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Abstract 

Given the current efforts of Vietnamese HEIs to increase quality and catch up with world-ranking 
universities, it is worthwhile to examine the nature of quality management (QM) implementation 
in the Vietnamese context and culture. In seeking to go beyond the previous scant research 
systematically examining the management of quality assurance (QA) in Vietnamese HEIs, this 
study aims to investigate the nature of QM in Vietnamese public HEIs. Using a sequential mixed 
methods approach, the study provides a comprehensive and systematic analysis of the topic by (i) 
developing a conceptually rigorous and empirically validated framework of QM for Vietnamese 
public HEIs; (ii) investigating the nature of QM in Vietnamese public universities; and (iii) 
examining implications for national policy and HEI practice based on the outcomes of the research. 

The study examines the context of Vietnamese higher education as a rationale for the research 
and higher education and HEI definitions and relevant characteristics as a background for the 
analysis. To guide the design of a conceptual QM framework, it explores the major concepts of 
quality, QA, QM, and a modified Deming cycle. The potential influence of the Vietnamese national 
characteristics on QM implementation in HEIs is also explored via Hofstede cultural theory. This 
theoretical understanding helped with the review of the six meta-analyses on QM in higher 
education to establish essential dimensions representing good practices in world higher education 
which would potentially work in the Vietnamese context.  

For empirical validation, a review was administered to international and local experts in higher 
education and QM in higher education through a two-round survey. The findings yielded an 
empirically validated conceptual framework. This framework, in turn, directed the location of the 
relevant documents and guided semi-structured interviews at three selected public HEIs to obtain 
stakeholders’ insights into QM implementation. The findings of this stage contributed to 
identifying the implications for national policy and institutional operations. 

Evidence from the study shows that Vietnamese public HEIs are still at an early stage in QM 
implementation. The recent efforts to improve QA that emphasise performance-based assessment 
solved many weaknesses and pushed these HEIs to a higher level. However, they insufficiently 
accommodated unique institutional requirements, did little to support improvement and 
ultimately enhancement, and seemed to be underdeveloped in some essential dimensions such as 
information management and benchmarking. Not surprisingly, they met some resistance. 

The findings advocate the idea that QA is contextually and culturally dependent. To help make the 
QA system more consistent and supportive of sustained improvement and innovation, the study 
suggests a QM framework consisting of nine dimensions, namely, continuous improvement, 
leadership and management, information management, resource management, education and 
research management, stakeholder focus and satisfaction, partnership development and 
management, benchmarking within the institution and beyond, and healthy relationship 
management. The thesis recommends a compliance culture for the initial stage to develop a full 
commitment to QA from all stakeholders. For long-term strategies, trust and transparency should 
be strongly established through quality practices with a focus on national culture.   
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1 CHAPTER I: Introduction 

The Need for Effective Quality Management in Vietnamese Higher Education 

Institutions 

1.1  Introduction 

 This chapter begins with the justification for the study and an argument for the proposed 

contribution of the thesis. The problem is then elaborated, indicating the research gap, 

followed by the research questions. The significance of the dissertation indicates its 

contribution to the policies and practices of quality management (QM) in Vietnamese 

higher education (HE). An outline of the whole study is presented, and the limits in the 

scope of the study are identified. 

1.2  Rationale 

The twenty-first century has brought about a change-oriented society. Knowledge 

expansion, lightning-fast development in science and technology, rapid globalisation, and 

scarce resources have intensified pressure in all walks of life. Like other public and private 

organisations, educational institutions cannot ignore the trend. As Partington and Brown 

(1997) state, higher education institutions (HEIs) in the 1990s underwent fundamental 

changes. This radical transformation has included a tremendous expansion of the student 

population in terms of size and diversity, new expectations from stakeholders concerning 

graduates’ employability in the knowledge society and HEIs’ accountability for their 

missions, along with increasing demand for efficient and effective QM (Altbach, Reisberg, 

& Rumberg, 2009).  

After a massive investment in higher education with more universities to cope with those 

radical challenges, new courses have been designed, academic programs have been 

revised, and curricula have been improved. Nevertheless, new concerns have emerged 

such as the curriculum outcomes, the efficient institutional operation, and the 
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transparency and efficiency of the money invested in higher education (Lenn, 2004).  In 

such a scenario, the need for quality assurance (QA) and standards in higher education are 

a significant concern for HEIs and governments (Campbell & Roznyai, 2002; Martin & 

Stella, 2007). Consequently, since the 1980s, HEIs across the world, especially in the 

developing countries in this century, have started to find support from QA and QM models 

and frameworks, accreditation, auditing, as well as peer review (Brookes & Becket, 2007; 

Grant, Mergen, & Widrick 2004; Manatos, Sarrico, & Rosa, 2017; Owlia & Aspinwall, 1997; 

Pratasavitskaya & Stensaker, 2010; Tari & Dick, 2016).  

This search for standardised approaches is highly relevant in Vietnamese higher 

education. After a decade of massification with hundreds of newly built universities, an 

abrupt change from the year-based curriculum to the credit-based learning system has 

come into effect with a call for renovation in teaching methodology and active learning, 

which is completely different from the traditional Confucian-influenced learning style. As a 

result, the situation seems to be out of control on the part of all concerned. In response, 

Vietnam has largely managed to sustain all its resources to build up a relatively complete 

QA system since 2003 (Pham, 2013). The system includes QA through accreditation by 

checking if an HEI or a program satisfactorily attains its missions and objectives and 

through promotion of quality by imposing self-evaluation and continuous improvement at 

the institutional level.  

With the revision of the Education Law of 2005 (National Assembly of Vietnam [NAV], 

2009), almost all HEIs have a QA unit in place (Niedermeier & Pohlenz, 2016). Over the 

period of 10 years from 2005 to 2014, 384/436 (93%) of HEIs submitted their self-

evaluation reports, but only 104 HEIs updated their reports after the prescribed five years 

(Ministry of Education and Training [MOET], 2016). In the meantime, authorised by MOET, 

the General Department of Education Testing and Accreditation (GDETA) finished 

delivering external evaluations to the first 20 HEIs, but it has not publicly announced any 

of the outcomes. This practice has initially facilitated favourable conditions for 

Vietnamese HEIs to know where they are and what they are expected to achieve in the 
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new era full of challenges and to be able to familiarise themselves with Internal Quality 

Assurance (IQA) and External Quality Assurance (EQA). Nonetheless, though EQA is a 

worthwhile effort, it is not necessarily a sufficient condition to institutionalise quality 

standards when that effort remains externally driven.  

After all, quality is the responsibility of an HEI (European Association of Quality Assurance 

Agencies [ENQA], 2015). Hence, the critical points in question are how IQA is 

institutionalised in Vietnamese HEIs and how their quality practices originating from 

developed countries are adopted and adapted in an HEI in a developing country (Lemaitre, 

2002); what facilitates and challenges the implementation of these quality practices given 

that they are borrowed or transferred from a Western environment to a culture far to the 

East; and most importantly, what place quality has within these HEIs. As Rosa and Amaral 

(2007) put it, genuine improvement can only be achieved through the acknowledgement 

of the strategic importance of quality and QM and effective daily management practices. 

With a stronger management approach that does not stop at accountability or 

improvement to reach prescribed standards, QM is supposed to make an institution’s 

operation more efficient, to enhance quality, and to make sure that it can contribute to 

the human capital formation, innovation, as well as to social, cultural, and environment 

development.  

In view of the current efforts of Vietnamese HEIs in increasing quality and catching up with 

the world universities in the league tables, it is worthwhile interrogating the discourse 

regarding the nature of QM implementation in the Vietnamese context and culture. 

Current research to date has only argued for the development of QA, and aspects of that 

development like accreditation and the business angle. For example, studies have focused 

on the necessity of QA and its establishment as an important educational reform system 

for HEIs (Dao, 2015; Kristoffersen, 2010; Loc, 2011; Nguyen, Oliver, & Priddy, 2009;). Due 

to the recent establishment of the QA system with a strong focus on accreditation, 

research often highlights the development of QA in the higher education sector (Lam & 

Vu, 2012; Madden, 2014; X. T. Pham, 2012, 2013), accreditation (Le, 2017; Nguyen, Evers, 
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& Marshall, 2017; Nguyen et al., 2009; Westerheijden, Cremonini, & van Empel, 2010), 

and the introduction of QM models from business (H. Q. Nguyen, 2010; T. K. A. Nguyen, 

2010; Nguyen, 2016) except for Nguyen (2011). As an exception, Nguyen’s (2011) 

empirical study approaches reform from a university management perspective, but it is 

limited to curriculum planning and the growth and effects of a Vietnam–Netherlands 

project on Professionally Oriented Higher Education. In short, research has just looked 

only a few aspects of QA and there is scant research investigating systematically how IQA 

is managed in HEIs in Vietnam.  

By seeking to widen the scope of previous research, this study centres on the nature of 

QM in Vietnamese HEIs by identifying the current implementation of QM in the HEIs, as 

well as the challenges involved, and suggests some improvements from the stakeholders’ 

viewpoints. With this as its primary focus, the study uses a mixed methods approach to 

provide a comprehensive and systematic analysis of the complexities surrounding QM in 

Vietnamese HEIs. To achieve this aim, it investigates the current status and actual 

practices of QM at some local universities. A conceptually rigorous and empirically 

validated framework of QM for Vietnamese HEIs has been developed to support this 

investigation, and acts as a basis for examining implications for national policy and HEI 

practice.  

From the international perspective, the study opens the opportunity to investigate 

another context with different cultural background and economic conditions. The 

Vietnamese case could provide an interesting comparison to those in nations where 

quality policies and measurements have been more mature. Thus, it may contribute to the 

literature on how HEIs respond to contextually different external demands. At a higher 

level, the study may provide a more relevant QM framework for other countries who are 

rapidly modernising and developing a new university system. In particular, when the 

universities in these countries do not have the same problems as those in established 

Western systems, the QM framework from the already developed Western system may 

not be appropriate for the more recent ones.  
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From the Vietnamese perspective, the thesis is an effort to map the context of QM in 

Vietnamese HEIs. The outcomes of the research project will be additional measures to 

help attain an effective implementation of QM in the HEIs, and this will, in turn, provide a 

QM framework for HEIs in Vietnam. The study will bridge a gap in the research literature 

on QM in higher education in Vietnam and inform the educational policy planners and key 

decision makers at both ministerial and institutional levels with the purpose of enhancing 

QM performance in HEIs. Thus, the dissertation aims to contribute to the improvement of 

the current QA System in Vietnamese HEIs from the QM perspective. 

1.3 Aim, objectives, and research questions 

1.3.1 Aim 

To investigate the nature of quality management in public Vietnamese higher education 

institutions.  

1.3.2 Objectives  

The study has three interrelated objectives:  

-    The conceptual objective: To develop a conceptually rigorous and empirically validated 

framework of QM for public Vietnamese HEIs;  

-    The technical objective: To investigate the nature of QM in Vietnamese HEIs, more 

specifically public universities using the conceptual framework; and 

-    The practical objective: To examine implications for national policy and HEI practice 

based on the outcomes of the two objectives above. 

1.3.3 Research questions 

Accordingly, one primary and three subsidiary research questions are: 

What is the nature of quality management in Vietnamese public HEIs? 
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This fundamental question leads to three subsidiary research questions: 

Subsidiary research question one: What are the characteristics of a conceptually rigorous 

and empirically validated framework of QM for Vietnamese public HEIs?  

Subsidiary research question two: What are the actual characteristics of QM in Vietnam 

higher education in relation to the potential discrepancy between ‘ideals’ from the 

literature and the current practice? 

Subsidiary research question three: What are the implications for national policy and HEI 

practice in view of the quality framework and the current state of play? 

The research questions framed the analysis of the empirical components of the study, 

which in turn have influenced the interpretation of the results and helped guide successful 

research outcomes. 

1.4  Summary of methodology 

Given the primary question, “What is the nature of quality management in Vietnamese 

public HEIs?” this study is concerned with higher education policy and management 

research. To answer this question comprehensively, the study used the sequential mixed 

methods approach to help inform the data collection, increase validity in the findings, and 

assist with knowledge creation, bringing about a deeper, broader understanding of the 

phenomenon (Creswell & Plano Clark, 2011). 

However, to answer the question comprehensively, suitable criteria were needed, 

particularly a conceptual framework, to critically evaluate how quality is carried out in 

Vietnamese HEIs from the QM perspective. It is evident that “one size fits all” does not 

work in higher education contexts (Ossiannilsson, Camilleri, & Brown, 2015) as cultural 

and contextual adjustments are required. Consequently, a conceptual framework which is 

relevant and specific to the Vietnamese tertiary setting had to be designed to support this 

research project.  
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To achieve this, first and foremost, the context of Vietnamese higher education was 

examined as a rationale for the research. Second, the research analysed the definitions 

and relevant characteristics of higher education and HEIs as a background for all the 

analysis. Then the major concepts of quality, QA, QM, and Deming’s management theory 

were reviewed to guide the theoretical understandings forming the basis of designing a 

conceptual QM framework. However, these salient concepts and all their forms cannot 

exist in a vacuum. Therefore, through Hofstede’ national cultural theory (G. Hofstede, G. J. 

Hofstede, & Minkov, 2010) the study generated an in-depth discussion of the potential 

influence of the Vietnamese national characteristics on the implementation of QM in HEIs.  

Third, based on this theoretical understanding, the literature on QM in higher education 

has been reviewed through six meta-analyses with a focus on QM models in higher 

education to draw out essential dimensions representing good practices in world higher 

education and potentially working in the local context. For empirical validation, a review 

based on the quasi-Delphi method was administered to experts on higher education and 

QM in higher education. The findings helped establish an empirically validated conceptual 

framework for revealing and discussing QM practices in public Vietnamese HEIs.  

This conceptual framework, in turn, directed the location of the relevant documents and 

serves the design of the interview questions. Since the purpose was to provide an in-depth 

analysis and portrayal of QM at three selected HEIs, this case study is descriptive and 

exploratory. Review of documents related to QM in these universities provided relevant 

background information, thereby helping with developing and finalising the interview 

questions. The semi-structured interviews then helped obtain stakeholders’ insights on 

the implementation of QM. This step also contributed to identifying the implications for 

national policy and HEI practice in light of the quality framework and the current practice. 

The outcome will confirm the framework for QM in HEIs. 
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Chapter 5 thoroughly discusses in much greater detail of the recruitment strategy, data 

collection techniques, participants’ tasks, data analysis method, methodological 

limitations of the research instruments as well as ethical considerations.  

