…] He sometimes takes me to school […] He often picks me up from school 

[…] I often walk home. (Nga, girl, grade 4). 

Some children go home from school by foot, due to the distance between school and their 

home is near whilst some older children take their sibling to school:  

They go home by themselves. Because the school is nearby. (Trinh’s father, 

salesman, 40 years old). 

My mom (takes me to school) […] My sister sometimes takes me to school 

[…] By electric bicycle. (Child). 

For those children using out-of-school centres, most parents use other services to 

transport their children to school: a bus from the out-of-school childcare services or a 

scooter taxi driver as indicated below:  
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I go to school, by school bus […] I go home by school bus, too. (Thai, boy, grade 

2). 

She studies after work. Before my working time, I can’t take her to school. I need 

to hire a person to pick my child up after school. I take her to school every 

morning, but I don’t have time to pick up her after school […] I take her to the 

teacher’s house to study. Just after school, I hire a person to pick her up from 

school to go home. Because her school day finishes at 4 p.m., she must be picked 

up at that time (Tien’s father, worker, 44 years old). 

I am a worker; I can’t take him to school or pick him up few times a day. So, 

from the centre, he goes to school in the afternoon. He doesn’t study at school 

all day. Only half of the day. You see, I go to work, nobody takes him to school. 

That centre is near the school. There are teachers in that school. He studies in the 

centre in the morning, then the centre will take him to school in the afternoon. 

Then they will pick him up after school to the centre. I will go to the centre to 

pick him up when I finish my work. So, convenience for workers, most of parents 

are workers. Few of parents are local people. Parents who can pick their children 

up, for example, are businessmen. If parents pick their children up after school, 

then they have to take their children to extra classes. Take to or pick up few times 

a day, parents can’t do anything. (Tri’s mother, worker, 39 years old). 

In terms of parental engagement in their children’s schoolwork at home, most migrant 

children do self-study at home (19/21 children), some have parents’ help in doing their 

homework (7/21 children) and a few children study with tutors or at extra classes (4/21 

children). Some parents do get involved in helping their children to study at home whilst 

most help themselves and/or get help from their siblings or tutors:  
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I do study at home. My mom helps me to study at home. If I don’t know how to 

do any exercises, I will ask my mom for help. Yes, I will do homework by myself 

if I can […] I study at the desk in the living room (Thanh, girl, grade 2). 

I study alone. I will ask my brother if I don't understand something. If he knows 

how to do, he will help me (Nghi, girl, grade 4). 

I study with my tutor and my sibling. Yes, every day. Teaching me and my 

sibling. Sometimes she comes at 5.30 p.m. or 6.00 p.m. I learn until 8 p.m. I 

prefer to learn with the tutor. (Thoa, girl, grade 4). 

They learn by themselves. The teacher gives her homework, and she does it by 

herself. If the homework is difficult, her brother will help her. Parents don’t help 

her. (Dan’s mother, worker, 35 years old). 

Some parents reveal that they are not able to help their children to study at home due to 

their lack of time or their low educational background, as excerpts below:  

He studies himself. He seldom learns at home […] Didn’t see him learn at home. 

When I asked, he said there was no homework. I don’t know […] I ask him to 

study. Then he took his books and learned for a while, that’s all (Kha’s 

grandmother, worker, 52 years old). 

I don’t think she studies at home. I don’t know how she learns. I am so tired after 

work…. She just puts whatever she needs in her schoolbag for the next school 

day… (Nga’s mother, worker, 30 years old). 
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The quotes above highlight that children normally spend a certain time studying at home, 

mostly by themselves. Not many parents tutor their children at home, due to their limited 

time or educational background. Children might seek help from siblings or tutors if their 

parents are not able to help them for any reasons. 

8.4.8 School academic achievement 

 

School academic achievement is one of the central topic in the interviews with parents and 

children, as well as teachers. The researcher would like to survey the different in views 

among teachers, parents, and children about school academic achievement of migrant 

children. From the views of school principal and teachers, in general, there is no significant 

difference in school academic achievement between migrant and non-migrant children. 

Migration is not considered as a factor on children’s academic performance at school. The 

significant impacts are learning ability of each child and parents’ interest on their children’s 

schooling, as excerpts below: 

In general, I have taught for a long time, I would say the academic achievement 

depends on each pupil, not because they are migrant or non-migrant. I would say 

that academic achievement depends on each child, each course, not ... There 

were some years with many good pupils, but next years there are very few 

outstanding ones, for example. I do not distinguish the pupils’ academic 

achievement based on their migration (Mrs. Tu, teacher). 

Academic achievement depends on the learning ability of each child. It is not 

possible to compare the children who are migrants or non-migrant. Depending 

on the learning ability of each child. I would say their academic achievement is 
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the same. Only about the personality, I find migrant children are more 

hyperactive (Mrs. Han, teacher). 

That is the same. Many migrant children also learn very well. Migrant children, 

if their parents are from the North, their parents will pay much attention to their 

learning. As for children from the South, their learning is not very good, due to 

the parents’ lack of cooperation with the school. Parents only focus on their 

earning, they do not worry much about studying, leaving their children’s learning 

for the school. (Mrs. Tram, school principal). 

Results from interviews with migrant parents indicate that parents pay attention to the 

difference in their children’s school academic attainment before and after migration. The 

majority of migrant parents highlight that their children’s academic achievement is a 

somewhat affected when changing to the current school. However, the children’s academic 

achievement improves after a short of time, as excerpts below show: 

When my first child transferred school at sixth grade, he couldn’t contact his 

friends, so his academic achievement went down to good level. At seventh grade, 

he was excellent pupil. And excellent pupil at eighth grade, too. (Dan’s mother, 

worker, 35 years old). 

His academic achievement doesn’t change. In my hometown, he was… in 

general, in the second and second grade, he gained certificate of good pupils […] 

Well, his learning is okay. Because I asked his teacher about his learning ability. 

She said his learning ability is fine […] it isn’t difficult for him. He learns as 

normal. (Khoi's mother, businesswoman). 
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Migrant children have their own opinions about their learning attainment at school after 

migration although children at age 8 and 10 in the interviews do not explain the differences 

clearly. Some of them indicate that they learned better after moving to Binh Duong, whilst 

other think their academic performance is the same. Some quotes from interviews with 

children below will give more detail:  

I learn better … but sometimes I do my exercises wrongly… Because I couldn’t 

find the answer, I did it wrong. (Trinh, girl, grade 2). 

I failed the English exam. There were some hard questions. I didn’t know how 

to write in English. I have just finished few of them […] Better than last year. 

(Khanh, boy, grade 4). 

I think I learn as normal. (Kieu, girl, grade 4). 

The same. But, according to the school curriculum, I think my school results in 

third grade were the best. (Vy, girl, grade 4). 

 

I didn’t learn well at third grade. I got nine marks at first and second grade. And 

the fourth grade is different. Fourth grade is the best. (Hao, boy, grade 4). 

 

Some children do experience uncomfortable time when changing school, which often 

impacts negatively on their academic achievement: 

The first year he moved here was a bit messy. It means he didn’t concentrate in 

his learning, didn’t know anyone. Strange. In general, there are some words in 
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class that he couldn’t understand […] He had improvement by the end of third 

year. But at fourth grade, the curriculum is too difficult. Last semester, his 

learning was a little bit down (Tri’s mother, worker, 39 years old). 

In sum, results from interviews with teachers reveal that there is no difference between 

school academic attainment of migrant and non-migrant children. Interviews with migrant 

parents indicate that children may need time to get school academic performance as good 

as, or even better learning results before migrating. From the views of children, they 

highlight that their school academic achievement is the same or better than before 

migrating. None of them express that their learning is worse. Teachers demonstrate that 

children’s origin might have some impact on their school academic performance due to the 

difference in parenting styles among regions in Vietnam. This issue needs more data for 

more accurate conclusions, which can be done in future studies. 

8.4.9 Children’s satisfaction with their current schools 

 

Children’s satisfaction in their current schools is the final topic in interviews with migrant 

children in this research. Notably, a high proportion of migrant children highlight that they 

are happy with the current schools, even though they might feel sad at the beginning of the 

school transition. Still, a few migrant children express that they are less happy at the current 

schools than the previous school, due to the discrimination they currently suffer. This is 

significant evidence about how well-integrated migrant children achieve at new schools. 

The excerpts below will represent more:  
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I like to study in this school. Going to school is fun, I can go to the library and 

read books. I prefer to study here. Because I have more friends here. I love this 

school (Nghi, girl, grade 4). 

I like studying here and, in my hometown, too. (Thai, boy, grade 2). 

I felt happy. Because this school is larger, and there are many friends here. It’s 

more fun to study here. There are many friends here, sometimes they play with 

me. But my brother always wants to come back and study in our hometown. 

Because his classmates bully him all the time. Here, he used to have a hole in his 

head because of his classmates. (Trinh, girl, grade 2). 

This place has more fun. There are many friends to play here […] Yes, I like to 

go to school. Because there are many friends. (Thanh, girl, grade 2). 