1.5  Significance of study  

The findings of this empirical research provide both practical and theoretical implications 

for QM and related domains in higher education in several ways. First, it forwards the 

critical information to the next generation of Vietnamese researchers who may be 

interested in QM in Vietnamese higher education. While relatively little is known about 

the status of its implementation in Vietnamese HEIs, this study directs attention to the 

need of local HEIs for effective QM and provides a fundamental understanding of QM at 

the institutional level in the Vietnamese setting from the stakeholders’ perceptions. Thus, 

it can help close the gap in the local literature in the form of real reflection.  

Second, this study also proposes some possible strategies and remedies that would 

enhance QM at the three selected Vietnamese HEIs. Third, it informs and offers guidance 

to decision-makers and policy planners both at institutional and national levels. Fourth, it 

may, in turn, be used by other Vietnamese HEIs to develop a locally relevant and suitable 

QM system if they perceive the research outcomes as appropriate to their contexts. Fifth, 

the study can provide public universities in Vietnam with a framework of QM relevant and 

specific to the Vietnamese education setting. The study hence helps bridge the gap in QM 

practice between local and foreign HEIs. 

The study also demonstrates that the characteristics of theories and practices from the 

West and of the sophisticated Vietnamese socio-political and cultural contexts can blend 

in harmony. This finding has an essential implication for QM practitioners in other 

countries that have similar socio-political or cultural backgrounds because the framework 

proposed here may be more relevant than purely Western models to many countries 

rapidly developing their university systems. Last, but not least, the study emphasises the 
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necessity of a complementary approach to solving complicated contemporary problems in 

educational and social sciences. 

1.6 Scope of study  

Acknowledging that there are many possible ways to investigate the nature of QM in HEIs, 

the researcher has defined a set of limits to guide the study. Though the limits are 

outlined here, they are also discussed when relevant throughout the research. Coupled 

with the findings, many of them help open up new avenues for further research.   

First of all, this research project does not investigate QM implementation in general but 

more specifically QM implementation in the Vietnamese higher education institutional 

setting. 

Because there might be specific differences concerning operation, resource generation, 

administration, among others between public and non-public institutions in Vietnam, the 

selected HEIs include only public universities. Therefore, some findings may apply to 

public institutions only.  

This study mainly investigates the current status and practices of QM only in higher 

education and at the institutional level. Universities provide primarily three types of 

services: teaching, research, and service, which are all focused on in this study. Therefore, 

in terms of HEIs, the study focuses on four-year bachelor degree-granting universities and 

above, which offer both undergraduate and graduate programs and cover both teaching 

and research. Junior colleges, community colleges, and professional colleges, where the 

training duration is usually less than four years, and the programs do not always cover 

research, are not included in this study.  

Given the complexities in gaining access to a sample which is representative of the whole 

population of the higher education sector, the data for this research were collected from a 

small sample population of 31 stakeholders from three institutions and 47 experts in the 
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field. Thus, the findings of this study might not be able to be generalised beyond the study 

sample.  

In the development of a conceptual QM framework for Vietnamese public HEIs, the 

number of experts varied from 34 to 47 for round 1 and round 2 respectively, as explained 

in Chapter 5. Even though the number of participants in the first round of the survey 

meets the minimum requirement on the sample size of the method, the participation of 

more experts might to some extent have informed the design of the framework better. 

However, the rich data from the open-ended questions and enthusiastic experts has eased 

this shortage. 

As both the number of experts in the second round and the consensus were relatively 

high, a third round was deemed redundant since it was thought highly unlikely that they 

would change their ratings and opinions. A third round might nevertheless have more 

conclusively confirmed the relevance and accuracy of the framework.  

Additionally, since the developed framework has not been implemented, it will be 

important to empirically verify its applicability and usefulness through practical 

implementation of these findings and to study the benefits gained by the HEIs through the 

implementation of this framework. 

In addition, a case study approach may be criticised for lacking knowledge that is 

generalisable, as it focuses on a particular instance or situation. Hence, the results of this 

study must be treated with prudence and might not be applied to all types of HEIs across 

the country.  

Qualitative research is also exposed to some risks of bias, such as the dependence on the 

researcher’s subjective observations and interpretations. To limit the bias, the protocol, 

the structured questions, and the different sources of data including interviews and 

document review, different types of stakeholders’ viewpoints, and preliminary analysis 

during the time of interviews were used for verification and triangulation. The 
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researcher's prior understanding of the local system and contexts is also a potential risk 

for bias despite having the strengths of an insider’s perspective. Extra caution was 

exercised in the collection and analysis of data with the intention of avoiding these risks. 

1.7 Structure of thesis 

This dissertation is divided into nine chapters. Each begins with an introduction including a 

brief description to provide the setting and its relationship to other parts of the research. 

All the chapters end with a summary to encapsulate the contents presented within the 

segment and connect the current one with the next. The remainder of the thesis is 

structured as follows. 

Chapter 2 establishes the context of the dissertation with an overview of Vietnamese 

higher education and the endeavour to establish quality HEIs together with the dire need 

for an effective QM system at an institutional level. 

Chapter 3 incorporates seven interrelated bodies of knowledge on higher education and 

HEI relevant characteristics to gain a comprehensive theoretical understanding of the 

phenomenon. It begins with the definition of higher education and HEIs, followed by the 

review of quality, QA, and QM concepts, and the modified Deming cycle in higher 

education. Then the chapter continues with the discussion of Hofstede et al.’s (2010) 

national culture theory and distinctive Vietnamese cultural characteristics that could 

influence the institutional operations.  

Chapter 4 presents the arguments for good practices put forward in the literature on QM 

frameworks in higher education based on the basic background in Chapter 3. Incorporated 

with Chapter 2, the chapter extracts from the literature the core dimensions and their 

corresponding items used to manage quality in HEIs. 

Chapter 5 includes an overview and two stages describing the methodology and research 

design for the study. Stage One explains how the literature-based and empirically 

validated quality framework was designed using the mixed methods including a two-round 
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survey and a mostly qualitative analysis. In light of the framework, Stage Two presents the 

case study with all of the data collection methods used including document analysis and 

in-depth semi-structured interviews on the implementation of QM. The chapter also 

includes accounts, where appropriate, of how the study addressed issues of research 

ethics. 

Chapter 6 aims to answer the subsidiary research question 1 presenting the expert 

feedback resource and the findings of the two-round survey and finalising the relevant, 

workable, and suitable framework for QM in Vietnamese HEIs. 

Chapter 7 and 8 address the second subsidiary research question by displaying the cross-

case analysis and the significant findings of the semi-interviews in light of the context, 

concepts, and the conceptual framework from the previous chapters. Sequentially, from 

the stakeholders’ insights, Chapter 7 describes the implementation of QM in the three 

selected HEIs and ends with a discussion of the reasons for its current success. Chapter 8 

explores the challenges to QM implementation and suggestions to enhance the QM 

implementation. The chapter also ends with a discussion about the possible reasons for 

these challenges. Together, these two chapters showcase the actual implementation of 

QM, the gap between this and the ‘ideals’ from the literature, and attempts to close the 

gap. 

Chapter 9 presents the answer to the third subsidiary research question. It contains (a) a 

summary of the findings, including the evaluation of the QM implementation, the 

facilitators, inhibitors, and strategies for the QM implementation in the three HEIs under 

study, and the contribution of the QM framework in terms of theory, practice, and 

methodology; (b) the implications for policy and practice; and (c) some tentative 

directions for further research. 
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1.8  Summary  

The study is one of the few attempts to investigate the implementation of QM in 

Vietnamese HEIs. While attracting heightened awareness in Vietnam, the issue has 

received scant research-based insight into what this involves. The research also reflects 

the desire to improve the current QA system in Vietnamese HEIs from the QM 

perspective. The chapter has outlined the research design focusing and directing this 

research. The next chapter investigates the context of the thesis with an overview of 

Vietnamese higher education and the endeavour towards establishing quality HEIs. Within 

this context the need for an effective QM system at the institutional level is further 

considered.  
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2 Chapter 2: The Context 

Vietnamese Higher Education and Quality Assurance  

2.1 Introduction 

First and foremost, the context is reviewed as a rationale for the research. The chapter 

begins with the current state of play in Vietnamese higher education and the past thirty 

years of change. It then elaborates responses towards higher education quality 

improvement from the Government and higher education institutions (HEIs), with a focus 

on the development of quality policies and mechanisms applied in Vietnamese higher 

education from 1986 onwards. The chapter ends with a summary of quality management 

(QM) in the higher education sector which anchors the need for effective QM in 

Vietnamese HEIs.  

2.2 The current state of play  

During the past decades, in response to internal demand as well as pressure to change 

from external sources, numerous policies and practices have been applied as presented in 

the previous sections, but higher education has not made as much progress as expected. 

In this section, the analysis of the higher education current state of play in higher 

education after all the efforts mentioned above will reiterate the need for effective QM in 

the HEIs. 

2.2.1 The structure 

Vietnamese higher education is greatly influenced by the Chinese, French, the former 

Soviet Union and the USA systems (Nguyen et al., 2009) due to the historical, economic, 

social and political transformations at different stages in history. That is why its structure 

and common practices currently have several characteristics in common with those 

systems. According to the Education Law (NAV, 2009), HEIs include colleges, universities, 

institutes, regional universities, national universities and research institutes, which can be 

categorised as public, private, and foreign-related institutions (Nguyen et al., 2009) The 
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universities encompass two main types: mono-disciplinary/specialised focusing on a single 

area of study, such as finance, technology, architecture, banking or law; and multi-

disciplinary covering a wide range of disciplines.  

There are four major categories of degrees available in Vietnamese higher education: 

Associate (3 years), Bachelor's (4-6 years), Master's (1-2 years) and Doctoral (2-4 years) 

degrees. Universities can provide all the four types while colleges can only award 

Associate degrees. Research institutes can provide Doctoral degrees but collaborate with 

universities to provide Master’s degrees (NAV, 2009).  

Until recently, a yearly national university entrance examination determined the 

admission to a full-time tertiary study program. In 2015, that method was abolished. HEIs 

can develop their selection methods based on the high school leaving examination. 

Since 1986, due to socialisation1, these HEIs have been allowed to open revenue-

generating part-time programs including in-service2, second-degree3, and transfer 

programs4 to accommodate different types of students. The mode of delivery is mainly 

face-to-face education, and only a tiny proportion is conducted through distance learning. 

The language of instruction is normally Vietnamese. However, universities increasingly 

offer Bachelor’s and Master’s courses in other languages: English, French, German, among 

others–which attracts not only overseas but also Vietnamese student enrolments. 

All Vietnamese HEIs have now started to be divided in line with Decree 73/2015/NĐ-CP 

regarding the stratification and ranking of HEIs into three groups of research-oriented, 

application-oriented, and practice-oriented institutions (Government of Vietnam [GOV], 

2015). Sixteen universities, which account for nearly two-thirds of all university 

enrolments in the country, are officially entitled ‘key' universities by Decision 

37/2013/QD-TTg (Prime Minister’s Office [PMO], 2013). These universities are generally 

                                                      
1 Education cost sharing between the government and the stakeholders 
2 Part-time programs for high school graduates conducted in the evenings only (usually four years) 
3 Part-time programs for bachelors conducted in the evenings only (usually two or three years) 
4 Part-time programs for college graduates conducted in the evenings only (usually two or three years) 
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larger, more comprehensive, and more research-oriented than others in Vietnam. This 

could be seen as an effort from the government to give more diversity to the traditionally 

training focus of Vietnam higher education. Besides, five world-class universities in 

partnership with five other governments including Germany, France, Japan, the UK, and 

the US have been designed. They are supposed to be included in the top world 200 

universities by 2020. However, only three of these universities are in start-up operation 

and they are experiencing difficulties in student recruitment due to high tuition fees and 

limited resources (Pham, 2014).   

2.2.2 The governance  

Centralised management still dominates Vietnamese higher education (Tran, 2014). 

Vietnam has a single party system, which politically influences the whole country’s 

education. As the leader of the Communist Party committee should be the president or 

vice president of that institution or the head or deputy head of that unit, the decision of 

the communist party cell means the decision of the board of president or board of deans. 

Similarly, when we talk about the decisions of the government or MOET, we also refer to 

the directions of the communist party leaders.  At the institutional level, the institutional 

leaders are mostly the leaders of the Communist Party Committee. 

“Line ministry control” still prevails with its disadvantages though years have passed since 

the publication of Resolution 14/2005/NQ-CP in 2005 and then Directive 296/CT-TTg in 

2010 (Dao, 2015; Do, 2014). Currently, the two flagship national universities (one in Hanoi 

and one in Ho Chi Minh City) report to the Prime Minister’s Office (PMO); some 60 other 

public HEIs including the majority of the 16 leading HEIs are responsible to MOET; and the 

remaining public HEIs are under the control of around 13 different ministries and quite a 

few provincial governments (Nguyen et al., 2009). For example, Ho Chi Minh City 

University of Economics reports to MOET while Vietnam National University of Agriculture 

is under control of the Ministry of Agriculture and Rural Development.   
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While MOET is accountable to the state for managing and administering the HE system 

(Tran, 2014), all the ministries (including MOET) and local authorities exert a powerful 

hold on budget allocations, rector and vice-rector appointments and all significant 

decisions including HEIs' expenditure. This control leads to an extensive functional overlap 

that hampers the operation and management of these HEIs (Hayden & Lam, 2010; Tran, 

2014). According to Higher Education Law (Article 32), certain HEIs can enjoy some 

institutional autonomy (NAV, 2012). They are allowed to develop their strategies and 

budget management but must conform to MOET's directions. Besides, quite a few policies 

have been introduced to promote decentralisation and increase institutional autonomy 

though the gap between theory and practice is still large (Dao, 2015; Tran, 2014). 

Basically, MOET still retains a tight control over approval for the establishment of new 

HEIs, curriculum and program design and content, enrolment quotas, the maximum level 

of tuition fees, academic standards, personnel management, and funding allocation, and 

even income expenditures (Nguyen et al., 2009). In general, Vietnam's higher education 

still favours the top down approach to governance, leadership, management, and decision 

making, which brings about limited innovation, institutional autonomy, and academic 

freedom, and which fundamentally impedes HEI development (Dao, 2015; Dao & Hayden, 

2010; Do, 2014; Hayden & Lam, 2010; Pham & Starkey, 2016; St. George, 2011).  

2.2.3 The non-public HEIs 

Although private HEIs are beyond the scope of this research, they are of particular note as 

the issues of QA in these non-public institutions seem to be more critical than their public 

counterparts. In 2014, among 436 HEIs, there were 89 private institutions, providing 

education to about 20 % of the total 313,600 enrolees comprising 12.8% of total higher 

education enrolment (General Statistics Office [GSO], 2017). Initiated in 1998, the first 

World Bank Higher Education Project supported the formation of a QA system with the 

aim of boosting enrolment in private HEIs (World Bank, 1998). The primary focus was to 

help private HEIs solve such potential obstacles as weak methodology and poor academic 

quality.  
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However, private HEIs have to face a large number of challenges. After the sudden 

emergence, the fight between public and private HEIs has always been fierce. Private HEIs 

have to recruit students who have failed to enrol in public HEIs due to the limited quota 

set by MOET. The situation became particularly stressful when 13 public universities 

started a pilot scheme on financial autonomy according to the Law on Higher Education 

(NAV, 2012), which implies they are allowed to determine the number of student recruits 

in alignment with their capacity. It is unlikely that private HEIs can win this battle.  

 Moreover, with little support from the government and depending entirely on student 

tuition fees, these institutions are extremely short of infrastructure. To maximise revenue 

and save costs, these HEIs choose to focus on areas of high return on investment such as 

business administration, information technology, hospitality studies and foreign 

languages, especially English (Pham & Dam, 2014). Thus, the government plans that 40% 

of all enrolments be private by 2020 (Hayden & Lam, 2010) seems unrealistic. 

What is more, due to the inconsistent approach in management from the government and 

MOET, these institutions have encountered a lot of internal conflicts and major negative 

changes within themselves, which even brought a high performing institution into chaos 

and decreased the number of students of an institution to 50 from the heyday of 10,000 

(Manh, 2016). Against this backdrop, the public and private HEIs in Vietnam differ more 

than they are similar. 

2.2.4 The finance 

While non-public institutions are granted complete financial autonomy, public institutions' 

income comes from two main sources: state budget and additional revenues. The former 

is allocated based on the annual expenditure for staff salaries, student expenses, research 

funds, daily spending and facilities. The latter is obtained from such income types as 

tuition fees, research grants, and technology transfer to the corporate sector and the 

community. The tight fee regulation by MOET for different programs (around 20% of the 

total cost) is a challenge for HEIs in balancing their budgets. Furthermore, driven by 
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financial pressures, the Vietnamese government is reducing the funding to public 

institutions. In exchange for cutting public funding, the state grants HEIs more autonomy 

in operation. Since 2014, 13 universities have been piloting a financial autonomy scheme, 

which means they do not depend wholly on funding from the government and get more 

autonomy in return. However, within the existing legal framework, autonomy for HEIs 

must follow the many bureaucratic procedures of a system dominated by central control. 

Even though there has been some more flexibility has been introduced since then, 

Sheridan’s (2010) description still largely stands:  

The system is constrained by highly centralized management by the state that inhibits 

flexible management and teaching, serious underfunding, funding mechanisms that 

are inflexible, aging facilities that are inadequate tools for effective teaching and 

student learning, out of date learning resources and curriculum, under resourcing in 

teachers and researchers who have adequate qualifications, low capacity for 

supporting higher skills training and for developing strong capabilities in research and 

critical analysis, under investment in science and technology, and strong separation of 

teaching and research, with limited research undertaken in public universities, a 

practice that reinforces the inability of universities to continually renovate content and 

teaching methodology (p.15).  

Moreover, HEIs do not have the motivation to carry out renovation or exercise the “stick 

and carrot” approach as they are underfunded and MOET pays salary to their staff. 

Incentives are essential for continuous improvement but “under-resourced Vietnamese 

HEIs have lacked incentives to carry out quality improvement.” (T. L. P. Pham, 2012, 

p.290). 

2.2.5 Graduate employability 

Students’ employability has been of growing concern to HEIs, employers, students, and 

their families (Tran, 2015). Despite considerable efforts by the government, MOET and 

HEIs, the sombre picture of unemployment somewhat reflects the low university 
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education outcomes and the failure to satisfy the demands of the society. From March to 

June of 2016, an additional 26,700 higher education graduates were out of work. Among 

the 1,088,700 unemployed, higher education graduates occupy the highest percentage of 

29.4% (319,800) (GSO, 2016). To make it worse, the number of graduates in Vietnam is 

escalating sharply while skills and creativity cannot satisfy employers’ demands 

(McCornac, 2012). 

It is widely believed that graduates are of lower quality than their counterparts in 

neighbouring countries leading to low competitiveness in the labour market. While 

Vietnam has a large labour pool, the graduate outcome cannot meet the expectations of 

the business world, particularly foreign-owned companies (Weng, 2015). The quality of 

students produced is on the decline in many aspects (Reddy, 2012).  

The reasons can be cited as lack of such necessary soft skills for work as communication, 

teamwork, critical thinking skills and being unable to meet employers' requirements on 

ICT and English skills. This inadequacy is also known as “a skill gap”–“inadequate skills of 

job applicants” or “an occupational skills shortage”–“a scarcity of workers in some 

occupations” (World Bank, 2013, p.14). However, among others, the root of this reason is 

the ineffective collaboration between HEIs and industry (Tran, 2015).  

Furthermore, the media frequently features intense debates on the labour market 

challenge on the part of both the employers and graduates, growing doubts about PhD 

degrees, programs, evaluation as well as assessment, and widespread concern about 

universities struggling for students. These results indicate that the education process and 

the quality of university studies are problematic (Davey, Muros, & van der Sijde, 2015). 

Current approaches to quality issues such as prevailing accreditation, assessment, 

evaluation and monitoring cannot satisfactorily increase accountability, efficiency and 

effectiveness though the Vietnamese government has spent much money and effort on 

higher education (Phan & Coates, 2016). Hence, effective QM is particularly important to 

help address these criticisms. 
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2.3 Thirty years of change in Vietnamese higher education 

Over the past three decades, Vietnam's development record has been "impressive" 

(World Bank, 2016, p. xvii). From the second-poorest country in the world in the mid-

1980s suffering from food shortages and widespread poverty, Vietnam has transformed 

into a lower middle-income country (World Bank, 2016) since the 6th Congress of the 

Vietnamese Communist Party's absolute commitment to national renovation. The 

transition from centralised planning to a socialist oriented market-based economy since 

1986 has led to much stronger economic growth in Vietnam (World Bank, 2016) although 

this rapid economic growth has depended to a large extent on the temporary abundance 

of a low-skilled workforce and natural resources, which could restrict its sustainable 

development (Harman, Hayden, & Pham, 2010).  

Accordingly, Vietnam has witnessed dramatic social changes. The World Bank (2016, 

p.285) confirms: "Vietnam has experience [sic] dramatic improvements in a range of social 

indicators ". One of the most notable changes is increasing urbanisation i.e. with people 

from rural areas moving in large numbers to big cities, where they can find more 

employment opportunities. These cities shelter the fastest growing middle and affluent 

class in Southeast Asia. The intelligent consumers of this class will increase from 12 million 

in 2012 to 33 million in 2020 (Bharadwaj, Jackson, Rastogi, & Rinne, 2013). More and 

better educational services are needed to meet their demands and other citizens’ 

expectations which are higher than in the past (Hazelkorn, 2015). Together with 

globalisation, which has profoundly influenced higher education (Altbach et al., 2009), this 

complicated mix of political, economic, and socio-cultural drivers has led to massive 

changes in Vietnamese higher education. 

The first noticeable change is the exponential increase in the quantity of both students 

and HEIs. As illustrated by Table 1 below, by the academic year 2014-2015, the number of 

universities and colleges had skyrocketed to 436 from 101 in 1987. The number of 

students had risen over 1,676% by 2014-2015 in comparison to 27 years before. While the 
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number of students soared over 16 times, the number of lecturers multiplied only 

fourfold, which led to a student-teacher ratio of 25.86:1. This ratio slightly declined from 

30:1 in 2007 (World Bank, 2012) after a series of measures to increase the number and 

qualifications of lecturers from MOET.  However, it is much higher than that in such 

countries as Cambodia (17.75:1), Japan (6.99:1), Malaysia (15.95:1), Singapore 

(13.5:1[2012]), Thailand (23.49:1 [2014]), the UK (15.69:1), the USA (12.35:1) of the same 

year (2015) (United Nations Educational, Scientific and Cultural Organization [UNESCO], 

2017a). As Van Deuren (2013) remarked:  

High student staff ratios affect teaching quality by leading to disproportionally high 

teaching loads and to less time for personal interaction with students and for 

professional development. And, as a consequence of high student staff ratios, 

lecturing as a profession becomes less attractive eventually leading to qualified 

staff leaving higher education. (p.8)  

Viewed in this context, when the ratio between students and teachers worsens a low 

quality of higher education is unavoidable, causing widespread concern to the whole 

society. 

Table 1: HEIs, students, and lecturers 1987–2015 
 

Academic year HEIs Private institutions Public institutions HE students HE lecturers 

2014-2015 436 89 348 2,363,900 91,410 

2012-2013 421 83 338 2,177,229 87,682 

2009-2010 376 81 295 1,719,499 61,190 

1987-1988 101   0 101 133,136 20,212 

Source: Author, compiled from MOET (2009a), MOET (2015) & GSO (2017) 

The second challenge is the drastic growth in scale in the diversity of university programs. 

As a result of socialisation, public HEIs offer additional programs, namely, in-service, 

second degree, and transfer programs apart from regular full-time programs. However, 

due to the lack of qualified teachers and infrastructure as well as a suitable QA system to 

evaluate the quality of these programs, up to September 3, 2012, eight large cities and 
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provinces in Vietnam had refused to recruit in-service graduates due to the bad reputation 

of these programs in the whole country (Quoc, 2012). This issue has received widespread 

media coverage detailing the alarming problems of the teaching and learning in in-service 

programs as well as other non-regular programs at universities in Vietnam. The resulting 

conflict between the issues of quantity and quality of education underpins the urgent 

need to address these problems, particularly in regard to quality assurance (QA). 

The third prevailing trend is the expanded presence of the non-public sector. The radical 

political reform of transition from central planning to a market-oriented governance policy 

made possible the emergence of private HEIs, contributing to the emerging diversity 

within the higher education system (Dao & Hayden, 2010). The first non-public institution 

was established in 1988. From that year on, this sector has grown at an astonishing rate. 

After 12 years, 30 non-public universities had appeared, increasing 30 times (GSO, 2006). 

Within five years, the number reached 80 HEIs in 2010 from 34 HEIs in 2005 (GSO, 2011). 

Nearly 10 HEIs were opened every year.  Consequently, the higher education landscape 

has changed from 0 to 89 private providers in the past 28 years (Table 1). The new 

concept of "educational socialisation" (education cost-sharing and massification) has 

helped make conditions simple for establishing a non-public university. This intentionally 

supports the two types of HEIs to compete healthily for a better benefit to the society, 

particularly the students. However, the expansion did not fully anticipate the low quality 

of these private institutions' operations. Currently, non-public institutions’ enrolment 

becomes lower as students’ first choice is public universities because of their low fee, 

education quality, and recognised graduate degree (Dao & Hayden, 2010). The 

government expects that private HEIs will recruit 40% of the students by 2020 (GOV, 

2005). However, looking at the foreseeable future, this target is unlikely to be achieved 

when the current enrolment for the non-public sector is less than 13% (GSO, 2017). 

Another indicator of such transformation is the establishment of universities in every 

province of the country. Broad access to higher education not only enlarges the student 

body but also encourages student diversification (Radloff & Coates, 2013). Naturally, these 
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institutions offer favourable conditions for students from low socio-economic status and 

rural, remote and mountainous areas to join higher education and serve regional 

development in all political, socio-economic and cultural aspects in the new era. However, 

from a different angle, this reform has, to some extent, encouraged institutions to recruit 

a far more significant quantity of students who are from more diverse backgrounds and 

underprepared, as Johnston (2011) observed in developing countries. In such a context 

teaching staff have to “provide remedial teaching to address gaps in school-level 

education and to develop basic literacy and numeracy skills, increasing the teaching 

burden on staff” (Ashcroft & Rayner, 2011, p. 67). The dramatic development on both the 

vertical and horizontal dimensions, hence, put the institutional capacity and facilities in 

question. 

In short, from the end of the 1990s, Vietnam’s higher education began to face issues of 

quality resulting from mass education expansion, diversification and limited resources. 

Enhancing access and equity during a time of dwindling resources has made ensuring 

quality even more difficult (Welch, 2011):  

One of the downsides to the rapid expansion of higher education, particularly in 

countries where higher education has been historically under-developed, is that it 

has been difficult to rapidly develop faculty members, curricula, programs and 

institutions that are of high quality (Blanco-Ramirez & Berger, 2014, p.99).  

Given this tremendous growth and the complications associated with it, not only QA but 

also continuous quality improvement is required. 

In conclusion, higher education in Vietnam can be proud of what has been achieved over 

the past 30 years through the commitment of those working in the sector. It has expanded 

opportunities for more to join higher education, not only younger but also more mature 

students. It has tried to be adaptive as stakeholders’ expectations have changed. It has 

started to focus more on research, improved the capacity of the resources, and 

introduced new approaches to teaching and learning and QA. However, there are still a lot 
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of concerns and challenges. There are some concerns that current arrangements for QA 

are not sufficient to ensure education quality given the trend of globalisation and 

internationalisation. 

2.4 Government response 

In response to these enormous challenges, various initiatives addressing excellence in 

higher education together with concern about problematic education activities have been 

placed high on the contemporary agenda in the national policy through various initiatives. 

2.4.1 Governmental expenditure  

The Vietnamese government has shown exceptional dedication to educational quality 

through the budget allocated to education, which is increasing year after year as indicated 

by Table 2.  

Table 2: Government expenditure on tertiary education as % of GDP 

Country 2010 2011 2012 2013 2014 

Australia  1.24 1.18 1.16 1.37  

Cambodia  0.09 0.08 0.07 0.12 0.09 

Indonesia  0.45 0.50 0.59 0.55 0.50 

Japan  0.76 0.74 0.77 0.76 0.78 

Malaysia  1.71 2.13 1.63 1.67 1.43 

Singapore 1.09 1.10 1.19 1.03  

Thailand  0.58 0.72 0.65 0.64  

UK  0.97 1.27  1.36 1.40 

USA 1.39 1.36 1.48 1.35  

Vietnam  0.74 0.76 0.82 0.85  

Source: Author, compiled from UNESCO (2017b) 

Though Vietnam's GDP is low in comparison to that in developed countries like Australia 

or the USA, at least the table above displays the considerable effort from the Vietnamese 

government, even though it struggles to do so, to increase the quality of education, 

especially higher education. This policy emphasis is also evident in the policies and 



The Context 

26 
 

documents issued since 1986 focusing on different periods of QA development in 

Vietnamese higher education. 