I’m only a little happy when I study here. I want to study in my hometown. 

Because my classmates bully me here. They bully me. They said I am poor. They 

said I look dirty and poor […] I don't feel happier here. I wish I studied in my 

hometown (Nga, girl, grade 4). 

Migrant children give more detail about the places they like the best in current schools, to 

show how happy they are at the schools. Understandably, the places that migrant children 

like the most are school yard or playground areas. These are places to play, make friends 

and relax after classes. Here are some quotes from interviews with migrant children: 

I like the place that my friends play best. Because they play so well. I have many 

friends to play with (Ha, girl, grade 4). 
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Well, my favorite place is the yard afterwards. Because I often play shuttlecock 

there. I play with my friends (Khoi, boy, grade 4). 

The researcher did not only ask children about their satisfaction in their current schools, 

but also interviewed migrant parents to have more evidence about this topic. The results 

indicate that children reveal to their parents that they love to go to current schools, although 

some of them did not like the schools at the beginning, as seen in excerpts below: 

Yes, she likes to go to school […] At the beginning, she said she preferred to 

study in the previous school than here. After some time, she gets used to new 

school and she likes to study here now. After first two weeks, or the first month 

or something, I asked her, she said she also liked studying here. (Vy’s mother, 

homemaker). 

Now, they are familiar with their classmates in this school…She’s happy... 

Generally, it’s fine … not too bad. Yes. She said it’s so boring at home on 

Saturday. She likes to go to school. (Nghi's mother, homemaker, 42 years old). 

She didn’t want to study in this school. She asked to study at the previous school 

[…] She still asks me to study at her previous school. (Ha's mother, 30 years 

old, worker). 

In general, interviews with migrant children and parents demonstrate that children have 

positive impressions of the current schools. Children may feel strange at the beginning, 

however, they soon  to love their new schools and like to go to school. It appears that they 

have integrated well in their new schools. 
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8.5 Summary and conclusions 

This Chapter has outlined the diverse range of school experiences and academic 

achievements of migrant children at their new schools. It has been seen how prior to 

moving to their new areas, children have good school experiences and relationships. 

Having moved to their new areas, children access schools easily due to the simple 

enrolment process in Binh Duong but do require time to become familiar with their new 

teaching and learning environments and the methods employed by teachers, as well as time 

to build relationships with teachers and friends. After a period of time studying in new 

schools, they start to have positive feelings and grow to love studying at their current 

schools. 

Children have revealed that a typical study day for them often begins early in the morning. 

No matter whether children have full day or half day schooling, most spend some time at 

an out-of-school childcare centre during their parents’ working time. Children have 

revealed that this situation is common for migrant families, where there is a nuclear family 

type and no offer of help from relatives to take care their children after school. Of their 

school experiences, some of the children have revealed that they feel happy in terms of 

making friends and in coping with their schoolwork. Others have revealed that they need 

more time than others to follow up with the new curriculum at new schools, due to the 

different content in some subjects such as English or Informatics. Teachers and school 

principals in the research have stated that, in their view, migrant children achieve at the 

same level as non-migrant children and that migration, therefore, is not considered as an 

important factor regarding children’s school academic performance, but rather that 
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children’s own personal characteristics, their parents’ circumstances and their parents’ 

interest in their children’s schooling are more important.  

Regarding parents’ involvement in children’s schooling at home, children indicate that 

although parents are interested in their study, they do not directly help their children to 

study at home. Instead, tutors or children’s sibling tend to help them, and, in many cases, 

children are engaged in self-study processes. Notably, interviews with teachers and school 

principals revealed that parenting styles in different regions in Vietnam have an impact on 

the level of parental interest in their children's education. According to those education 

staff interviewed, parents from the North and Central area of Vietnam have the highest 

level of interest in their children's education. Parents from the southwestern region of 

Vietnam are said to have lower expectations for their child's education in general. Taken 

as a whole, the findings Chapters reveal the contextual and contingent nature of children’s 

education rights and their experiences, and these themes are further discussed in the 

subsequent discussion Chapter with implications for policy and practice also being 

outlined.  
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Chapter Nine: Discussion and Concluding Thoughts 
 

9.1 Introduction  

This thesis provides detailed insights of parents, education staff, and children regarding the 

internal migration experiences of parents and children and the impact of these on children’s 

experiences of primary school education. The thesis has shown how the experiences of 

internal migrant children and their access to the education rights are situated and 

contextual, and how they reflect (and are refracted through) a combination of social 

structural factors (economic and political - the exosystem level), family factors (parental 

experiences, expectations, and own educational experiences - the macrosystem level) and 

school factors (teacher and peer relations - the microsystem level). These provide the wider 

context within which the individual children are located and through which they give voice 

to their own experiences.  

This thesis builds on the work of Smith, Duncan and Marshall (2005), Quennerstedt and 

Quennerstedt (2014), Brabant et al. (2016), and Sandberg (2017) whose work employs 

conceptual frameworks associated with the sociology of childhood and the Convention on 

the Rights of the Child to better understand children’s views. Furthermore it builds on 

research by  Phelps et al. (2014) and Rossiter and Azubuike (2017) in which the views of 

children are sought. A unique feature of this research, within the context of research 

available in Vietnam, is that the study seeks the views of a range of relevant stakeholders 
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who are connected with the lives of children and using different techniques, shine a 

spotlight on children’s views themselves. The detailed experiences and views of parents, 

children, and teachers will be of interest to all those who work with internal migrant 

children including educationalists, social workers, psychologists, and policy makers.  

Overall, this thesis has illustrated that a number of structural issues impact on young 

children’s access to and experience of schooling. Whilst the right to education, as defined 

in the Convention on the Rights of the Child, is expressed in definitive terms, children’s 

rights to primary education access in Vietnam are illustrated to be contingent and 

contextual, specifically shaped by families, schools, and teachers, and their attitudes, as 

well as their own access to resources. The contingent and contextual nature of children’s 

access to their education rights has been depicted diagrammatically in this thesis using an 

ecological systems approach and as outlined in Figure 9.1.  

 

It is within this context that the challenges for a few (but not all) migrant children and their 

families become apparent from the moment they move area to arrive at the ‘new area’ and 

begin the struggle to acquire registration status to access health and education resources. 

Even when successfully accessed, it is the case that for many migrant children, their 

experience of educational resources can be sub-optimal with overcrowded classes, a 

truncated school day (due to severe overcrowding) and remote teaching practices given the 

physical size constraints of the classrooms and the playgrounds. The main findings and 

implications for future research, policy and practice are considered in further detail below.  
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Figure 9.1 The ecological systems of migrant children 

 

 

9.2 Key findings of the research 

Internal migration -
economic, social and 
political influences 

School settings -
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perspectives 

Family - parental 
views and 

experiences 

Child - views and  
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9.2.1 Internal migration experiences of parents and children: exosystem level  

The thesis has outlined the characteristics of internal migrant families into Binh Duong 

province to illustrate the variety of backgrounds from which they originate and the drivers 

or contributory factors underpinning the decisions of parents to migrate. From their 

accounts, it is clear that economic and social factors drive the decision to move. Beyond 

this, the experience of internal migrations is closely associated with parents’ own 

educational background, their own social, financial, and housing contexts. It has been 

argued that these are important contextual factors in shaping migrant children’s own 

perspectives of migration and education. Previous studies (Jin et al., 2017; Ma et al., 2018; 

Chea and Wongboonsin, 2020) show similar results, which confirm the importance of 

family’s migration history and their own economic background on children’s migration 

experiences. 

In this study, migrant parents also illustrated diverse perspectives about their children's 

education and each parent has their own strategy to organise their family’s life. Economy 

is an important reason influencing migration decisions; therefore, it is understandable that 

migrants spend almost all their time and energy on making money. Migrant parents spend 

the majority of their days (including weekends) working; therefore, they lack time to care 

for their children after school or to build strong relationships with their children’s schools. 

With low educational background, migrant parents have difficulties in helping their 

children to learn at home. To counter these issues, they have several solutions such as using 

out-of-school childcare services, leaving their children at home alone or hiring a private 

tutor for the child. This result adds strength to existing studies (Xiaoyi Jin et al., 2017b; 
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Chea and Wongboonsin, 2020) which show that that long working hours of migrant parents 

had negative impacts on family educational support. 

 

9.2.2 The school system: macrosystem level  

This thesis also provides detailed information on primary school settings in Vietnam, which 

was an important aspect of this study. The research has illustrated the impact on schools of 

providing education to internal migrant children in a context where there are constraints in 

terms of infrastructure (school buildings, facilities, and staff) and where there are 

constraints caused by the working patterns of parents resulting in many parents not being 

in a position to support their children’s education through practical help with homework 

and so forth. For schools, educating such a large number of children is challenging and can 

adversely affect children’s educational achievement and attainment overall by, for 

example, the introduction of half school days. Teachers and other school staff acknowledge 

that these solutions, whilst effective in the short term, cannot be a long-term solution to a 

chronic and progressively worsening situation. It is within this context that school staff 

stress the importance of their relationships with migrant parents, as do the parents 

themselves.  

The results of this study support previous findings by Chen et al. (2013), for example, on 

an association between teachers’ support and migrant children’s academic engagement, as 

well as the important of teachers in supporting migrant children in building positive 

attitudes about their schooling, through the study of Free and Križ (2016) through 
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relationships as indicated in a study by Wu ( 2017) which emphasised the association 

between school social networks and migrant children’s psychosocial adjustment.  

9.2.3 Interactions between parents and schools: macro and microsystem levels 

Findings from this thesis illustrate the importance of the relationships between the children, 

their families and the relationship between families and wider social structural influences. 

In this thesis, it can be seen that the childhoods of internal migrant children are shaped by 

wider social structural economic imperatives which require their parents to move to find 

better employment prospects. For some children they move with their parents and for other 

children they remain with extended family in the area of origin until such time as their 

parents feel established enough in the new area to receive their children. Both types of 

experience bring transition, loss, and change for internal migrant children. Once they have 

moved, the lives of internal migrant children change significantly. Two areas are 

particularly notable: changes to their living conditions and their educational environments.  

This thesis has highlighted how some internal migrant children live with several family 

members in one rented room whilst others live in better accommodation acquired by 

parents with better employment prospects. Parents’ own working hours and employment 

types affect children’s daily experiences. As noted for example, some children have to carry 

out multiple roles within the family home. These impact on the educational experiences of 

internal migrant children as do parents’ perspectives on their children’s schooling. These 

themes are similar to previous studies that highlight how the long working hours of internal 

migrant parents impact on availability to care for their own children (Chea and 
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Wongboonsin, 2020). A further theme highlighted in this thesis and consistent with other 

relevant research studies is the close association between migrant parents’ socio-economic 

backgrounds and their children’s academic attainment (Chen et al., 2013; Wu, Tsang and 

Ming, 2014a; Jin, Liu and Liu, 2017b; Fang et al., 2018; Hu and Wu, 2020; Wang, Chen 

and Gong, 2021).  

Beside families, schools also shape and influence the childhoods of internal migrant 

children. Although, in the broadest sense, internal migrant children can access schools, 

their experience is significantly constrained by the lack of school resources including 

school buildings and limited numbers of teaching staff. There is clear evidence that 

children’s’ rights to access education under the Convention on the Rights of the Child are 

constrained. School facilities just meet the very basic needs of children: desks and chairs 

are crammed into small spaces and some classrooms have air conditioning fans and others 

do not, making it impossible to teach and learn within the tropical climate of Vietnam.  

Some schools have some learning facilities such as Informatics rooms, English rooms, 

libraries, and playgrounds, and some do not. Even those that do have the facilities cannot 

serve all pupils at schools at the same time resulting in shortened school days with children 

attending for fewer hours on a rotational basis. The schools are therefore not able to provide 

the best for children to develop their best potential. In essence the school system struggles 

with two issues:  receiving all pupils and ensuring they have best educational opportunities 

and conditions at the same time. One of the most interesting findings of the research is out-

of-school childcare which typifies the interactions depicted in a social ecological model 
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and represents a site where the individual, the microsystem, the mesosystem, and the 

exosystem all interact.  

 

Article 17 of Vietnamese Education Law (The National Assembly, 2019) states that “The 

State encourages and protects the lawful rights and interests of domestic organisations and 

individuals, overseas Vietnamese, and foreign organisations and individuals investing in 

education”. In Vietnam therefore, the state is primarily responsible for the provision of 

educational services to society. Like many other countries, this is supplemented by the 

private sector which, in Vietnam, provides out-of-school childcare services. The difference 

between out-of-school childcare in Vietnam and that provided in countries such as 

Northern Ireland, is that the private ‘out-of-school’ care is not additional to state provision, 

but actually provides basic education to make up the shortfalls in the state system caused 

by limited resources (building space and teaching staff). To perform this function, these 

centres have permission from local educational administrators and cooperate with the 

schools in providing after-school childcare.  

Notably, some centres organise their facilities as classroom settings with fans, desks, chairs 

and so on. Furthermore, teachers in schools also hire these facilities to offer out-of-schools 

childcare for their pupils. Teachers therefore split their time between their jobs in the state 

sector and their jobs as teachers in private out-of-school childcare facilities. For the parents 

and children, the benefit of such arrangements is a seamless transition between state 

schooling and private provision. The same teachers teach the same children in two different 
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settings. Parents are therefore more trusting of private provision. The collaboration 

between after-school service centres and schools also helps address the problems of half 

day schooling. The drawback is that not all children can access private out-of-school care 

because access depends in part on family income.  

The need for out-of-school provision is pressing when considered in the context of parents 

working hours. In Vietnam, people of working age spend 45.8 hours per week in work. 

However, in the Southeast of Vietnam, people spend even higher hours per week in work 

at least 51.4 hours in Binh Duong province for example which is the second highest 

compared to other provinces in the country (General Statistics Office, 2019). Parents work 

from Monday to Saturday and often more than eight hours per day, therefore, requiring an 

out-of-school childcare service. Where parents cannot get this, they rely on older siblings 

to look after younger children and run the household in their absence. These findings reflect 

other studies (Winefield et al., 2011).  

This is different from other countries, such as Korea and Japan, for example, where schools 

and parents invested in state-based afterschool programmes to decrease the development 

of private tutoring (Bae and Jeon, 2013; Bae and Kanefuji, 2018), Vietnam relies on a 

collaboration between state schools, local educational administrators and private 

organisations in providing out-of-school childcare for children. These commissioning 

arrangements reflect the dynamic interaction of factors at various levels including social 

structural factors (economics and politics), familial factors (the needs of parents) and are 

all based around securing care and education for the child involved. It is within this context 
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that the thesis has also considered the individual level – that is the lived experiences of 

internal migrant children.  

 

Another important finding in this thesis is the relationship between migrant parents and 

schools. In this study, results from interviews with school principals, teachers and parents 

highlighted that each school had their own expectations about parents’ cooperation to 

support children at home and their schooling. However, migrant parents can experience 

difficulties satisfying the school’s expectations due to their long working hours and low 

educational background. Research by Yu (2020b) revealed that some teachers and 

researchers named migrant parents who did not match the school expectation ‘incompetent 

parents’, rather than in need of parenting support. It is clear from the thesis that parenting 

support is required. 

9.2.4 School experiences of internal migrant children: individual level  

This section answers for the first research question: “What are internal migrant children’s 

views, experiences and perspectives of primary school settings in Vietnam?”. Previous 

studies in other countries regarding the school enrolment of internal migrant children have 

revealed that children might encounter the ‘five certificates’ barrier in their quest to access 

public schools (Zhang and Luo, 2016). However, the results of this thesis have indicated 

that school enrolment process for internal migrant children in the province studied was 

generally accessible in that most parents were able to satisfy the school enrolment 

requirements. Furthermore, with time, migrant children build positive relationships with 
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teachers and friends at schools. However, this research (in keeping with findings from other 

studies) has revealed that structural barriers, in particular the lack of funding for schools, 

means that school facilities and teaching staff are stretched. A lack of both the right sized 

classrooms and the requisite number of qualified teaching staff, means that migrant 

children’s right to education is compromised. Furthermore, the right to education is further 

compromised by family situations in which some migrant children must stay at home alone 

after school if their parents are not able to afford the out-of-school childcare fee, and 

undertake tasks associated with the running of the family household including cooking for 

and looking after siblings.  

Despite the differences in experience between some migrant children and their non-migrant 

peers, this research has revealed that there are no real differences in academic achievement 

between migrant and non-migrant children. Similar results were found in China (Chen et 

al., 2019). However, other previous studies have indicated that there are some differences 

in academic achievement between migrant children studying in segregated schools and 

non-migrant children, as well as local children studying in public schools. In China 

researchers found that migrant children who study in segregated schools (built for internal 

migrant children and called migrant schools) experience poorer academic attainment, 

compared to migrant and non-migrant children who study at general schools. These 

migrants experience negative feelings and complain of being treated as outsiders (Lu and 

Zhou, 2013; Liu, Liu and Yu, 2017). Again in China, even when studying at the same 

school, migrant children have lower academic achievement, compared to non-migrant 

children (Liu, Liu and Yu, 2017; Zhang, 2017). In other countries, such as Ghana, in a 
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study using quantitative methods, migrant children were reported to have lower academic 

performance than non-migrant children (Makabu, 2016). The findings in this thesis 

regarding Vietnamese migrant children’s academic achievements are small scale and in 

Vietnam further research is needed to explore the relationship between migration and 

academic achievement of internal migrant children.  

The current research study has explored migrant children’s schooling experiences in the 

view of the new sociology of childhood. It is necessary to assert that children are active 

subjects on the social construction. They do not passively undergo their migration journey, 

but actively react and adapt to the new environment. Interestingly, one of the reasons for 

children achieving quick integration with new schools, teachers, and friends, is that with 

the very high percentage of migrant children at schools, migrant children know they are 

not the only ones, but that there are many other newcomers like them in class. Therefore, 

migrant children did not feel lonely and quickly adjust to their new school environment. 