2.4.2 Significant policies from 1986 onwards 

The 6th Congress of the Vietnamese Communist Party started the historic Renovation 

Policy (Doi Moi) with a radical shift from the centralised planning system to a socialist-

oriented market-based economy (Communist Party of Vietnam [CPV], 2013). This shift led 

to the four crucial principles discussed at the first Rectors’ Conference in 1987 

underpinning a three-year action program from 1987-1990 (MOET, 1995). Coupled with 

this, MOET's complete review and especially UNDP’s Education Review and Human 

Resources Sector Analysis (UNESCO, 1992) provide a blueprint for a fundamental reform in 

higher education.  

Consequently, Resolution 04-NQ/HNTW dated 14/01/1993 on the continued renovation 

of education and training officially offers four fundamental principles marking a change 

commitment and making an effort to put in place new foundations and prospects for 

Vietnamese higher education:  

1. Prioritize education and regard education investment as production investment;  

2. Reinforce education to increase the people's intellectual standard, train the 

workforce and cultivate talent;  

3. Connect accumulated education knowledge directly to national development 

requirements and ensure lifelong learning for each citizen; and  

4. Diversify forms of education and training and ensure the fee contribution to 

education under principles of equality.  (CPV, 1993, II.A., translated by the author) 

The effects of the reform became more evident after Resolution 90/CP announced the 

national education structure and the system of degrees in Vietnam (GOV, 1993). However, 

this resolution and later the far-reaching Higher Education Reform Agenda (HERA) (GOV, 
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2005) aiming at the faster massive development of education created heightened tension 

regarding the system's effort to improve quality (Harman et al., 2010). At this point, MOET 

started to focus on the ‘input' quality, quality assurance and accreditation, and the ranking 

‘process' and required HEIs to push up quality improvement, especially higher educational 

management innovation. Since then, quality improvement in higher education has always 

been the stakeholders' critical concern and has become a national strategy for 

development in Vietnam. Accordingly, with the current strong emphasis on formalised 

standards and the comprehensive structure and orientation of quality management, it is 

evident that QM in Vietnamese HEIs plays a crucial role in the transformational process. 

Throughout these landmark policies is the commitment to build up a complete QA system 

which will be detailed in the next section.  

2.4.3 Quality assurance development in Vietnamese higher education 

Setting up external quality assurance (EQA) and internal quality assurance (IQA) in 

Vietnam has been pursued since the 1990s, and a number of international projects 

have supported higher education and QA in the country (Niedermeier & Pohlenz, 

2016, p.37). 

Nevertheless, from a holistic historical review of QA in Vietnamese higher education, we 

can classify the development of QA into four phases: from 1945 to 1986, from 1987 to 

2003, from 2004 to 2012 and from 2013 till 2030. 

From 1945 to 1986 

The method used for QA in Vietnamese higher education was quality control of the input, 

output and inspection of the major activities in the educational process. During this 

period, elite higher education prevailed with its universal characteristics. The intake was 

carefully chosen through highly competitive university entrance examinations. The output 

was controlled by numerous examinations and certificates as well as approval of 

graduation status from a strict university committee through a stringent procedure. 
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Besides, the inspection system with burdensome rules was a principal form of QA. It did 

not function very efficiently, however, as its focus was only detecting and punishing 

violations to the regulations. Nevertheless, in the context of Vietnam in those years, a pro-

active QA practice was not urgently needed until the late 1980s, especially in December 

1986 when the whole country embarked on Doi Moi, its comprehensive process of reform 

and liberalisation. 

From 1987 to 2003  

There was a stepping stone towards a standard QA system. In response to the Doi Moi 

policy, the four premises from the conference of college and university leaders in the 

Ministry of Higher Education and Professional Secondary Education (now MOET) in the 

summer of 1987 (MOET, 1995) marked a substantial reform in higher education. The 

events following the conference can be considered as a stepping stone towards the 

building of a national QA system. Furthermore, the beginning of the new millennium saw a 

series of concerns about the corruption of higher education quality. These debates 

critically reflected a strong demand for a new method of QA in this new phase of 

development to ensure higher education quality. 

In response, some of the QA centres were founded one after another, and the first step to 

implementing the quality assessment and evaluation was taken, especially with the 

establishment of the General Department for Education Testing and Accreditation 

(GDETA) from MOET in 2003. The establishment of these QA centres could be regarded as 

a revolutionary innovation in the organisational structure and management of the 

education sector. These establishments expressed the desire for a complete system of 

legal frameworks for higher education QA and accreditation in preparation for meeting 

worldwide requirements of QA and an awareness of QA as a process in 

internationalisation and globalisation. 
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From 2004 to 2012  

The period saw the national QA system become more clearly defined with the 

fundamental legal frameworks for its operation. Since 2004 higher education in Vietnam 

has witnessed several pieces of new legislation, legal documents and guidelines to 

implement the activities of QA, educational testing, accreditation, and recognition of 

overseas degrees issued for Vietnamese citizens. In its early stage of development, the 

higher education QA and evaluation system was designed and specified in the Education 

Laws of 2005, 2009, and 2012, the Higher Education Law, numerous Government decrees, 

PMO’s decisions, and MOET’s directives. These documents outlined the tasks for the 

overall system "to perfect and implement the structure and mechanism of the testing and 

accreditation system for increasing the quality of education" (MOET, 2004, section 7). On 

behalf of the government, MOET is responsible for accreditation activities (NAV, 2012). To 

improve institutional quality, MOET assigned GDETA to undertake evaluation and to 

assure the quality of education provided by HEIs. Owing to GDETA, the system of QA of 

higher education takes a relatively complete form.  

As a relative latecomer to the field of QA, Vietnam has been influenced by experienced 

countries in North America, in Europe, and especially in the Asia-Pacific region (Asia-

Pacific Quality Network-APQN Chiba Principles) and in Southeast Asia (ASEAN University 

Network [AUN]) with which Vietnam has much in common culturally. Thanks to the 

bilateral cooperation and the support of international organisations, notably the World 

Bank, the QA framework system has been formed with three constituents: internal quality 

assurance (IQA), external quality assurance (EQA), and accrediting agencies (Kristoffersen, 

2010).  

Internal Quality Assurance   

Regarding IQA, in 2004, MOET (2004) issued the Provisional Regulation for Accreditation 

of Universities’ Quality. Three years later, MOET (2007b) required HEIs to establish QA 

Centres, perform self-assessment every five years, and carry out improvement based on 
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self-assessment results. QA teams were also formed at lower levels, such as faculties, 

departments, and offices within these HEIs. Accreditation is mandatory for HEIs and 

programs. Besides, some leading universities with more ambitious goals of integrating into 

the Southeast Asian region and receiving international recognition are encouraged to 

apply for the institutional or program accreditation or assessment by international 

accreditation agencies. At present, the two early established QA Centres of VNU-HN and 

VNU-HCM and the five QA Centres from five regional universities in Thai Nguyen, Vinh, 

Hue, Da Nang, and Can Tho design their regulations and standards while GDETA supervises 

IQA units in other HEIs. 

External Quality Assurance  

Despite these internal initiatives, all the self-assessments are based on the External 

Quality Assurance Framework (EQAF). The policy of the EQAF is defined in the government 

legal documents, particularly in the Higher Education Law, policies and guidelines on QA 

by MOET (Decisions in 2001, 2004, 2006, 2007, 2008 on quality standards & procedures). 

EQAF includes ten standards and 61 criteria (established 01/11/2007, last revised in March 

2014), assessment procedures (5-year cycles), and HEI status recognition (MOET 2007b). 

The Quality Standards cover almost all the essential requirements for a university, and 

firmly keep pace with regional and international QA standards (MOET, 2007a). Though 

there is a lot of criticism about its effectiveness (Dao, 2015; Nguyen et al., 2017), the birth 

of an official set of Quality Standards to monitor the quality of an HEI constitutes a 

breakthrough in educational administration, expressing an urgent desire to provide high 

quality higher education. Hence, the EQA system aims to complement the IQA system on 

accountability and quality improvement and provides the public with information on the 

quality of HEIs and their programs.  
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Accrediting Centres 

From 2012-2015, due to the decentralisation initiative suggesting more independent 

agencies, MOET established four accrediting centres independent from GDETA, which is a 

department of MOET. Their responsibilities are accrediting higher education, technical, 

and vocational institutions and programs (NAV, 2012). However, being established by 

MOET, these centres’ independence seems to be vague compared with ENQA‘s (2015) 

definition about the independence and autonomy of EQA agencies. Furthermore, their 

challenge now is the lack of QA experts in both quantitative and qualitative terms. A 

typical example is the foreseeable overload of these accreditation agencies. The country 

as a whole has more than 400 HEIs. Following the procedure of the five-year cycle of 

accreditation, each agency has to cover all the jobs of accreditation with meagre staff for 

nearly 20 HEIs each year let alone hundreds of vocational institutions and thousands of 

programs (H. C. Nguyen, Ta, & Nguyen, 2017). This sounds unfeasible. In addition, Decree 

73/2012/ND-CP by the Government requires all foreign-funded education organisations 

and joint training programs to be accredited by Vietnamese or international accreditation 

bodies which are recognised by the Vietnamese government (GOV, 2012).  

This overload has created some doubt about the effectiveness of EQA. The primary needs 

for EQA thus far are more and better-trained assessors and effective management of EQA 

(Niedermeier & Pohlenz, 2016). As one of the means to solve these problems, more 

accreditation agencies are expected to be founded to help enhance national education 

quality (MOET, 2012) in accordance with the design: public accreditation agencies from 

2011 to 2015, and private accreditation agencies from 2016 to 2020. Hence, it is evident 

that higher education has made a strong support in providing high quality through a legal 

framework for education including a QA system and has attempted to trace a well-worn 

path to high-quality education.  
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Moreover, Vietnamese higher education has also been conscious of the need for 

promoting regional and international cooperation at national and institutional levels. 

Currently, Vietnam has two full members and three associate members of the 

International Network for Quality Assurance Agencies in Higher Education (INQAAHE, 

2016), one full member, one intermediate member, and four institutional members of the 

Asia-Pacific Quality Network (APQN, 2016), one full member and one associate member of 

the ASEAN Quality Assurance Network (AQAN, 2016), and three full members of the 

ASEAN University Network (AUN, 2016). Although QA in Vietnamese higher education is 

still a new feature, it has taken a significant step towards development and integration 

into international QA trends with invaluable experience thanks to these networks and 

active participation.  

In short, during the last decade, with the consultation of GDETA, MOET has developed 

awareness and regulations concerning QA activities for HEIs.  GDETA has tried its best to 

help individuals, institutions and organisations with developing IQA mechanisms within 

HEIs and building institutional quality culture for quality improvement (Niedermeier & 

Pohlenz, 2016). During a rather short period, QA with all its aspects and technical 

terminology has appeared everywhere, even in the media. In spite of such achievements, 

higher education still faces many challenges and needs to be continually learning and 

discussing its experience with other countries for continuous improvement in QA. 

Niedermeier and Pohlenz (2016, p. 37) comment: "it still seems Vietnam has not yet found 

a suitable quality approach and means for the steady implementation of QA mechanisms". 

Thus, the EQA system is currently undergoing significant changes. 

From 2013 to 2030 

There are four stages discussed in this section: 1945-1986, 1987-2003, 2004-2012 and 

2013-2030. The stages are grouped in accordance with the key dates marking the major 

changes in Vietnamese higher education generally and in QA particularly. Each period is 

defined by the introduction of new prominent strategies or laws from the government or 
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MOET and the constant nature of the whole system all through that stage which starts to 

change in the next one. 2020 is the end of the ambitious plan, HERA, and is usually chosen 

as a key date, but with just two years to go many of its targets seem unachievable, unless 

further striking changes happen in all respects now. Therefore, it is time for us to look 

forward to the year 2030, which is in line with most current strategies in the higher 

education sector. 

Clark’s (1986) “triangle of coordination” framework including the state, the market and 

the academic oligarchy can be used to illustrate these stages. Till 1986, the voice of the 

state dominated the whole system with a compliance focus. The period from 1987 to 2003 

witnessed the dramatic rise of the market with the rapid expansion of the system in terms 

of quantity and diversity. The period from 2004 to 2012 saw the emergence of the 

professionals with a focus on quality, awareness of accountability, concern about the 

competence of the workforce and most of all autonomy of universities.  

However, the period from 2013 to 2030 will see a competition to achieve stability. To 

enhance QA, QM should be autonomous by nature. The Law on Higher Education issued in 

2012 and effective in 2013 gives HEIs a lot of hope for more autonomy. However, at the 

conference on solutions to increase quality in higher education with the participation of 

nearly 300 rectors throughout the country on 7 January 2017, the Minister Phung Xuan 

Nha agreed that all universities must be granted autonomy, but that this takes time and 

must follow the agreed procedures. Fifteen HEIs which are claimed to have been granted 

autonomy now are just at the pilot stage for further experience (Manh, 2017). This 

indicates that HEIs are seeking more autonomy and of course accountability but the 

authorities, including the government and MOET, are not ready. The market system has 

not been entirely developed, and the disparity of economic and educational development 

in different regions in the country is considerably high. The budget for education increases 

every year but is still small in comparison to the operational needs of the education 

sector. Furthermore, the state budget cannot cover the cost of massification for the years 

to come. Moreover, Decree No. 46/2017/ND-CP effective on 21 April 2017 setting out 
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conditions of investment and operation in the education sector is supposed to ease the 

way for 100% private international investment in education in Vietnam (GOV, 2017). 

Furthermore, Vietnam’s integration with the ASEAN Economic Community’s single market 

implies that students and graduates are mobile and employers recruit internationally. All 

of this will lead to further intense competition among these three forces.  

To reach equilibrium, besides the delegation of autonomy to HEIs and of independence to 

accreditation agencies, QA still has a lot to do. QA in Vietnamese higher education has 

marked an impressive start in the sequence of nation–institution–people. For QA 

enhancement, the other way around is expected to prevail. In other words, a healthy 

quality culture should be grounded in the institution leading to the disappearance of the 

QA units and QA teams in each unit as well as each HEI, and the devolution of QA 

responsibility to the hands of staff and students. That means involving and encouraging 

faculty and students in QA, helping them to see how vital their contribution is to overall 

institutional quality. Staff engagement and student engagement are needed. Leaders have 

to delegate responsibility to support and teaching staff to see things through as if the 

institution were their own home. Bottom-up and cross-unit trust-driven relationships 

need developing and strengthening. QA capacity building and constant communication 

are supported. Autonomy and individual ownership of initiatives are maximised. Staff are 

encouraged to create and "own" external relationships. This is ultimately the job of QM.  