Migrant children dominate the pupil population at schools, consequently, the school 

settings must change to meet the demands of migrant children. Children demonstrate their 

own influence on the society, in this case, their new schools. 

However, that does not mean that migrant children do not need help, particularly those who 

change school at the middle of the academic year or at the middle of primary educational 

level and children with special circumstances such as living in poverty, disabilities or 

having learning difficulties. Although migrant children experience the same school settings 

with non-migrant children, they still experience disadvantages such as lack of parents’ 
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involvement in their schooling or family’s low social-economic background. These might 

influence on their academic achievement and school experiences. These results are 

consistent with previous studies on migrant children’s schooling experiences (Fang et al., 

2016; Zhang, 2017; Ma et al., 2018). 

Even though the study found no significant evidence of school discrimination against 

migrant children, the study did not some children’s experiences of bullying and their 

attempts to fit in by changing their accents between school and at home. Particularly, 

children speak with the new accent at school whilst they still speak with their hometown 

accent at home. In this way children show their own attempts to adjust more quickly to 

their new environment and avoid feeling that they ‘stand out’ because of their regional 

accents. This result is similar from previous studies on migrant children. In China, for 

example, internal migrant children were easily identified because of differences in accent, 

dress, and communication (Mu and Jia, 2016). Naturally, migrant children tried to adapt 

their accent, behaviours and clothing, so that they could not be recognised as new coming 

pupils (Yu, 2020a).  In general, there is a need for more in-depth studies on discrimination 

against immigrant children, in order to have more concrete evidence about this issue. 

This research also indicated that the important influence of ‘social capital’ (that is social 

networks, social status, and social skills) on migrant children’s schooling. Results from 

interviews with school staff and parents in this study highlighted that parents’ involvement 

in schools and networks, and their economic background influence on their children’s 

schooling. Previous studies have confirmed that other social factors such as parents’ low 
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expectation are a significant predictor on children’s schooling attainment (Mayger et al., 

2017), whilst parents’ educational and financial resources with appropriate interactions 

between parents and children might play significant roles in children’s adjustment and 

well-being after migration (Wu, 2017). This should be a focus for future research, which 

should explore the relationship between social capital and learning of migrant children. 

It is notable that parents’ social networks have effects on migrant children’s school 

experiences. With weak social networks, migrant parents did not receive help from their 

relatives or extended families to look after their children after school. As a result, migrant 

children normally were sent to out-of-school childcare centres or stay at home alone due to 

their parents’ long working hours.  Therefore, as highlighted by Ma and Wu (2019) migrant 

children might have less social capital than settled children, which had negative effects on 

migrant children’ schooling. Further studies in Vietnam are needed to explore more about 

this issue. 

9.3 Implications of the findings for professionals, researchers, and policy makers  

For other researchers, this research study offers a model combining the ecological 

approach, the new sociology of childhood and children’s rights in research in a Vietnamese 

context. Within this, the research highlights the local cultural influences on the research 

study and its findings. Traditionally, Vietnamese children are taught to be obey adults and 

are not used to expressing their own views to adults, particularly with strangers. This 

combined with the unique socio-economic and cultural context of Vietnam, makes research 

challenging as well as providing new opportunities. The challenges and opportunities are 
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noted in my second point which is that both children and adults who took part in this project 

were not familiar with the concept research and researcher. A further challenge was 

applying research ethics when there are not overall ethical frameworks underpinning social 

science type research processes in Vietnam.  Aside from making these research processes 

more apparent, this research study provides an exemplar of the applied processes and thus 

an opportunity for further learning.  

A related challenge and opportunity concerns definitions of the concept ‘migrant’. As 

mentioned, in the study the researcher used the definition of migrants outlined in the 

Vietnam 2015 nation migration survey. In this survey the definition pays attention to the 

space and time of migration and migrants are defined as people who have a temporary 

household registration, regardless of the time of migration. Naturally, in other contexts, the 

definition varies, and this represents an opportunity to explore this area in further detail.  

A final challenge and opportunity is that this research appears, from the author’s 

knowledge, to be one of few studies about young migrant children and their school 

experiences and also one of very few Vietnamese studies which uses a combination of the 

ecological approach, the sociology of childhood and children’s rights and that has produced 

a substantial qualitative dataset. while it has been challenging to carry out, the study and 

the associated data, represent an opportunity to make a difference.  

For policy makers and educators, this thesis provides some significant information about 

education for migrant children in Vietnam. The findings of this research study emphasise 
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that the overload on the education system in Binh Duong province is not the fault of migrant 

children but is a consequence of the region's rapid economic development, expanding 

workforce, and simultaneous lack of appropriate levels of investment in infrastructure 

including education, health, and road services for example. To support internal migrant 

children in their schooling, there is a need for administrators to focus on problem solving 

at the exosystem and macro levels, rather than focusing solely on micro and individual 

issues. For example, it would be beneficial if local government focused on improving 

employment policies to support migrant parents to have more time to take care of their 

children and in providing child friendly entertainment areas for free play after school and 

outside of the standard out-of-school childcare centres.  

At the macro level, there is a need for adjustment in terms of migration policy, ensuring 

both economic benefits and social welfare, particularly education for migrant children. At 

the same time, the Government needs to focus on economic development equally among 

regions, avoiding mass migration to some regions of the country, leading to the overload 

of infrastructure, social services and other social issues in receiving regions. Other Asian 

countries have used policy intervention to manage the migration flow to enhance their 

particular strategy (Bell et al., 2020). From the past to present, Vietnamese Government 

has used economic policies to control the migration trend (GSO and UNFPA, 2016a); 

however, more efforts are needed to improve the lives of migrants and balance economic 

development among regions. 
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Information from migrant parents in this study suggested the need for parenting support 

services, to enable them to better support their children's learning. There is a demand for 

more collaboration between administrators, educators, and social workers in supporting 

parents who have difficulty supporting their child's learning at home, because of barriers 

related to low educational background, economic difficulties, weak social capital, and long 

working hours. Existing research indicated the correlation of supporting migrant parents to 

increase their social capital and improve of their children's school attainment (Ma and Wu, 

2019; Yu, 2020b). 

At the mesosystem, currently, schools and educational administrators expend great effort 

and have introduced flexible solutions to solve the overcrowded school situation. 

Nevertheless, more actions and policies need to be applied. Aside from focusing on the 

total number of migrant children, there is a need for educational policies to focus on 

educational quality, the educational environment, and the needs of vulnerable migrant 

children such as children from poor families and those with disabilities. This would better 

support the right of internal migrant children to education as so defined in Articles 28 and 

29 of the Convention on the Rights of the Child. A further focus for practitioners is the 

needs of children that arise following their transition from one area to the next.  Internal 

migrant children have individual and group needs which require school staff and teachers 

to be supported in working with them and their parents. 

As primary educators, migrant parents need to be a priority for practitioners and educators, 

too. The current research study illustrated how migrant parents tackle their children’s 
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educational challenges. Their strategies may be helpful for families in a short time such as 

letting children stay at home alone and training children to do house chores at young ages, 

however, it raises dilemmas around needs and safety. These parents need support from 

social workers and educators to gain essential parenting skills in helping their children with 

after school activities, as well as study at home with an appropriate study space. Previous 

studies highlighted that parent support did help children to have good integration in the 

new educational environments and improve their academic achievement (Ma et al., 2018; 

Hu and Wu, 2020). In addition, an appropriate solution should be taken to encourage 

migrant parents to stay in touch with their children's schools. A close partnership between 

parents and schools will benefit children’s attainment and wellbeing.   

Finally, migrant children are the central subjects that practitioners and educators must not 

ignore. Currently, there is a dearth of understanding about childhood of migrant children 

in Vietnam, therefore, this research study inspires practitioners and educators to make more 

efforts to understand the childhood of migrant children. Migration is a milestone in 

children’s childhood and children are not passive objects on their migration journey. 

Children are impacted by their migration in relation to certain aspects of their lives, such 

as education. When children move with their parents, the parents have to plan a new 

suitable strategy for the family life.  However, migrant children also need support from 

practitioners and educators to have well integration in new living and learning environment. 

For example, children’s well-being intervention, flexible teaching methods and friendly 

learning environment must be available at schools and community for migrant children, 

particularly migrant children in poverty or disabilities.  
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In addition, the thesis findings show that migrant children who migrated at the middle of 

primary school (grade 2 to 5) had more difficulties with regards to school inclusion than 

migrant children who moved at the beginning of their primary school (grade 1). Moreover, 

there is not only migrant children from families with low economic and educational status, 

but also from families with good socio-economic background. Therefore, it is crucial to 

have effective support services for different types of migrant children to ensure their rights 

and best interests are upheld. School administrators, teachers, social workers, and other 

practitioners need to work together to solve this issue, and all come together on the shared 

concern, which is a child’s right to an education. It is hoped that this thesis makes a 

significant contribution to knowledge, practice, and the improvement of children’s 

experiences in this area.  
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Appendixes 

 

Appendix 1 Outline of registration regulations.  

Table 1.8: Regulations relating to Ho Khau registration 1957-2014 (WB and VASS, 2016, p. 19) 

 

Document 
No. 

Date Topic Key elements 

Circular 
495-TTg 

10/23/1957 Restriction of 
migrants from the 
rural areas to the 
city (Ha Noi and 
Hai Phong) 

Restrictive household registration stipulated as 
measure to reduce urban migration 

Decree 
104/CP 

06/27/1964 Registration and 
management of ho 
khau – The first 
legal creation of ho 
khau system 

Ministry of Public Security placed in charge of 
ho khau registration. All Vietnamese citizens 
are issued a ho khau booklet. Local authority 
has to be informed of changes in household 
membership (birth, death, marriage). A 
certificate is required for migration of a 
household 

Decree 4-
HDBT 

 01/07/1988 Registration and 
management of ho 
khau 

Refinements to management system. 

Decree 51-
CP 

05/10/1997 Registration and 
management of ho 
khau 

Refinements to management system. 

Circular 6-
TT/ 
BNV(C13) 

6/20/1997 Registration and 
management of ho 
khau 

Ministry of Home Affairs placed in charge of 
registration and management of ho khau 
system. The circular specifies cases when 
citizens can change their ho khau status. New 
conditions for ho khau registration, including 
type of residential housing are introduced. 
Additional refinements to system. 

Article 
81/2006/ 
QH11 

11/29/2006 Residential Law Substantial revisions to system. Ministry of 
Public Security placed in charge of ho khau 
registration. Collapse of four status categories 
into two: temporary and permanent. 

Article 
25/2012/ 
QH13 

2012 Capital City Law New requirements for permanent registration 
in Ha Noi are introduced, including a 3-year 
period of living in the city. 

Article 06/20/2013 Modifications, Minor revisions. 



 332 

36/2013/ 
QH13 

additions of 
residential law 

Decree 
31/2014/ 
ND-CP 

04/18/2014 Notes on 
implementation of 
residential law 

Using ho khau regulations to limit the rights of 
citizens is prohibited. To register as a 
permanent resident, one must live in the city 
for one year (when migrating into suburban 
district) and two years (when migrating into 
urban district) of a municipality of Vietnam 
based on temporary residential booklet record. 
Regulation of migrating into Ha Noi follows 
the Capital Law. Centrally administered cities 
introduced stricter requirements for ho khau 
registration, allowed by the 2013 Revised Law 
on Residence. The most commonly used tool 
is a minimum required area of rental housing. 
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Appendix 2 List of laws and legal documents to protect children’s rights. 

Table 1.9: List of laws and legal documents to protect children’s rights 

 

Laws/legal documents and date 
of issue 

Provisions relating to child rights 

Constitution (1992) Provides basic rights of Vietnamese citizens, including 
children 

Civil Code (1995, 
amended in 2005) 

Provides principles of equal treatment for Vietnamese 
citizens without discrimination in regard to ethnicity, sex, 
social and economic situation, religion; recognises 
personal rights. 

Law on the Protection, Care and 
Education of children (2004, being 
revised and renamed as Law of 
children, amended 
since 1/6/2017) 

Basic principles for child rights; recognises many child rights 
and some obligations; responsibilities of different parties; 
financial sources and international cooperation for child rights 
protection. 

Youth Law (2005) Includes responsibilities of duty-bearers such as the State, 
family, and society to protect rights of children aged 16- 
18. 

Labour Code (1994, 
amended in 2002) 

Stipulates age for job recruitment and prohibits all kinds of 
child labour. 

Ordinance on Prostitution 
Prevention and Combat 
(2003) 

Includes provisions to prevent sex work and measures to deal 
with child sex work. 

Law on education (revised in 2004) In addition to principles relating to children’s education, 
there are provisions dealing with school violence and 
encouraging the development of child-friendly schools. 

Civil Procedure Code (amended in 
2004) 

Provides procedures in civil appeal; procedures for 
considering cases relating to the rights of women and 
children. 

Law on Prevention and Control of 
Domestic 
Violence (2007) 

Recognises domestic violence (including violence against 
children) as illegal behaviour. 
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Marriage and Family Law (amended 
in 2000) 

Encourages gender equity within marriage, equal treatment 
of sons and daughters, and emphasises the equal 
treatment of children born within and out of wedlock. 

Ordinance on the 
Administrative Sanctions (2002) 

Includes specific regulations on sanctions on juveniles in 
conflict with the law. 

Law on Military Service 
(1981, amended in 2005) 

Sets the age for army recruitment at 18 and provides 
measures to ensure that younger children are not recruited. 

Law on Prevention and Control of 
HIV/AIDS 
(2006) 

Includes measures to prevent and control HIV/AIDS, 
including care, treatment, and support for HIV-infected 
people in general and children. 

Law on Gender Equality Provides principles and measures to ensure gender equality. 

Penal Code (1999) States special criminal procedures related to children and 
juveniles in conflict with the law. 

Labour Code (1994, 
amended in 2002) 

Stipulates age for job recruitment and prohibits all kinds of 
child labour. 

Ordinance on Prostitution 
Prevention and Combat 
(2003) 

Includes provisions to prevent sex work and measures to deal 
with child sex work. 

Law on Education (revised in 2004) In addition to principles relating to children’s education, 
there are provisions dealing with school violence and 
encouraging the development of child-friendly schools. 

Civil Procedure Code (amended in 
2004) 

Provides procedures in civil appeal; procedures for 
considering cases relating to the rights of women and 
children. 

Law on Prevention and Control of 
Domestic 
Violence (2007) 

Recognises domestic violence (including violence against 
children) as illegal behaviour. 

Marriage and Family Law 
(amended in 2000) 

Encourages gender equity within marriage, equal treatment 
of sons and daughters, and emphasises the equal 
treatment of children born within and out of wedlock. 

Ordinance on the 
Administrative Sanctions (2002) 

Includes specific regulations on sanctions on juveniles in 
conflict with the law. 

Law on Military Service 
(1981, amended in 2005) 

Sets the age for army recruitment at 18 and provides 
measures to ensure that younger children are not recruited. 

Law on Prevention and Control of 
HIV/AIDS 

Includes measures to prevent and control HIV/AIDS, 
including care, treatment, and support for HIV-infected 
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(2006) people in general and children. 
(2006) Equality within society and the family. 
Land Law (amended in 
2003) 

Stipulates the need to provide land for recreation and 
playing fields for children. 

Cinema Law (2006) Regulates the proportion of films produced for children by 
film production companies, and the number of films for 
children shown at public cinemas. 

Law on Human Trafficking 
Prevention and Combat (2011) 

Regulates the prevention, discovery, and punishment of 
human trafficking, including child trafficking; provides 
measures of investigation, protection, and support to the 
victims including children. 

Law on Persons with 
Disability (2010) 

Regulates the rights and obligation of people with 
disability including children with disability 

Law on Adoption (2010) Includes principals and conditions of adoption, procedures 
of 
adoption and regulates the rights and obligations of 
adopted parents, adopted child and biological parents. 

Law on Nationality (2008) Regulates the rights of Vietnamese nationality to 
children born in Vietnam or by Vietnamese parents/parent 
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Appendix 3 – Interview questions for migrant children 

Interview Schedule for children 

Before we start, I would like to remind you that there are no right or wrong answers in this 

interview. I am interested in knowing what you spend at school and home, so please feel 

free to share your point of views. I am going to record the interview to make sure all you 

said were completely noted and nobody can recognise your name in my thesis. You can 

quick the interview at any time, without giving a reason or without any consequences. 

Are there any questions about what I have just said? 

Are you willing to participate in this interview?  

 

Questions  

1. Have you been at this school for a long time? Or a short time? 

2. Can you remember leaving your last school? If yes, can you describe this further? 

3. Can you remember arriving at your new area? If yes, can you describe this further? 

What is your best memory and your worst memory? 

4. Since you arrived in this area, have you been to any other schools? 

5. Can you remember your first day at this school? If yes, can you describe what you 

remember about it? How did you feel about it? 

6. What do you like about this school? 

7. What do you not like about this school? 

8. Tell me about your classmates, your teacher and this school. How helpful were they? 

Are you happy with them? 



 337 

9. Did you study at home? Can you describe how you study at home? Does someone help 

them to do homework? 

10. Did you share your feeling or your problems at school with someone?  

11. If yes, who were they? Why did you like to talk with them? 

12. Imagine there is a perfect school, can you describe what it would be like?  

Closing  

Is there anything more you would like to add? 

Thank you so much for your time. 
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Appendix 4 – Interview questions for migrant parents 

Before we start, I would like to remind you that there are no right or wrong answers in this 

interview. I am interested in knowing what you think about migrant children and your 

children schooling, so please feel free to share your point of views. I am going to record 

the interview to make sure all you said were completely noted. Any information you shared 

will remain confidential in my thesis. You can quick the interview at any time, without 

giving a reason or without any consequences. 

Are there any questions about what I have just said? 

Are you willing to participate in this interview? 