2.5 Institutional response 

The most challenging problem for quality education can typically be found at the 

institutional level. To perform the job of a capable driver for the national, regional, and 

global knowledge-based economy, Vietnamese HEIs are supposed to produce highly 

skilled workers, create new knowledge through teaching and research, and transfer 

knowledge to the whole society. Additionally, they are expected to deal with extensive 

diversity in higher education, an expanding number of students with resource constraints, 

a growing climate of increasing accountability and internationalisation of higher education 
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(Phan & Coates, 2016). Accordingly, this has encouraged the need for more formalised 

approaches to quality.  

A QA system came into existence at both national and institutional levels aiming at 

assuring and enhancing higher education quality (Nguyen et al., 2009). However, with the 

establishment of quality in its early days and some limitations in the Quality Standards 

such as lack of elaboration of each standard as noted by Nguyen and Ta, 2018, unclear 

definitions and inconsistency in the requirements as observed by Tran, Nguyen, T. T., and 

Nguyen (2011), lack of expertise in quality measurement and assessment as described by 

Niedermeier and Pohlenz (2016), and most of all lack of effective QM, many Vietnamese 

HEIs feel reluctant to join the QA process (Nguyen, 2013). 

2.5.1 Internal quality assurance (IQA) 

With the revision of the Education Law in 2005, almost all HEIs have an IQA unit in place 

(Niedermeier & Pohlenz, 2016). Among them, several universities took steps toward the 

establishment of their own IQA units right from the beginning of the movement, including 

the Institute for Education Quality Assurance, Vietnam National University, Hanoi, 

founded in 1995, and the Centre for Educational Testing and Quality Assessment, Vietnam 

National University, Ho Chi Minh City formed in 1999, before the appearance of GDETA in 

2003. These pioneers have been keenly performing several IQA activities.  

Besides conducting self-evaluation reports based on MOET standards and criteria, some 

leading universities with more ambitious goals of integrating into the Southeast Asian 

region and receiving international recognition have been encouraged to apply for 

institution or program accreditation or assessment by international accreditation 

agencies.  

However, according to the survey on 156 QA units in 2012 carried out by the Higher 

Education Project No.2, “the missions, purposes and visions of several units are not clear. 

Some units are only in charge of institutional self-evaluation, some focus on testing and 
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self-evaluation, and some are involved in inspection, testing and quality assurance” (H. C. 

Nguyen et al., 2017, p.155). IQA units also experience problems in capacity building due to 

deficient experience and knowledge of QA on the part of staff and even of managers who 

come from disciplines other than QA or evaluation research. As a result, training is needed 

at all levels, from leaders to staff. IQA units are also in need of a system of information 

management and performance and outcome indicators. Furthermore, pressures for HEIs 

are building up with MOET’s introduction of a national ranking system for university 

stratification (Niedermeier & Pohlenz, 2016). 

2.5.2 Institutional culture  

A number of issues appear to be generally associated with the concept of institutional 

culture that will be further investigated in this study. Previous studies seem to centre 

around a number of problems as described below. 

The new policy settings appear to fail to maximise their impact on academics' authority 

and accountability (St George, 2011). Due to historical and political issues, the academic 

and staff cohort in public HEIs is drawn from mixed educational backgrounds, that is, from 

Vietnam or foreign countries, from eastern European countries or western European 

countries, Australia or the USA. The institutional culture therefore comprises many 

differences in terms of values, philosophies, expectations, thinking patterns, and 

viewpoints. This phenomenon will be related to Hofstede et al.’s (2010) study describing 

that individuals in a social group establish their own identity that distinguishes them from 

other groups, which is further discussed in the next chapter. 

Furthermore, one of the strong values of the academic component is "academic 

freedom", which may be intolerant of any interference from an outside source. 

Academics' resistance to change may be a major obstacle to building up a quality culture 

at HEIs. In the higher education context, due to a low basic salary, teachers undertake a 

lot of teaching hours or other jobs to earn a living. This further increases the stress for 

academics and support staff in the sector, particularly at the advanced level. Since they 
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are unofficially allowed to work for different employers simultaneously, they cannot have 

enough time and energy to ensure the teaching quality as a matter of course (McCornac, 

2012).  

Moreover, due to the hierarchical system or the “ask-give” policy, administrative staff 

have more power than academics. These non-academic officials play a vital role in keeping 

the institution in line with regulations from MOET and other related ministries. These 

regulations cover human resources, finance resources, investment, expenditure and even 

enrolment, curriculum, teaching and learning methodology and assessment. Therefore, it 

is not surprising that a head of an administrative department can exert more influence 

than a dean of a large faculty on the decision-making process within the institution 

(Nguyen, 2011).  

Though HEIs are now enjoying more autonomy in comparison to the past, almost all of 

them are operating following MOET and the government instead of the needs of the 

universities. This centralisation in management practice may result in teaching staff's 

disengagement with QM as universities are born not to constrain but to liberate humans 

(Phan & Coates, 2016). The overall picture suggests that there are challenges with respect 

to institutional culture.  

2.5.3 Institutional quality culture 

The term “quality culture” (QC) has become popular in Vietnamese higher education in 

the past decades, but quality culture is not recognised properly in all HEIs. In the 

Vietnamese context, QC comes together with QA. Quality improvement requires deep and 

sustained engagement from leaders at all levels as well as full participation from all 

lecturers, professionals and students. Effective QA activities help build and develop 

institutional QC (Pham, 2013), and a strong QC is a prerequisite to realise an effective IQA 

system. In 2011, Vietnam National University, Hanoi, was the first to establish a set of 

criteria for developing institutional QC (Nguyen, 2013). Gradually, many HEI leaders have 

become aware of the importance of QC and help facilitate its development.  
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However, in practice, universities still meet difficulties in building QC. At some pioneering 

universities, QC is fairly well-developed at the level of awareness. However, “[t]he process 

of building and developing QC is still quite slow with many difficulties including a variety of 

conceptions about the quality of education and methods of performing QA activities, 

limited understanding related to quality requirements, measurement tools, and other 

factors" (Nguyen & Bui, 2014, p.7). Niedermeier and Pohlenz (2016) also state that the 

inadequate awareness, commitment and capacity of HEI leaders and staff including QA 

specialists have substantially contributed to these failures.  

In response, professional development in the field of QA has been a prime concern. Staff 

have been sent on training courses and seminars to prepare for the self-assessment 

process. MOET has made efforts to invite the participation of international experts from 

such countries as Australia, Indonesia, the Netherlands, and the United States. QA 

professional enhancement programs have been designed and implemented at all levels 

(Pham, 2013). All of these attempts are made to raise the awareness of QC for managerial 

staff, lecturers, and especially institutional leaders with the purpose of building a robust 

institutional QC. On the whole, the process of spreading quality improvement attitude in 

Vietnam’s higher education is on the move.  

In short, quality accreditation and QA are cornerstones of Vietnam’s higher education QM 

system. To some extent, accreditation activities in the Vietnamese context are supposed 

to encourage momentum for quality improvement and to motivate the QA process within 

each HEI (Nguyen & Ta, 2018). All these efforts from the Vietnamese government and HEIs 

have aimed at placing HEIs in the mainstream of QA. 

2.5.4 Quality management in Vietnamese higher education institutions 

For universities in Vietnam at present, applying quality management (QM) is highly 

essential in the innovation process for the quality improvement and enhancement of the 

university to gain trust from the society. Though QM is often viewed as primarily 

supporting control and managerialism, it is also expected to direct the collective efforts of 
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all leaders and staff toward stakeholder focus and satisfaction by continually improving 

activities which eventually positively influence the institutional quality assurance and 

enhancement positively. 

That is why Report 760/BC-BGDDT released in October 2009 (MOET, 2009) attributes 

weaknesses at the institutional level in part to leadership and calls for an improvement in 

the management capacity. Correspondingly, in January 2010, the MOET (2010) adopted a 

resolution on the renovation of higher education management for the period 2010-2013 

with a strong emphasis on the connection between management and quality. Immediately 

thereafter, in February 2010, directive 296/2010/CT-TTg assigned MOET to renovate 

education management in universities with a grant of more autonomy to HEIs while 

assuring their accountability. This is the first time that the Prime Minister officially and 

explicitly identified that ineffective quality management directly impaired the national 

higher education system (PMO, 2010).  

Recently, at the Opening Ceremony for the school-year 2014-2015 at the Vietnam 

National University-Hanoi on 15 September 2014, Prime Minister Nguyen Tan Dung also 

imposed five major duties for higher education, the first of which is an innovation of QM 

at the university (Radio the Voice of Vietnam, 2014). All of this indicates the authorities’ 

commitment at all levels to achieve institutional QM renovation. Thus, QM is imperative 

during the transition from the heavily centralised, hierarchical management to the quality 

enhancement framework in accordance with the criteria of quantifiable standards.  

However, at the institutional level, leaders and managers are more familiar with small, 

subsidised, mono-disciplinary, teaching-only university models, which are the legacies of 

the influence of the Soviet higher education model before the 1990s. There is a lack of 

knowledge of the management and governance of large multi-disciplinary institutions, as 

well as modern university governance models, while after the 1990s there was a tendency 

to incorporate different specialised universities into large comprehensive HEIs. Moreover, 
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in response to the trend of integration and internationalisation and rising expectations 

regarding the quality of HEI services, QM tasks are considered vital. 

Therefore, HEIs have discussed managing quality following a specific framework and 

criteria. However, up to now, they have not reached any consensus on any framework. At 

various conferences, scholars declare the necessity of employing a specific framework in 

QM, especially those from business and industry (Nguyen, 2012; D. P. Nguyen & Nguyen, 

2013). Some suggest the application of Balanced Scorecard, Enterprise Resource Planning, 

Total Quality Management, International Organization for Standardization, Conceive–

Design–Implement–Operate (H. Q. Nguyen, 2010; T. K. A. Nguyen, 2010; Tran & Nguyen, 

2010), European Foundation for Quality Management (Phan, Dao, & Chau, 2013) or Higher 

Education Quality Management (Vroeijenstijn, 2015). In fact, some universities initially 

applied these frameworks in their universities. Nevertheless, this also causes concern 

about the “fit” of these models with the current socio-cultural aspects within which HEIs 

operate. This "fit" brings into discussion the values, beliefs, and especially Vietnamese 

culture with its distinctive characteristics, which will be detailed in Section 3.3.  

2.6 Summary 

The context of Vietnamese higher education reflects an urgent need to be efficient, to 

grow and to improve. Among many other measures, improvement in management is an 

immediate priority, since effective QM is expected to drive improvement efforts in other 

areas. However, given the overall national directives for a better quality system for HEIs as 

well as the local scholars' concerns and debates on the related issues, the reality shows 

little formal research that specifically focuses on the current status of QM at the 

institutional level or the like. While it may be appropriate for current papers to blame the 

government's policies and practices hindering quality development at HEIs, this study 

takes a different approach. It starts with the assumption that not enough is known about 

how Vietnamese universities have implemented QM. This understanding can help identify 

the possible enabling and inhibiting factors the government, MOET, and HEIs should take 
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into account to build up quality HEIs. Hence, before efforts at improvements can be 

undertaken, it is vital to seriously investigate the current QM practices within the 

Vietnamese higher education context as well as the national cultural background in order 

to provide a better understanding and clearer picture. The next chapters will continue 

with the background of the study with an emphasis on the conceptualisation and the 

existing QM frameworks in the higher education sector. 



 

42 
 

3 Chapter 3: The Key Concepts 

Literature Review–Part 1 

3.1 Introduction 

From the analysis of the Vietnamese higher education context, efficient institutional QM is 

arguably the key to addressing weaknesses and consequently improving the quality in 

Vietnamese HEIs. However, before understanding what is needed for effective HEI QM, 

relevant characteristics of higher education and HEIs should be discussed as a background 

for the analysis. From that starting point, the chapter critically reviews the nature and 

characteristics of quality, QA, and QM in relation to higher education to define the 

parameters of the thesis. Then, the chapter addresses the Deming cycle applied in higher 

education which can potentially be employed as a backbone of the conceptual QM 

framework. Acknowledging that these mechanisms cannot exist in a vacuum, the chapter 

will end with an in-depth discussion of the potential influence of the Vietnamese national 

characteristics on the implementation of QM in HEIs, especially given that national culture 

appears to be a significant analytical concept (Hofstede et al., 2010), among others. 

Though the literature related to higher education and quality in higher education is 

extensive, this chapter focuses only on themes relevant to the thesis. It serves as a basis 

for developing a conceptual QM framework for public Vietnamese universities in the study 

and consequently understanding the nature of QM in Vietnamese HEIs. 

3.2 Higher education and higher education institution defined 

More than ever before, the missions, roles, and responsibilities of higher education and 

higher education institutions are challenging. They must be fully accountable to a highly 

demanding society within the new constraints and with the help of QA and QM among 

others. Clearly defining higher education and HEIs highlights the functions and necessity of 

QA and QM. 
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According to the World Declaration on Higher Education, agreed during the 1998 World 

Conference on Higher Education, higher education is characterised as: "all types of 

studies, training or training for research at the post-secondary level, provided by 

universities or other educational establishments that are approved as institutions of 

higher education by the competent state authorities" (UNESCO, 1998, PREAMBLE). This 

basic definition is also recognised by UNESCO, the World Bank, UNDP, and others. The 

mission of higher education has traditionally focused on three core areas: education, 

research, and service (UNESCO, 1998). This mission is also repeated in the Nagoya 

Declaration on Higher Education for Sustainable Development in 2014 with the emphasis 

on developing all types of learners into critical and creative thinkers and professionals 

(UNESCO, 2014).   

Indeed, the two core activities of education and research are ‘two sides of the same coin’. 

Research and scholarship enhance the quality of teaching and learning; and education, in 

turn, provides research with a better labour force. Besides, as part of the educational and 

research experience, HEIs are also required to be engaged in the community, economic 

and societal related activities and development (Laredo, 2007) so that they are not 

imprisoned in their sacred space, and the resulting comprehensive knowledge can be of 

use to the society at large. All these three functions are integrally interrelated in an HEI. 

However, in reality, these functions are of different weights in different types of HEIs.  

The literature indicates that HEI characteristics today still reflect the development of 

institutional patterns that have endured for half a millennium. Shifting from initially 

ecclesiastical institutions, which lasted till the late 17th century, to Renaissance state 

builders, which has started to decline over the past decades, universities have been 

influenced by several trends with increasing emphasis on quality and accountability 

(Carvalho & Santiago, 2010; M'Gonigle & Starke, 2006). Thus, in the contemporary 

socioeconomic context and knowledge-based society, to sustain the balance between 

these roles and responsibilities is the driving ambition of most universities. Regardless of 

numerous changes, HEIs are still expected to perform successfully within their constraints 
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to meet the expectations of highly demanding societies, which is entirely accurate in 

developing countries: "higher education has never been as important to the developing 

world as it is now. It cannot guarantee rapid economic development, but sustained 

progress is impossible without it" (World Bank, 2000, p. 19).  