Questions  

a) Parents’ views of their own background  

 

Tell me a little bit about yourself (when did you migrate, for what reason, what was the 

experience of migrating like, did your children come with you, are you happy with the area 

you live in, have you managed to get paid work, do you feel you have a better quality of 

life?) 

 

b) Parents’ views of their child(ren) 

 

Tell me a little bit about your son/daughter (how old were they when they migrated, what 

was the experience like for them, how well have they settled, have they made friends, have 

they had any bad experience as a migrant). 
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c) Parents’ views of their child’s school 

 

How long has your son/daughter been at this school? Could you tell me about the process 

of your children’s school enrolment? Was it easy for migrant children can access school? 

Can you explain further? 

What is a typical day like for them? 

What are they interested in/good at? 

Do you have regular contact with the school? 

Do the teachers make you feel welcome? 

Do the teachers explain their expectations clearly to you? 

Have your children gone to school continuously? Since migrating, have your children ever 

changed school? If yes, why? 

What do you think are the benefits to your children of attending primary schools in your 

new home? Are your children happy at school? How do you know they are happy or not? 

Can you describe your children’s academic achievement? What factors influence their 

academic achievements? 

Can you describe how your children study at home? Does someone help them with their 

homework? 

 

d) Wider social issues 

 

Can you access health and welfare services if you need them? 
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Do you feel welcome in your new area? 

If yes, can you describe further? 

If no, can you describe further? 

Closing  

Is there anything more you would like to add? 

Thank you so much for your time. 
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Appendix 5 – Interview questions for school principals and teachers 

 

Before we start, I would like to remind you that there are no right or wrong answers in this 

interview. I am interested in knowing what you think about migrant children and their 

schooling, so please feel free to share your point of views. I am going to record the 

interview to make sure all you said were completely noted. Any information you shared 

will remain confidential in my thesis. You can quick the interview at any time, without 

giving a reason or without any consequences. 

Are there any questions about what I have just said? 

Are you willing to participate in this interview? 

 

Questions  

a) School Heads and teachers’ views on migrant children in their school 

 

How many migrant children attend this school? 

What ethnic groups do they come from? 

Has there been an increase in the numbers of migrant children in the last five years or have 

numbers remained stable? 

Do migrant children have particular needs? 

Is yes, can you describe what these needs are? 

What are the notable challenges for migrant children in your school? 
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Thinking of migrant children known to you in the school, can you describe what their 

experience of schooling might be like? 

Can you share your views on internal migrant children’s academic achievement, compare 

to non-migrant children? 

What have been the notable strengths and achievements of migrant children in your school? 

 

b) School Heads and teachers’ views regarding the parents of migrant children 

 

Do you feel that the parents of migrant children are well known to the school and in regular 

contact with the school? 

Does your school host events to make parents of migrant children feel welcomed? 

Does the school have policies to reach out to parents of migrant children? 

If yes, can you describe what these are? 

What is the impact of these policies on migrant children? 

Thinking of the parents of migrant children that you know; can you describe some of the 

challenges that they may face? 

Thinking of the parents of migrant children that you know, can you describe some of the 

positive aspects of the school’s relationship with them? 

 

c) School Heads and teachers’ views regarding the school setting 

 

Is the school well-resourced to meet the needs of migrant children? 

If yes, can you describe further? 
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If no, can you describe further? 

Do the teachers receive training in the needs of migrant children? 

If yes, can you describe further? 

If no, can you describe further what you think should be in place? 

Does your school have a good system of pastoral care? 

If yes, can you describe further? 

If no, can you describe further what you think should be in place? 

Thinking of the migrant children in your school what is their experience with their peers? 

Do peers welcome migrant children? 

If yes, can you describe further? 

If no, can you describe further? 

 

d) School Heads and teachers’ views regarding wider societal issues 

 

Thinking of the migrant children who attend your school, are there issues regarding their 

access to housing, education, welfare? 

If yes, can you describe further? 

If no, can you describe further what is in place? 

There is a concern that migrant families and their children experience discrimination and 

social exclusion. Has the school had experience of this regarding migrant families and their 

children? 

Are you aware of any other issues facing migrant families that might be of relevance for 

this study? 
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Closing  

Is there anything more you would like to add? 

Thank you so much for your time. 
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Appendix 6 – Focus groups schedule for children 

FOCUS GROUP SCHEDULE FOR CHILDREN 

 

Before we start, I would like to remind you that there are no right or wrong answers in this 

discussion. We are interested in knowing what each of you think, so please feel free to be 

frank and to share your point of view, regardless of whether you agree or disagree with 

what you hear. It is very important that we hear all your opinions. 

You probably prefer that your comments not be repeated to people outside of this group. 

Please treat others in the group as you want to be treated by not telling anyone about what 

you hear in this discussion today.  

Are there any questions about what I have just explained? 

Are you willing to participate in this interview?  

Let's start by going around the circle and having each person introduce yourself. 

Questions  

1. How do you get to school and with whom? 

2. What happens in your school day? 

3. Who is in your friendship networks and what games do you play? 

4. Who do you get support from if you do not understand something, if someone is mean 

to you, if you need something? 

5. Who collects you when school finishes or do you make your own way home? 

6. What do you do when you are not at school? 
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7. Who lives in your family home with you? 

Closing  

Is there anything more you would like to add? 

Thank you so much for your time. 
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Appendix 7 – Observation data collection sheet 

Date:  Class:   School: 

No. of pupils 

Time Content of observation Reflective notes 
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Appendix 8 - Ethical Approval 

  

 
   
 

                                              School of Social Sciences, 
                                                      Education and Social Work 

                                                69/71 University Street  
                             Belfast   
                             BT7 1HL 

                                                                  TEL: +44 (0) 28 9097 3041/5906 
                                                                                    www.qub.ac.uk  

 
 

 
 
 

 
Memorandum 
 
 
To Tham Nguyen 
 
From Dirk Schubotz, SREC Chair 
 
Date 28 January 2019 
 
Distribution Karen Winter, Supervisor 
 File 
  
 
Subject: Ethics Review ± µ$Q� H[SORUDWRU\� VWXG\� RI� LQWHUQDO� PLJUDQW� FKLOGUHQ¶V� HGXFDWLRQDO�

experiences and achievements in primary school settings in Vietnam¶. 
 
The School of Social Sciences, Education and Social Work Ethics Committee has reviewed your proposed 
study and has granted approval for you to proceed.  
 

x It is important to ensure that you follow the procedures outlined in your submission. Any departure from these 
          may require additional ethical approval. 

 
Note for the principal investigator: it is the responsibility of the investigator to add any research projects 
LQYROYLQJ�KXPDQ�SDUWLFLSDQWV��WKHLU�PDWHULDO�RU�GDWD��WR�WKH�8QLYHUVLW\¶V�+XPDQ�6XEMHFWV�'DWDEDVH�IRU�
LQVXUDQFH�SXUSRVHV����7KH�+XPDQ�6XEMHFWV�'DWDEDVH�LV�DFFHVVLEOH�WKURXJK�42/�XQGHU�µ0\�5HVHDUFK¶�� 
 
The Committee wishes you every success with your research. 
 

 
 
Dirk Schubotz 
Chair, SSESW SREC 
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Appendix 9 – Consent forms for participants 

 

INSTITUTIONAL CONSENT FORM 

(Please tick to indicate agreement with each statement where applicable): 

q   I have been informed of and understand the purposes of the study 

q    I consent to the researcher approaching the Head of the schools, teachers, parents, 

and children to invite them to participate in the study 

q I have been given an opportunity to ask questions 

q I understand I can withdraw at any time without prejudice 

q Any information which might potentially identify the schools and the participants 

will not be used in published material  

q I agree to participate in the study as outlined to me 

q I agree to provide official documents and records relating to migrant children from 

2013-2018 

 
 
________________________________  ______________ 
Signature     Date 
 
________________________________  
Print Name 
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CHILDREN CONSENT FORM  

(Please tick to indicate agreement with each statement where applicable): 

My parent/carer has read Tham’s forms with me 

I want to be part of Tham’s study 

I know that I can stop being part of Tham’s study at any time and that nothing bad 

will happen 

I knew that the notes Tham takes will not have my name on them. 

I am OK with Tham’s recording what I am saying 

 
________________________________  ______________ 
Signature     Date 
 
________________________________  
Print Name 
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PARENT CONSENT FORM 

(Please tick to indicate agreement with each statement where applicable): 

q   I have read the letter provided. 

q    I have read the information leaflet. 

q I understand that my participation is voluntary and that I can withdraw at any time  

q I understand that all data will be anonymised and that my name will not be used in 

any reporting of the findings. 

q I understand that if I talk about any Child Protection issues (such as harm to a child) 

or reveal a case of significant harm to myself or others, then this will be passed to the 

appropriate people  

q I agree to take part in the interviews 

q I agree that my children participate in the individual interviews. 

q I agree that my children participate in the focus group. 

q I agree that my children participate in the class observation. 

q I agree to the audio-recording and transcription of the interview with the researcher 

 
________________________________  ______________ 
Signature     Date 
 
________________________________  
Print Name 
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PARENT CONSENT FORM (non-migrant children) 

(Please tick to indicate agreement with each statement where applicable): 

q   I have read the letter provided. 

q    I have read the information leaflet. 

q I understand that my participation is voluntary and that I can withdraw at any time  

q I understand that all data will be anonymised and that my name will not be used in 

any reporting of the findings. 

q I understand that if I talk about any Child Protection issues (such as harm to a child) 

or reveal a case of significant harm to myself or others, then this will be passed to the 

appropriate people  

q I agree that my children participate in the class observation. 

 
________________________________  ______________ 
Signature     Date 
 
________________________________  
Print Name 
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SCHOOL HEADS AND TEACHERS CONSENT FORM 

(Please tick to indicate agreement with each statement where applicable): 

q   I have been informed of and understand the purposes of the study 

q    I consent to the researcher approaching parents to invite them to participate in the 

study 

q I have been given an opportunity to ask questions 

q I understand I can withdraw at any time without prejudice 

q Any information which might potentially identify me will not be used in published 

material  

q I agree to participate in the study as outlined to me 

q I agree to the audio-recording and transcription of the interview with the researcher 

 
________________________________  ______________ 
Signature     Date 
 
________________________________  
Print Name 
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Appendix 10 - Participant Information Sheet 

INFORMATION SHEET FOR INSTITUTIONS 

 

Introduction  

My name is Tham. I am a lecturer in social work at Thu Dau Mot University. Now I am 

studying for a PhD in social work at Queens’s University of Belfast. 

 

What is the researcher about? 

I am interested in exploring the educational experiences and achievements of internal 

migrant children in primary school settings in Vietnam.  

Many thanks for taking the time to meet with me today. The topic of this talk is about 

your experiences and your views on migrant children in this school. 

 

Why am I studying this? 

There is a lot of concern about internal migrant children. However, it seems that there is a 

real lack of studies that relate to internal migrant children in Vietnam. 

 

What does the research involve? 

The research will undertake a multi-methods approach, combining interviews, focus 

groups, observations, and document access. In-depth interviews with children, parents and 

teachers and focus groups with these same subgroups will be undertaken to gain a rounded 
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view of migrant children’s lived experiences in primary school settings and research with 

children will elicit their own views and give these prominence.  

There are two primary schools in your district will be take part in the research.  

The study will involve me talking with you and collect some documents relating to 

migrant children in primary schools in your district.  

 

What will I do with the information? 

All responses will be kept confidential. This means that your interview responses will 

only be shared with research team members, and we will ensure that any information we 

include in our report does not identify you as the respondent. Remember, you don’t have 

to talk about anything you don’t want to and you may end the interview at any time.  

 

Where am I? 

Thu Dau Mot University 

06 Tran Van On, Phu Hoa, Thu Dau Mot city 

Tel: 0274 3844671 

Email: tnguyen06@qub.ac.uk 

Who is my supervisor? 

Dr Karen Winter 

School of Social Sciences, Education and Social work 

Tel: +44 (0)28 9097 3917 

Email: k.winter@qub.ac.uk 
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INFORMATION SHEET FOR CHILDREN 

 

Who am I?  

My name is Tham. I work in Thu Dau Mot University. Now 

I am studying at Queen’s University of Belfast. 

 

What am I studying? 

I am interested in finding out about the experiences of internal migrant children in primary 

schools in Vietnam.  

 

Why am I studying this? 

There is a lot of concern about internal migrant children. 

 

What will the study involve? 

The study will involve me talking with you and 2 or 3 of your friends together in a small 

group. If you agree it will also involve talking with you one to one. I will also be in the 

playground with you to see how children play together and what kinds of things they play.  

 

What will happen to the information I collect? 

The information I collect will be written up, anonymised and stored on a password 

protected computer  

 

Will people know it’s you? 
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No, people will not be able to identify you.  

 

What happens if you don’t want to take part? 

It is fine if you don’t want to take part. Nothing bad will happen to you if you do not want 

to take part.  

 

What happens if you say yes and then change your mind? 

 It is fine if you change your mind. I will erase your data. Nothing bad will happen if you 

change your mind.  

 

Where I am? 

Thu Dau Mot University 

06 Tran Van On, Phu Hoa, Thu Dau Mot city 

Tel: 0274 3844671 

Email: tnguyen06@qub.ac.uk 

Who is my supervisor? 

Dr Karen Winter 

School of Social Sciences, Education and Social work 

Tel: +44 (0)28 9097 3917 

Email: k.winter@qub.ac.uk 
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INFORMATION SHEET FOR PARENTS 

 

Who am I?  

My name is Tham. I am a lecturer in social work at Thu Dau 

Mot University. Now I am studying for a PhD in social work 

at Queens’s University of Belfast. 

 

What am I studying? 

I am interested in exploring the educational experiences and achievements of internal 

migrant children in primary school settings in Vietnam.  

 

Why am I studying this? 

There is a lot of concern about internal migrant children. However, it seems that there is a 

real lack of studies that relate to internal migrant children in Vietnam. 

 

What will the study involve? 

The research will undertake a multi-methods approach, combining interviews, focus 

groups, observations, and document access. In-depth interviews with children, parents and 

teachers and focus groups with these same subgroups will be undertaken to gain a rounded 

view of migrant children’s lived experiences in primary school settings.  

The study will involve me talking with you and asking you some questions. The interview 

will be undertaken at your home, or at the school that your children are studying, or any 

comfortable place for you in public location such as coffee shop.  
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What will happen if the children participate in the research? 

If your children take part in the research, they will participate in a focus groups and/or 

interviews in 15-30 minutes. All of the activities with your children will be conduct at open 

school rooms on school premises with teachers nearby.  

I also plan to observe your children in the Vietnamese classes, Math classes and English 

classes, watch from the back of the room and say nothing. 

 

What will happen to the information I collect? 

The information I collect will be written up, anonymised and stored on a password 

protected computer  

All responses will be kept confidential. This means that your interview responses will 

only be shared with research team members, and we will ensure that any information we 

include in our report does not identify you as the respondent. Remember, you don’t have 

to talk about anything you don’t want to and you may end the interview at any time.  

 

 

Will people know it’s you? 

No, people will not be able to identify you.  

 

What happens if you don’t want to take part? 

It is fine if you don’t want to take part. Nothing bad will happen to you or your child if you 

do not want to take part.  
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What happens if you say yes and then change your mind? 

 It is fine if you change your mind. I will erase your data. Nothing bad will happen if you 

change your mind.  

 

Where am I? 

Thu Dau Mot University 

06 Tran Van On, Phu Hoa, Thu Dau Mot city 

Tel: 0274 3844671 

Email: tnguyen06@qub.ac.uk 

 

Who is my supervisor? 

Dr Karen Winter 

School of Social Sciences, Education and Social work 

Tel: +44 (0)28 9097 3917 

Email: k.winter@qub.ac.uk 
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INFORMATION SHEET FOR SCHOOL HEADS AND TEACHERS 

 

Introduction  

My name is Tham. I am a lecturer in social work at Thu Dau Mot University. Now I am 

studying for a PhD in social work at Queens’s University of Belfast. 

 

What is the researcher about? 

I am interested in exploring the educational experiences and achievements of internal 

migrant children in primary school settings in Vietnam.  

Many thanks for taking the time to meet with me today. The topic of this talk is about 

your experiences and your views on migrant children in this school. 

 

Why am I studying this? 

There is a lot of concern about internal migrant children. However, it seems that there is a 

real lack of studies that relate to internal migrant children in Vietnam. 

 

What does the research involve? 

The research will undertake a multi-methods approach, combining interviews, focus 

groups, observations, and document access. In-depth interviews with children, parents and 

teachers and focus groups with these same subgroups will be undertaken to gain a rounded 

view of migrant children’s lived experiences in primary school settings and research with 

children will elicit their own views and give these prominence.  
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The study will involve me talking with you and asking you some questions. The interview 

should take less than an hour. I will be taping the session because I don’t want to miss 

any of your comments. I will also be taking some notes during the session.  

 

What will I do with the information? 

All responses will be kept confidential. This means that your interview responses will 

only be shared with research team members, and we will ensure that any information we 

include in our report does not identify you as the respondent. Remember, you don’t have 

to talk about anything you don’t want to and you may end the interview at any time.  

 

Where am I? 

Thu Dau Mot University 

06 Tran Van On, Phu Hoa, Thu Dau Mot city 

Tel: 0274 3844671 

Email: tnguyen06@qub.ac.uk 

Who is my supervisor? 