However, how can HEIs satisfy such expectations when consensus on how to manage an 

HEI is hard to reach in reality? While providers of education monitor HEIs from the 

educational perspective, employers and business view HEIs from the economic 

perspective; and families of potential students or the community as a whole observe HEIs 

from a social standpoint. Besides, some external stakeholders assess HEIs from a local 

standpoint while others do so from the global point of view (Houston, 2008). Are HEIs 

capable of meeting all these demands when they have to cope continually with the 

exponential growth of pressure factors continually?  

All these questions share the same feature, which is related to the definition of quality. In 

the Vietnamese context, there is one matter on which there can be a large degree of 

consensus already. While in some developed countries, the definition may come from the 

HEIs themselves depending on their missions and philosophy, in Vietnam, the view of the 

state on HEI quality is more dominant, expressing itself through national and MOET 

policies, as well as individual institutional policies. This difference may, to some extent, 

have a significant impact on the QM process. The next section focusing on the major 

quality concepts provides some clarification.  

3.3 Major quality concepts 

It is widely acknowledged that "quality is at the top of most agendas and improving quality 

is the most important task facing any higher education institution" (Sallis, 2002, p. 1) but 

"[t]here is probably no topic in education which is so discussed and controversial as 

quality" (Ossiannilsson et al., 2015, p.19). However, it is necessary to define the 

parameters for the research by exploring the three major concepts, namely, quality, 

quality assurance, and quality management in higher education. 
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3.3.1 Quality in higher education 

The higher education literature shows that QM conversations usually begin with the effort 

to clarify what quality is and end with a conclusion that it is complicated due to the nature 

of HEIs (Cheng & Tam, 1997; Crosby, 1979; Harvey & Stensaker, 2008; Tam, 2001; Van 

Kemenade, Pupius, & Hardjono, 2008; Woodhouse, 2012). There was a time when higher 

education turned to industry for help since industry quality achievements promised to be 

a solution to the issue of HEI quality improvement (Houston, 2008; Pratasavitskaya & 

Stensaker, 2010). However, the diversity of definitions of quality in the world of business 

and industry and the studies on the compatibility of such definitions with higher education 

have led a number of scholars to the conclusion that the notion originating from business 

and industry may not fit in the setting of education.  

Therefore, higher education has witnessed many attempts to define quality (Gibbs, 2010). 

Nevertheless, as quality has many facets, more than 20 years of QA in higher education 

have been unable to reach a consensus on the definition of quality in higher education 

(French et al., 2014; Harvey & Williams, 2010). Indeed, there is a lack of a standard 

definition of quality across the higher education sector (Elassy, 2015; Green, 1994). 

In their most frequently quoted research, Harvey and Green (1993) explain how higher 

education stakeholders with different priorities and competing interests potentially 

perceive quality differently. For example, academics view HEIs’ mission as promoting 

teaching and research, while HEI leaders consider these activities as a means to gain 

profits from fee-paying customers and investors.  While academics insist that they know 

what is best for their students, HEI leaders let external stakeholders decide what students 

learn. Students and teachers are interested in the methods of teaching and learning, 

whereas managers try to achieve an institution's goals and objectives and employers are 

just interested in graduates' skills and competence. Similarly, Reid and Sanders (2013) 

state that the definition of quality depends on the people who define it. Thus, when 
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considering quality in higher education, all stakeholders’ criteria must be in focus (Elassy, 

2015; Harvey & Green, 1993; Harvey & Williams, 2010).  

Accordingly, quality could be categorised, based on five definitions, as being exceptional 

(distinctive and above the average standard of academic achievement), perfection (a 

product or process without any defects), value for money (attention to cost efficiency and 

effectiveness and accountability to public funding), fitness for purpose, and 

transformation (Green, 1994; Harvey & Green, 1993; Harvey & Knight, 1996). These five 

definitions have been widely acknowledged and used by several researchers in the quality 

area (see, for example, Cheng 2003; Langfeldt, Stensaker, Harvey, Huisman & 

Westerheijden, 2009; Lomas, 2004; Owlia, 1996; Tam, 2001). Among these approaches, 

fitness for purpose and transformation are the most commonly used as they frequently 

occur in many QA frameworks in higher education (Pham & Starkey, 2016) and are most 

aligned with quality in regard to QM. 

 According to Harvey and Green (1993), Harvey and Knight (1996), and Harvey and 

Newton, (2007), quality as transformative is associated with qualitative change. This 

definition is consistent with Bogue’s (1998) definition of "quality as value added". That 

means HEIs increase students' value through the change process. From this perspective, 

the education process could work as a transformative process aiming at enhancing or 

empowering the stakeholders. While acknowledging that educational quality can be 

described as being exceptional, fit for purpose, value for money, and transformative, 

Horsburgh (1999) stresses that transformation is the most precise definition. She has 

further argued that 'fitness for purpose' possibly means fit for transformation and 

accomplishing consistency in transformation. She also confirms that quality is closely 

associated with all the facets of the student transformation: "'Quality' needs to be 

understood as a transformative process, it cannot be separated from learning, teaching 

and assessment, institutional practices and structures within the context of the 

institutional, departmental and faculty culture and climate" (Horsburgh, 1999, p. 10). It is 

a widespread phenomenon that the ever-faster changing workplace now needs people 
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with broader employability skills who see change as an opportunity with an evolution 

mindset. Graduates need not only academic abilities but also a wide variety of personal 

and interactive qualities such as lifelong learning, interpersonal skills, adaptability, and 

flexibility (Crebert, Bates, Bell, Patrick & Cragnolini, 2004). This circumstance is where 

quality as transformation can fit in. Evidently, quite a few researchers have studied the 

correlation between quality and transformation and arrived at the consensus that quality 

as transformation is most applicable in the higher education context especially when 

graduates' transformative skills are needed (Harvey & Newton, 2007; Horsburgh, 1999; 

Houston, 2008; Houston, Robertson, & Prebble, 2008; Law, 2010; Wang, Cheng, & Liu, 

2012). This definition is more consistent with the QM concept of continuous improvement 

further discussed in Section 3.4 as it describes quality as an evolving process. In this 

continuum, it should be noted that the transformation approach suggests QM should be 

decentralised to the level of units and individuals (Niedermeier, 2017).  

The fitness for purpose approach has been widely employed by some governments and 

many higher education institutions (Nicholson, 2011). According to Woodhouse (2012), 

this definition is suitable for all reasons as it embraces all the other definitions and aligns 

quality with being exceptional, transformative, value added and value for money. Hence, 

it lays down an “organizing principle” for evaluating quality (Woodhouse, 2012, p. 7). This 

definition is in line with Bogue’s (1998) definition of "quality within mission" and the 

continuous improvement approach (Nicholson, 2011). From Harvey and Newton’s (2007) 

perspective, “fitness for purpose is intrinsically linked as a definition of quality with the 

accountability approach to quality assurance” (p. 235). From Reid and Sanders’ (2005) 

point of view, fitness for purpose implies the extent to which the organisation achieves its 

proposed goals and mission. In the same vein, Harman (1996) confirms "a course of study 

in a higher education institution is of satisfactory quality when it conforms to the 

particular standards or levels of achievement for the purpose it was designed" (p.4).  
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Moreover, quality as fitness for purpose is an essential approach in designing education 

policies and practices in developing countries. This approach is also shared by the majority 

of the managers and researchers of higher education in Vietnam (Nguyen, 2016). 

According to MOET (2007a), "university education quality is to meet targets set by the 

university ensuring the requirements of the Education Law on higher education goals are 

in alignment with the demand of the local and national socio-economic development on 

human resources" (p.2). In the guidelines for accreditation, the government also defines 

quality as fitness for purpose (MOET, 2007b). It is evident that Vietnamese higher 

education has considered this approach appropriate to the context of Vietnam as detailed 

in Chapter 2. It could be assumed that this definition seems to be associated with the 

centralised approach of QM which is applied in the policies and practices issued by higher 

levels such as the institutions, the ministry or the government.  

From the analysis above, "Fitness for Purpose" appears to be the most appropriate 

approach in the tertiary context and seems to achieve an overwhelming consensus (Lenn, 

2004). However, to apply this definition, there is a need to define fitness and purpose as 

different stakeholders may, unfortunately, have different points of view and it is still a 

difficult matter to determine who should define the fitness and the purpose for the HEI 

quality is still a tricky question (Horsburgh, 1999). Besides, an HEI may have different 

purposes some of which may conflict with others. Also, fitness for purpose might distract 

the institution if purposes shift. Depending on their quality maturity, some universities or 

faculties might set up inappropriate or inadequate plans so that they can achieve them 

effortlessly, constituting the practice of ‘lowering the bar'. A definition of quality that is 

beneficial to a particular university might turn out unworkable in another institution. 

Green (1994) also points out the drawback of the definition, claiming that defining the 

purposes of an HEI is not easy when the whole process depends on who defines these 

purposes. Furthermore, the approach may be subject to "a threshold judgment" (Perry, 

1991, p. 92), which may not guarantee quality improvement or enhancement.  
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Thus, a good definition of quality needs to stem from the institutional context and the 

involvement of all the stakeholders based on their demands and viewpoints. It should not 

be static but continue to be updated together with the system and the instruments behind 

it with the purpose of improving institutional quality to meet or exceed key stakeholder 

expectations, stakeholders being students, staff, employers, and fund providers 

(Srikanthan & Dalrymple, 2003; Westerheijden, Epping, Faber, Leisyte, & de Weert, 2013). 

Besides, the different educational systems and the different stages of maturity of the 

institutions and systems need different definitions of quality. Hence, it is not surprising 

that more than twenty years ago, Harvey and Green (1993) suggested identifying and 

evaluating all the various aspects and utilising these definitions on a complementary basis 

as the most appropriate way to deal with this "complex philosophical question" (p.29).  

Therefore, scholars tend to agree that instead of being prescribed the definition of quality 

has to be negotiated in the HEI context based on stakeholder perspectives (Ehlers, 2011) 

and implemented through a process of transformation. UNESCO (1998) also regards 

quality as "a multi-dimensional concept, which should embrace all its functions, and 

activities; teaching and academic programs, research and scholarship, staffing, students, 

buildings, facilities, equipment, services to the community and the academic 

environment." (Article 11, Qualitative Evaluation). The majority of QA and QM models in 

higher education have been designed based on this concept and continuous improvement 

cycles to help improve the quality of HEI operations, which is discussed below. 

3.3.2 Quality assurance in higher education 

Like quality, quality assurance (QA) definitions take a lot of time and energy from scholars 

in the field as QA processes, and evaluation mechanisms are becoming crucial for HEIs to 

secure national and international recognition. UNESCO (2008) states:  

Quality assurance in higher education is a systematic process of assessing and 

verifying inputs, outputs, and outcomes against standardised benchmarks of 

quality to maintain and enhance quality, ensure greater accountability and 
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facilitate harmonisation of standards across academic programs, institutions, and 

systems (p.2).  

According to The Institute of Internal Auditors-Australia (2011), QA "refers to the policies, 

attitudes, actions and procedures necessary to ensure that quality is being maintained and 

enhanced" (p.3), which aims to strengthen accountability and constitute improvement 

making information and judgments available based on institutional standardised criteria 

and process (Harvey, 2008; Nicholson, 2011). In the same vein, Vlasceanu, Grünberg & 

Pârlea (2007) define QA as "an all-embracing term referring to an on-going, continuous 

process of evaluating (assessing, monitoring, guaranteeing, maintaining, and improving) 

the quality of a higher education system, institutions, or programs" (p.74). Therefore, a 

"successfully implemented quality assurance system will provide information to assure the 

higher education institution and the public of the quality of the higher education 

institution's activities (accountability) as well as provide advice and recommendations on 

how it might improve what it is doing (enhancement)" (ENQA, 2015, p. 5). These 

definitions indicate that QA processes aim to achieve accountability, compliance, control, 

and improvement as Harvey (2008) concludes in the 2nd European Quality Assurance 

Forum.  

As a regulatory mechanism, QA comprises internal quality assurance (IQA) and external 

quality assurance (EQA). IQA–monitoring and improving the quality of the whole HEI and 

EQA–ensuring the quality at program and HEI levels–are closely interrelated from the 

improvement perspective. EQA with its outcome-orientation can promote internal quality 

development; Vietnamese QA is taking advantage of this effect. Hence, both IQA and EQA 

are associated with all the procedures ensuring stakeholders both within and outside an 

HEI that there is a commitment to the continuous improvement of quality. 

Assuring quality is a must in a challenging global environment; thus, universities all over 

the world are making significant efforts to guarantee that their students can benefit from 

a high-quality education and a broad recognition of their degrees. To ensure stakeholders' 
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interests, IQA serves as a proof of accountability to the public aiming to state that 

institutional processes are of an appropriate standard. IQA also functions as a yardstick to 

assure that HEIs are providing quality education. It can serve as a resource to students by 

offering reliable data helping them to choose their universities, colleges, programs or 

courses. However, most importantly, IQA can enhance the quality of the overall system by 

improving the performance of teaching, learning, researching and administration at the 

institutional level (Dill, 2010; Westerheijden, 2007). This improvement-led approach 

(Barnett, 1992) helps the institution achieve autonomy, transparency, and effectiveness, 

and in this sense, is likely associated with quality as transformation (Harvey & Newton, 

2007). The most quoted definition of IQA regards as "intra-institutional practices in view 

of monitoring and improving the quality of higher education" (Vlăsceanu et al., 2007, 

p.74). Hence, "IQA, like quality itself, is highly contextual and can differ across national, 

institutional, and, possibly, disciplinary boundaries." (Martin, 2018, p.62).  

According to Vlăsceanu et al. (2007), EQA is "inter‐ or supra‐institutional schemes assuring 

the quality of higher education institutions and programmes" (p.74). Thus, EQA is handled 

by different agents beyond the control of an HEI and is supposed to evaluate or assess an 

HEI at institutional or program levels or a particular aspect like internationalisation 

following pre-determined standards (Stensaker, Langfeldt, Harvey, Huisman, & 

Westerheijden, 2010; Westerheijden, 2007). In this sense, it is compliance-driven, is 

related to accountability, and possibly looks at quality as "value for money" and "fitness 

for purpose" (Barnett, 1992; Harvey & Newton, 2007; Lomas, 2004). EQA can be 

obligatory or voluntary, consisting of internal review, self-assessment, external audit, 

accreditation, and independent peer review (UNESCO, 2008). An external quality audit is a 

qualitative measurement identifying how well the university is striving for its goals. 

Assessment is a method for investigating outputs and is more quantitative. It evaluates 

the current level of attainment under an established standard and finally announces a 

grade or description such as excellent, good, satisfactory or unsatisfactory. Accreditation 

involves both quality assessment and quality improvement, examining inputs and outputs 
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as well. It judges if a program or an institution achieves the quality measures developed by 

an accrediting agency. Many governments are in support of accreditation with the 

establishment of accrediting agencies. To be accredited, HEIs have to assure that their 

mechanisms and practices are fully operated and achieve specific standards (Lenn, 2004). 

EQA schemes cannot succeed unless and until the university finds itself having full 

responsibility for providing quality. The EQA focus features not only in Vietnam but also in 

most European countries:  

While the implementation of external quality assurance is proceeding at a rapid 

pace, development of internal quality assurance (QA) systems at HEIs is 

progressing more slowly, especially because in some countries the internal QA 

systems are still thought to amount only to writing a self-assessment report for 

external review (Rauhvargers, Deane & Pawels, 2009, p.8).  

Therefore, an effective QM system that can manage the internal QA is critical to HEIs 

because it plays a vital role in institutions’ continuous quality improvement. It deals with 

the day-to-day operations of a university, ensuring that the institution or programs satisfy 

their standards and objectives (Martin, 2017). Though governed by the national or 

regional EQA system, HEIs can design and operate their mechanism provided that they can 

adequately meet the EQA standards and norms. IQA is responsible for all mechanisms, 

instruments, and systems for QA within the HEI but also takes advantage of external 

peers. For instance, an instrument for accreditation such as self-assessment is also a form 

of IQA.  

Thus, both the IQA system, the bottom-up approach, and the EQA mechanism, the top-

down approach, are closely related and integral to QA (Batool and Qureshi, 2007). 

Feedback from all types of stakeholders from students, graduates, lecturers and 

professionals to employers and EQA agencies should be appropriately collected and 

efficiently utilised by the people involved for better learning and teaching practices, 

supervisory skills, up to date courses and programs, among others. Thus, the QA system 
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initiates a balance between external demands represented by EQA standards and 

institutional ambition for delivering quality education (Genis, 2002). Likewise, Harman and 

Meek (2000) regard QA  

as systematic management and assessment procedures adopted by a higher 

education institution or system to monitor performance and to ensure 

achievement of quality outputs or improved quality. Quality assurance aims to give 

stakeholders confidence about the management of quality and the outcomes 

achieved. (p.6)  

Generally speaking, QA tends to stabilise and control processes assisting HEIs in assuring 

accountability and maintaining the prescribed standards and the government in 

monitoring higher education (Harvey & Newton, 2007). Regarding the nature of IQA as 

examined above, QM can be a means to improve and enhance institutional quality as 

discussed below.  

3.3.3 Quality management in higher education 

Political, economic and socio-cultural agents have brought about significant changes in the 

field of higher education, which have heightened the concern for more standardised and 

formalised approaches to quality. HEIs tend to adopt systematic and comprehensive QM 

approaches to boost efficiency and effectiveness (Sahney, Banwet & Karunes, 2010; Sultan 

& Wong, 2014) because adequate management with its processes and mechanisms is 

essential in higher education (Van Vught & Westerheijden, 1994). This adoption implies 

that QM development in education is of intensified concern (Sahney, Banwet & Karunes, 

2008) and also reflects the heightened awareness that sustained improvement cannot be 

reached if the quality of daily management practices is ignored (Manatos et al., 2017). 

However, as Manatos et al. (2017) noted, QM is often referred to as QA which is, 

according to them, "rather odd for QM research" (p.159) because this approach limits the 

scope of QM. 
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First, in general, QM is comprehensive, embracing approaches, concepts, policies, 

processes and systems that aim to maintain and enhance the education quality within an 

institution (Csizmadia, 2006; Harvey, 2004). QM can be a mechanism helping the 

institution achieve transparency, accountability, and effectiveness. It can be a systematic 

combination of practices aiming at enhancing quality at institutional or system level. It can 

also be a technique or an instrument that helps improve the quality of teaching or 

learning. It manifests the institutional quality improvement initiatives, although some 

might be externally driven (Martin & Stella, 2007). It is evident that QM is targeted at not 

only the quality output but also the processes to maintain and enhance it. As a 

consequence, QM makes use of quality control and QA to increase quality. While QA 

focuses more on maintaining a specific set of quality targets, QM steers HEIs towards 

continuous quality improvement and enhancement exploiting support and teaching staff 

endeavours as well as other stakeholders' activities. In this sense, QM possibly looks at 

quality as transformation and improvement-driven. 

Second, QM can be multi-purpose (Trow, 1994). Csizmadia (2006) claims that QM "is 

potentially a means to multiple ends. These include improving the quality of institutional 

services, making the operations of organizations more transparent and accountable and 

improving their performance." (p. 24). According to Lim (2001), the five fundamental 

constituents of a QM system consist of missions; strategic plans for achieving the 

missions; policy for delivery of a course and professional development for staff; evaluation 

from stakeholders; and response to stakeholders' views. That is to say, it should manifest 

the values, ambitions, diversity, and nature of the institution. Though QM can cover a 

wide range of dimensions (detailed in Chapter 4), the literature indicates that the aspects 

associated with the three missions of higher education–teaching, research, and services–

are always prioritised (Stensaker, 2003). 

Third, because of transparency and accountability requirements, HEIs need to establish an 

effective QM system to maximise effectiveness. Effectiveness requires HEIs to stimulate 

their decision-making processes to engage all stakeholders effectively in institutional 



The key concepts 

55 
 

teaching, learning, research, and services. That is why Evans and Lindsay (2005) emphasise 

the importance of quality as part of every individual's daily activities. According to them, 

the enhancement of quality can only succeed in an organisation when each member 

works properly together to reach an organisation's goals. Tribus (1992) describes QM as a 

strategy that helps an HEI increase its workforce's efficiency and effectiveness. To achieve 

a sustainable competitive advantage, the HEI has to encourage its workforce to get 

involved in both the process and the improvement of the process. He also advises that any 

approach to the implementation of QM must start with staff training. Indeed, QM 

manifests the efficiency and effectiveness of process management and human resource 

management (Trow 1994). That is to say, with the engagement of external stakeholders, 

internal stakeholders should develop policies and processes which are the two 

fundamental components of an effective QM system. Hence, QM is expected to cover 

organised activities which help manage quality in HEIs systematically and structurally 

rather than leave it to unsupervised individually driven initiatives (Massy, 2003). 

To conclude, though it may be difficult to find a unique and consensual definition of QM, 

QM can generally be regarded as a holistic management philosophy and an aggregate of 

practices for institutional management that focuses on the maintenance and 

enhancement of all the institutional functions to satisfy or exceed stakeholders' current 

and future expectations (Vlăsceanu et al., 2007). QM "must be driven by clearly defined 

goals and strategic plans and must be planned and managed with the same […] 

thoroughness as any other organisational strategy" (Horine & Hailey, 1995, p. 16). That is 

to say, QM initiatives should be integrated into the institutional strategy (Cruickshank, 

2003). 

QM in HEIs comprises all components of quality work:  quality planning, quality control, 

quality assurance, and quality improvement to ensure fulfilment of the quality objectives 

(Vlăsceanu et al., 2007). According to these authors, QM encompasses QA tools–“QM is an 

institutional function, and internal quality assurance (IQA) is the set of mechanisms that 

makes QM possible.” (Martin, 2017, p.18). 
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The literature discussed thus far indicates that the principle concepts of quality in HEIs 

underpin constant striving for improvement and need to be embodied in institutional 

practices. Further to this, Pratasavitskaya and Stensaker (2010) argue that "the 

approaches are quite comprehensive, they are intended to be used for a number of 

different purposes and are tightly linked with institutional decision-making" (p. 46). That is 

to say, QM does not stop at accountability or improvement to reach a certain prescribed 

standard but aims at enhancement, exceeding that standard. Notably, with the seemingly 

increasing commodification of higher education in Vietnam, it is argued that the 

competition and pressures on quality will drive a greater need for insights into how QM is 

interpreted and implemented in Vietnamese higher education context. 

3.4 The modified Deming Cycle in higher education 

Though derived from the business and industry environment, Continuous Improvement 

(CI), a prerequisite of QM, has become popular in-service organisations including HEIs 

(Deming, 2000b; Evans & Lindsay, 2005, Temponi, 2005). HEIs, characterised as open 

systems, are subject to multiple internal and external influences (Bush, 2011). As a result, 

in response to the requirements of improving the education quality, many HEIs started 

taking advantage of CI principles and approaches in the late 1980's and early 1990s 

(Birnbaum, 1999, Lim, 2001). Kettunen (2012) and Loukkola and Zhang (2010) also state 

that defining, assuring, and improving institutional quality from strategic planning to staff 

and curriculum development are the core activities of an internal QA process. Deming’s 

(2000a, 2000b) PDCA (Plan–Do–Check–Act) cycle is in line with these arguments.  

Mishra (2007) also confirms that the Deming PDCA Framework is suitable for all 

frameworks of QA, and this is also a right fit for an HEI. Thus, the Deming wheel could 

stimulate steady improvements (Deming, 2000a; Kettunen, 2012) and is applicable to 

every aspect of an HEI in response to the challenges of being responsive, effective, and 

efficient (Alexander, 2000; Cullen, Joyce, Hassall & Broadbent, 2003; Kettunen, 2008). 

Another advantage of CI is its scope for the improvement of existing processes, which 
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does not require completely alternative ways of performing the tasks (Kettunen, 2012). 

Therefore, adopting the CI approach in HEIs is not only a growing trend but also a 

demanding task (Evans & Lindsay, 2005). Generally, the literature says that CI can be 

successfully applied in HEIs (Temponi, 2005). However, CI can only be implemented once 

the general approach has been set in place.  Otherwise if a qualitative change is needed, 

CI will only embed in place the existing wrong direction. 

Challenges for CI, particularly the request for leadership commitment and a CI culture, are 

also documented in the literature. It is not painless to develop a CI culture. Everybody 

should be trained to be familiar with the customer and service mindset to encourage the 

development of CI and quality culture. Developing a CI culture involves the engagement of 

all the leaders, teaching and administrative staff and all HEI stakeholders (Cullen et al., 

2003; Kettunen, 2008; Osseo-Asare & Longbottom, 2002; Temponi, 2005), which is 

unarguably an exhausting task. However, there is a growing consensus that these are 

critical success factors for quality improvement (Kettunen, 2012; Lau & Idris, 2001) to 

apply. 

While there are other interpretations of the quality cycle (for example, PIRI: Plan–

Implement–Review–Improve; PIMRI: Plan–Implement–Monitor–Review–Improve), this 

study chose the Plan–Act–Evaluate (Monitor and Review)–Improve cycle with the 

following definition: 

 Plan denotes formal planning at all levels including university level 

planning, faculty and divisional planning, school, departmental or unit planning, 

course or work team planning. At the individual level, it reflects the plans that 

people do by project, or over time, including yearly or daily planning. 

 Act includes all the intentional activities that are undertaken to meet 

objectives, implement plans and produce outcomes. 

 Evaluate includes two major aspects–monitoring and review. 
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• Monitoring is a short- and medium-term activity mainly conducted 

by internal people for developmental or formative purposes. It may use 

formal or informal methods and make use of existing data or generate new 

data. Action and monitoring usually develop together, informing each 

other, hand-in-hand. 

• Review is a longer-term and more formal process that has both 

formative and summative purposes and is often undertaken by external 

people. 

 Improve identifies the process by which the results of evaluation–both 

monitoring and review–are fed back to generate improvement. Often this causes a 

modification to an existing plan or development of a new plan, and thus the cycle 

commences once more. (Source: course notes Maintaining quality within 

institutions, LH Martin Institute, the University of Melbourne, 2014). 

 

 

Figure 1: The modified Deming cycle PAMRI 
Source: author, adapted based on the PAMRI cycle 
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The advantage of this generic tool is its convenience in usage. It can be utilised for a 

simple job or the operation of the entire institution, and any point in the cycle can be 

applied for starting an activity. The cycle regards planning and implementation as essential 

parts, but a focus on feedback is also highlighted in the Evaluate (Monitor/Review) phase. 

Stakeholders' experience is vital in the operation process. Their concerns should be heard, 

collected, and examined and action should be taken where appropriate to effect 

improvement. This cycle implies that quality can start anywhere and can never end. In the 

Vietnamese context, by pursuing incremental and systemic change simultaneously, this 

modified Deming cycle can help to save time by starting the QM practices at any time 

without throwing away the old practice and building new ones from scratch, help HEIs 

focus on both monitoring and reviewing especially at the start of applying the QM, can 

promote the concept of continuous improvement; thus the cycle functions as a backbone 

for the QM process.  

3.5 National cultural characteristics 

3.5.1 Definitions of culture 

World literature has recorded a great abundance of definitions of culture with their 

rationale for the understanding of the terms related to culture. Olie (1995) carefully 

examined over 164 definitions of culture appearing before 1951. Later, many other 

definitions have been coined.  With the vogue word reflecting the modern age of IT-

programming, Hofstede et al. (2010) have defined culture as "A collective programming of 

the mind that distinguishes the members of one group or category of people from others" 

(p.6). This collective programming, the so-called national culture, is established from the 

ways of life shared by one people of one nation (Flynn & Saladin, 2006; Hofstede et al., 

2010; Jones, 2007). It is perfectly true that culture does not come and go easily. The 

process takes place through learning the values, joining the communal activities, role 

modelling, and understanding symbols. These cultural characteristics are ingrained from 

the influence of family, school, religion, workplace, friends, and media among others (Hall, 

1989; Schwartz, 2012; Triandis, Bontempo, Villareal, Asai & Lucca, 1988). Hence, culture 
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provides a sense of belonging to the people, a special feature playing an important part in 

management. The management literature seems to reach a consensus that culture is "a 

set of ideas shared by members of a group" (Jaeger, 1986, p.179). Daft (2010) also 

confirms that organisational members share and pass on to new ones their own values, 

norms, guiding beliefs and understandings, which are the basis of the unwritten spirit of 

the institution. Therefore, to some extent, national culture can be characterised as an 

essential factor determining institutional actions and individual behaviour in the 

workplace (Hofstede et al., 2010).   With this in mind, cultural complexities need to be 

taken into account when studying the implementation of QM in Vietnamese HEIs, as this is 

an application of the Western-based approaches. 