Dr Karen Winter 

School of Social Sciences, Education and Social work 

Tel: +44 (0)28 9097 3917 

Email: k.winter@qub.ac.uk 
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Appendix 11 – Coding and themes 

1. Coding 

1.1 Migrant children’s interviews: 38 codes were identified 

 

 

1.2  

  

Relationship before migration After school activities 

Dislike before migration Self-study 

Like before migration Out-of-school service 

School experience before migration Parents’ help 

Feeling about their hometown School curriculum 

Life before migration School transfer history 

Living with whom  The first day at school 

Living condition  Classmates and teachers 

Relationship outside the school Feeling about current school 

Their family Academic achievement 

Their feeling about migration Typical day 

Activities at school Full day schooling 

Break time Wish for school 

Dislike Plan 

Like Origin places 

Extra classes Feeling when migrating 

How to go to school Time and reason for migration 

Language and culture Relationship with their hometown 

Make friends Hometown visit 
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Migrant parents’ interviews: 76 codes were identified 

 

Life in their hometown How children go to school in previous 
schools 

Migration experience Language and culture in previous schools 

Migration satisfaction Out-of-school childcare in previous schools 

Migration decision Parents’ help in previous schools 

Time to migrate Parents’ satisfaction with previous schools 

Age Child’s relationship with classmates and 
teacher in previous schools 

Origin places Parents’ relationship with previous school 

Educational background Previous school fee 

Marital status Previous school facilities  

Jobs Teaching and learning quality at previous 
schools 

Accommodation  Enrolment process in the previous school 

Family organization Children’s academic achievement in the 
previous schools 

Incomes  Children’s feeling about the previous school 

Neighbours  School day at previous schools 

Plan  After school activities 

Integration  Relationship outside schools 

Community relationship Children’s feeling when migration 

Living cost Children’s feeling after migration 

Migration trend Children’s integration 

Social security Children’s life before migration 

Social services Children’s migration history 
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Society development Children’s schooling history 

Suggestions Hometown visit 

Children’s current class size Bullying  

Satisfactory about children’s current school Extra classes 

Relationships with other parents at the 
current school 

Languages and culture 

Relationship with current schools Out-of-school childcare 

Current school activities Parents’ strategies 

Current school curriculum Parents’ involvement  

Current school fee Children’s self-study 

Current school resources Shuttle children to school 

Current school facilities Enrolment process 

Current school’s policies Children’ first day at new schools 

Current teaching and learning quality Children’s relationship at schools 

Current school day Children’s academic achievement 

Suggestion for current schools Children’s feeling about school 

Current school’s understanding Children’s school integration 

Children’s class size in previous schools Typical day 

 

 

1.3 School principals and teachers’ interviews: 46 codes were identified 

 

Teaching history Migrant parents’ understanding about the 
schools 

Migrant children after school activities Building relationship with migrant parents 

Communication  Number of classes 
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Migrant children’s integration at new school School day service 

Migrant children’s academic achievements School facilities 

Out-of-school childcare School’s activities 

Migrant children’s disadvantages School’s administration 

Migrant children’s integration at new places School’s history 

Migrant children’s place of origin School’s policies 

Migrant children’s school tranfer School’s strategies 

Migrant children’s needs School resources 

Migrant children’s strengths Teacher training 

Percentage of migrant children at schools Teacher’s communication skills 

Quit school Teaching and learning quality 

Migrant children’s relationship with 
classmates 

Teaching methods 

Enrolment process Jobs  

Migrant family’s household registration Market  

Migrant family’s finance Migration’s integration 

Migrant family’s jobs Migration trend 

Migrant parents’ educational background Security  

Migrant parents’ origin places Social welfare 

Migrant family’s relatives Education 

Migrant parents’ perspective about schooling Healthcare 

Migrant parents’ feedback about school’s 
services 

 Housing 

Migrant parents’ school involvement Relationship with current schools 

Migrant parents’ strategies Current school activities 

Reason to migrate Current school curriculum 
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Relationship between migrant parents and 
schools 

Current school fee 

 

 

From the initial codes, the transcripts were re-read and redefined from 160 codes into 69 
codes 

 

 Migrant children Migrant parents School principals and 
teachers 

1.  Family life before 
migration 

Life before migration School principals and 
teachers’ background 

2.  Education before migration Migration history Migrant children situation 
at schools 

3.  Relationship before 
migration 

Migration satisfactory Migrant children’s 
advantages and 
disadvantages 

4.  Feeling about their 
hometown 

Demographic 
characteristics 

Migrant children’s 
integration 

5.  Relationship with 
hometown after migration 

Living condition after 
migration 

Migrant children’s needs 

6.  Migration history Jobs and income after 
migration 

Migrant children’s 
relationships at schools 

7.  Feeling when migration Integration after migration Migrant children’s 
academic attainment 

8.  Plan Plan  Migrant children’s 
activities at school 

9.  The life after migration Views about social issues at 
new places 

Migrant children’s 
activities after school 

10.  Relationship after 
migration 

Views about the school 
setting in the previous 
schools 

Out-of-school childcare 
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11.  Integration at new places Parents’ satisfactory about 
the previous schools 

Migrant parents’ socio-
economic background 

12.  Feeling after migration Parents’ involvement in 
their schooling before 
children’s migration 

Migrant parents’ 
involvement in children’s 
schooling 

13.  Relationships at schools Children’s academic 
achievement before 
migration 

School resources 

14.  After school activities Children’s school 
relationship before 
migration 

School strategy 

15.  Activities at schools Enrolment process before 
migration 

Teaching quality 

16.  Integration at school Children’s feeling about 
school before migration 

Learning quality 

17.  Out-of-school service Views about the current 
school setting  

Views on wider society 
issues 

18.  School transfer history Parents’ satisfactory about 
current school 

 

19.  Academic achievement Parents’ involvement in 
their schooling 

 

20.  Typical day Children’s academic 
achievement after 
migration 

 

21.  School day Children’s school 
relationship after migration 

 

22.  Feeling about current 
school 

Enrolment process after 
migration 

 

23.  Self-study Children’s feeling about 
school after migration 

 

24.  Parents’ involvement in 
their schooling 

Children’s activities at 
school 
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25.   Children’s activities after 
school 

 

26.   Children’s migration 
history 

 

27.   Children’s schooling 
history 

 

28.   Children’s integration after 
migration 

 

 

 

2. Themes, description, and sub-themes 

From 69 codes above, the researcher divided them into 13 main themes based on the research 
questions. 

 

Main themes Description Sub themes  

Children’s life before 
migration 

These themes helps the 
researcher understand the 
changes in children’s life 
caused by migration 

• Family life before 
migration 

• Relationship before 
migration 

• Feeling about their 
hometown 

Children’s life after migration • Relationship with 
hometown after 
migration 

• Living conditions after 
migration 

• Relationship after 
migration 

• Integration at new places 
• Feeling when and after 

migration 
• Plan 

Children’s school experience 
and attainment before 
migration 

These themes helps the 
researcher understand the 
changes in children’s 

• Relationships at schools 
• Activities at schools 
• After school activities 
• School academic. 
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Children’s school experience 
and attainment after 
migration 

schooling caused by 
migration 

• School transfer history 
• Activities at schools 
• After school activities 
• Integration at school  
• Academic achievement 
• Feeling about current 

school 
Migrant parents’ socio-
economic background 

By using these themes, the 
researcher explores how the 
microsystem impact on 
migrant children. 

• Age, jobs, incomes, 
original places 

• Migration history 
• Migration history 

Migrant parents’ experience 
at new places and the general 
social issues 

• Living condition 
• Migration satisfactory 
• Integration after 

migration 
• Views about social issues 

at new places such as 
security, employment, 
traffic, social welfare… 

Migrant parents’ views about 
the school setting 

• Enrolment process after 
migration 

• Views about the current 
school setting: enrolment 
process, teacher 
resources, curriculum, 
school facilities and 
policies… 

• Parents’ satisfactory 
about current school 

Migrant parents’ views on 
their children’s schooling 
before migration 

• Views about the school 
setting in the previous 
schools: enrolment 
process, teacher 
resources, curriculum, 
school facilities and 
policies… 

• Parents’ involvement in 
their schooling before 
children’s migration 

• Children’s academic 
achievement before 
migration 

Migrant parents’ views on 
their children’s school 
experience after migration 

• Children’s schooling 
history  

• Children’s school 
relationship 

• Children’s activities at 
school and after school 
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• Children’s academic 
achievement  

• Parents’ involvement in 
their children schooling 

School heads and teacher’s 
views on migrant children 
movement at their schools 

This theme provides 
information about how 
migrant children movement 
develops in schools.  

• Migrant children 
situation at schools 

• Migrant children’s 
integration 

• Migrant children’s 
academic attainment 

• Migrant children’s 
activities at school and 
after school 

School heads and teacher’s 
views on migrant parents 

Through analysing this 
theme, researcher examine 
the influence of macrosystem 
on migrant children 

• Migrant parents’ socio-
economic background 

• Migrant parents’ 
involvement in children’s 
schooling 

School heads and teacher’s 
views on the school setting 

This theme is important for 
me to have an insight about 
how migrant children impact 
on the educational system. 

• School resources 
• School strategy 
• Out-of-school childcare 
• Teaching and learning 

quality 
 

School heads and teacher’s 
views on the social issues 
regarding migration trend 

This theme indicates the 
relationship between 
microsystem, macrosystem 
and ecosystem and 
individuals. 

• Migration trend 
• Economic development 
• Educational issues 
• Social welfare 

 

 

 

 