3.5.2 Vietnamese national culture 

The characteristics of a nation's culture are formed when that nation has to confront 

geographical, climatic, social, historical, economic and political challenges (Phan, 1998). In 

term of nature, Vietnam is a tropical monsoon country in Southeast Asia, with the rice-

paddy agricultural economy and lifestyle, with the community originally organised in 

closed villages, enjoying the harmonious living environment of the warm climate and 

fertile alluvial soils (Tran, 1999; Tran, 2006).  

From the social, historical, economic and political perspectives, Vietnam went through 

three significant cultural periods, including (1) the period of local culture formation from 

the Stone Age to 208 BC when Zhao Tuo invaded North Vietnam; (2) the period of cultural 

exchange with neighbouring countries, especially China, and under the influence of three 

cultural layers from Southeast Asia, East Asia, and South Asia (from BC 208 till present); 

and (3) the period of interaction with Western culture (from the 16th century till present) 

(Tran, 2017). It should be noted that in this age of multiculturalism and globalisation, 

there are myriad different cultures involved such as institutional, regional, national, and 

area cultures; the mono-disciplinary teaching-based university culture, an outcome of the 

old Soviet model found throughout the (formerly) socialist states; and the many aspects of 
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the Vietnamese situation like over-centralisation, a top-down socio-political model, and 

rigid controls. The latter are found in many parts of South East Asia, and form part of a 

wider collectivist culture. Thanks to its natural, social, economic, and historical 

backgrounds, Vietnam has enjoyed an early process of its cultural connections, exchanges, 

integration, and acculturation.   

Given their influence on human behaviour, according to Tran (1999) these conditions play 

an essential part in forming the nation's five distinctive cultural characteristics, including 

collectivism, harmonious interaction, the yin-oriented essence, the synthetic mind (good 

at estimations and seeing the big picture but not very rationalistic), and flexibility. In their 

national project, Phan and Vu (1996) confirm that the Vietnamese have developed in 

themselves a strong feature of adaptability and hardship endurance with perseverance 

and a strong work ethic due to living among frequent natural disasters and going through 

almost constant wars. These characteristics are so stable that modernisation has had little 

influence on the people's loyalty to their families and communities (Dalton et al., 2002). 

3.5.3 Hofstede's six cultural dimensions  

Several other models of cultural aspects have been proposed (e.g. Hall, 1966, 1989; 

Schwartz, 2012; Smith, Dugan & Trompenaars, 1996; Trompenaars & Hampden-Turner, 

1998), but Hofstede's seminal study has been widely applied in the literature as a 

theoretical framework on national culture and in work-related cultural values and cross-

cultural comparisons (Michael & College, 1997) thanks to its highly articulate theory, 

comprehensive design, efficient data collection, and the high precision of its proposed 

dimensions (Adler & Gundersen, 2008; Flynn & Saladin, 2006;  Michael & College, 1997). 

In 1980, Hofstede presented the most celebrated research of its kind and summarised 

most cultural elements into four dimensions: individualism, masculinity, uncertainty 

avoidance, and power distance, which have been regarded as fundamental to categorise 

the cultural characteristics in different countries (Dickson, Den Hartog, & Mitchelson, 

2003; Kirkman, Lowe & Gibson, 2006). In 1991, ‘Confucian Dynamism' or ‘Long/Short Term 
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Orientation', a fifth dimension, was introduced after Hofstede and colleagues discovered 

that Asian culture possesses a close and specific connection to Confucianism. In 2010, a 

sixth element entered the framework, Indulgence versus Restraint (Hofstede et al., 2010). 

This sixth dimension has not been used extensively within the management field perhaps 

due to its relatively new appearance, the smaller size of data, the ambiguities of happiness 

research, and the difficulty in understanding the dimension (Newman & Nollen, 1996; 

Redpath & Nielsen, 1997). While acknowledging Indulgence versus Restraint as the sixth 

dimension, the author argues that it shares some similarities with the fifth dimension–

Long Term Orientation. Therefore, this sixth dimension is not a focus in the study.  

Although subject to some criticism (Jones, 2007; Steenkamp, 2001), Hofstede et al.'s 

(2010) model with its available scores on Vietnamese national characteristics is deemed to 

be the most comprehensive and most useful for this research as discussed in the next 

section. This research uses the first five of Hofstede's dimensions as a cultural lens to look 

at the QM implementation under investigation. 

3.5.4 Vietnamese national culture from the lens of Hofstede's theory  

According to Hofstede et al. (2010), culture has a high impact on social organisations 

including HEIs which are embedded in that culture. Hence, studies on or related to the 

operation and development of HEIs should not be separated from their cultural 

environment, since not only do contextual factors vary but also the degree of their 

influence changes depending on different circumstances (Hofstede et al., 2010). In the 

same vein, through her suggested ten principles for working with Vietnamese 

counterparts, Borton (2000) also emphasises the crucial role of Vietnamese customs and 

practices in management. The impact of national culture on QM in Vietnamese HEIs can 

be addressed through the 6-D Model© developed from Hofstede et al.’s (2010) landmark 

theory of the first five cultural dimensions including Power Distance, Individualism vs. 

Collectivism, Masculinity vs. Femininity, Uncertainty Avoidance, and Long-term 

Orientation/ Short-term Orientation. From Hofstede's model (n.d.) 
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(https://www.hofstede-insights.com/country-comparison/vietnam/), an overview of 

Vietnam national characteristics can be presented as follows. 

Power distance  

This power distance dimension expresses the degree of hierarchy in a society or 

organisation. That means in a high power distance environment, institutional members at 

a lower rank are expected to accept the unequal distribution of power. On this dimension, 

Vietnam scores high (70), which means centralisation is popular leading to the expectation 

and acceptance of the prevailing of leaders' authority, the Confucian style values, the high 

value accorded to age and seniority and the staff's soft manner when presenting feedback 

in the workplace. Inequalities and status differences are willingly expected and accepted 

(Nguyen, 2015; Tran, 1999; Tran, 2006). The picture is vivid in HEIs with the reporting line, 

formal communication and strict control manifested through close supervision, 

subordinates' limited autonomy (Truong, Hallinger, & Sanga, 2017), top leaders' full 

power, and students' difficulties in teamwork (Nguyen, Terlouw, & Pilot, 2006), despite 

the low score in Individualism below. This natural order of inequalities results in the 

necessity for guidance and leadership. It is quite common that staff expect to be told what 

to do while superiors rarely welcome the initiatives or critiques from those below 

(Jamieson, 1995; Quang & Vuong, 2002; Truong et al., 2017; Tran, 2006). Hence, reform 

should start from the upper level. Nevertheless, this can be treated as a substantial 

complementary potential for smoothly executing mechanisms, rules, and regulations.  

Individualism vs. Collectivism 

The dimension measures the degree to which people prefer to act as individuals or are 

more dependent on an influential group. With the lowest scores (20) among all the six 

dimensions, Vietnam is a collectivistic society manifesting the management of groups, 

stable relationships, high respect to "in-group" loyalty, harmony and saving face. External 

social pressures and shame are the robust tools used to control the members. Hence, 

there is a strong tendency to promote wisdom and high education leading to an 

https://www.hofstede-insights.com/country-comparison/vietnam/
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achievement orientation (Tran, 1999).  For example, a member's success or fame brings 

honour to the family and community (Tran, 1999). So, conversely, “loss of face is painful in 

any society, but unbearable in Vietnam” (Borton, 2000, p. 24). Group preference is 

prioritised over members' beliefs and behaviour. It is noted that employer/employee 

relationships, even hiring and promotion are based on moral terms like those prevailing in 

families. In HEIs, this family-like relationship can be clearly expressed through the way of 

addressing the higher-ups as uncles or aunts. This influential group cohesion can be 

observed through the high loyalty and respect accorded to group members. Dalton et al. 

(2002) conclude that the traditional orientations toward family and community remain 

despite changes in the modern Vietnamese society. 

Masculinity vs. Femininity  

The third dimension focuses on the motivation of members in a culture: striving to be 

successful (Masculine) or cherishing well-being (Feminine). With a score of 40, Vietnam is 

hence regarded as a feminine society, which highly appreciates equality, solidarity, 

stability, sentimentality, caring for others and quality of life. Money, profit, and success 

are not as highly valued as people and good relationships. Due to this characteristic, 

people may be meekly obedient, relaxed, lacking in innovation. People are characterised 

as hospitable, modest and harmony oriented. In this low masculine environment, women 

and men are supposed to be equal in working life and home duties though it is not as easy 

for women to reach the high ceiling as elsewhere. Leaders prefer intuition to conscious 

reasoning and try to achieve consensus when handling their jobs though not being 

completely influenced by high power distance. In short, this dimension agrees with the 

historical process of establishing positive and negative principles, contradictory behaviour, 

flexibility, and confidence in the future (Tran, 1999; Tran, 2017).  However, despite some 

of its disadvantages, this is the right environment for developing interactions between 

leaders and staff and effective communication. The fundamental issue here is the ethos of 

‘work to live’, which requires supportive managers, like-mindedness, flexible working 
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conditions and motivations, compromise and negotiation in solving conflicts leading to the 

practice of involvement in decision making. 

Uncertainty Avoidance 

This dimension of uncertainty avoidance defines the attitudes and solutions to uncertain 

and ambiguous situations. With a score of 30, Vietnamese society adopts a more relaxed 

approach in which practice and experience are more important than rules, and divergence 

from the established standards is more readily accepted. In the workplace, people can 

work hard if essential but it is not a means to an end. They tend to be flexible in schedules 

and do not find innovation urgent though they are readily to open to risks, new values or 

uncertainty. Therefore, they tend to keep rules to the minimum and find it hard to be 

punctual. They feel comfortable in an ambiguous environment but are motivated by 

achievement and esteem and happy to be an in-group member. Together with the 

preference for harmony and flexibility, people are highly adaptable and creative but tend 

to be careless, random, egalitarian, ambiguous, indecisive, and unaware of the rules (Tran, 

1999; Tran, 2006; Tran, 2017). This feature could be particularly advantageous for 

applying continuous improvement, introducing new rules with a conciliatory attitude.  

Long-term orientation vs short-term orientation 

This dimension determines the extent to which people value long-term strategies 

associated with objectives and vision, and how people display perseverance and sustained 

effort toward longer-term results. The score of 57 describes Vietnam as a pragmatic 

culture believing that truth varies depending on context, time and situations. People are 

determined to overcome difficulties but prefer personal steadiness and stability; cherish 

the values of thrift but reciprocate greetings, favours, and gifts; and respect tradition, 

ordering relationships by status and face-saving. Vietnamese people exhibit a strong 

inclination to adapt to new conditions when necessary. The most significant practice is to 

encourage thriftiness and endeavour in education to prepare for the future (Tran, 1999, 

Tran, 2006; Tran, 2017). They also promote lifetime employment as it establishes the 
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connection between the employer and employee and inspires loyalty, which can benefit 

the management. This orientation possibly facilitates cooperation, engagement, mutual 

understanding, and trust leading to sharing available and relevant information and 

consensus in decision making. 

From the above analysis, these dimensions are consistent with other scholars on 

Vietnamese national culture, especially Tran’s (1999) five categories mentioned above. 

However, culture and its characteristics are highly changeable in response to natural 

conditions and social development besides conflicts between the traditional culture and 

the market economy values. Thus, Vietnamese culture is very complicated. For example, 

people display some characteristics of collectivism in comparison to some other countries 

(Hofstede et al., 2010), but given the history, they remain unique in some aspects let 

alone their sometimes contradictory behaviour, flexibility, and adaptability (Tran, 1999; 

Tran, 2006). Indeed, owing to continuous struggles for independence and its geographical 

position in the region, `being flexible or compliant' is merely protective camouflage 

against being invaded or assimilated by bigger nations (Phan, 1998; Tran, 2006). Deep 

under the compliance and flexibility is the rebellion from the inside. Evidently, this has 

immediate and non-ignorable implications for Vietnamese QM capacity. Nguyen et al. 

(2009) have noticed the effect of the Vietnamese culture on the application of 

management models in Vietnamese higher education. QM implementation could possibly 

consider the national cultural features and anticipate the conflicts between stakeholder 

involvements, in-group characteristics and power distance; hard work and profit versus 

yin-orientation; the imperatives of performance versus expectations of lifetime 

employment; or ethical relationships and local norms versus economic principles, among 

others. These features possibly have an enormous impact on the effectiveness of QM in 

HEIs because HEIs cannot build up an institutional culture or a quality culture which is 

significantly different from the mainstream cultural characteristics of the nation in which it 

operates. Thus, Hofstede et al.'s (2010) framework could possibly be integrated with 
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Vietnamese history and culture from Vietnamese scholars' viewpoint into QM 

implementation in Vietnamese HEIs. 

3.6 Summary  

This chapter helps form the argument of the study. In response to increasing quality and 

accountability, higher education and HEIs would better position themselves if they 

addressed the need for implementing effective QM in consonance with their underlying 

cultural values. Though cultural factors are beyond the scope of this study, Vietnamese 

higher education context is particular and connected to its national culture in a way that 

means all attempts to examine the QM implementation in HEIs should take national 

culture into account, and Hofstede's model of culture is useful in this respect. The 

discussions on the major quality concepts including the Deming cycle in this chapter are a 

preparation for the design of a conceptual QM framework in the next chapter. 
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4 Chapter 4: The Core Quality Management Dimensions 

Literature Review–Part 2 

4.1 Introduction 

Continuing to explore the literature, this chapter identifies the critical dimensions that are 

commonly used to manage quality in HEIs around the world. The existing QM models and 

frameworks reviewed in the six up-to-date meta-analyses on QM in world higher 

education help fulfil the task of this chapter. Bearing in mind the context and the key 

concepts, the researcher has analysed these six comprehensive reviews and proposed 

seven dimensions essential for QM implementation in HEIs. With the support of the 

outcomes from Chapters 2 and 3, Chapter 4 paves the way for the establishment of the 

QM conceptual framework of the current study in Chapter 6.   

4.2 The six comprehensive literature reviews on QM in Higher Education  

As discussed in Section 3.3.3, QM in higher education has been attracting intense 

professional interest over recent decades (Manatos et al., 2017; Martin, 2017). In one of 

the few papers attempting to review research on QM in HEIs, Brookes and Becket (2007) 

remark that HEIs promote the application of QM frameworks from the business world due 

to growing external demands for accountability and efficiency, and consequently, many 

end up adopting or testing QM frameworks developed for business and industry. The 

rationale for this movement, as Houston (2008), Newton (2010), and Pratasavitskaya and 

Stensaker (2010) admit, is the widespread belief in the ability to improve the academic 

quality of those quality frameworks. It could thus be assumed that the necessity of QM is 

driven externally first and internally later. Regardless of how the need arises, QM seems 

essential for increasing institutional quality, efficiency, and accountability.  

According to Brookes and Becket’s (2007) analysis, the application of these models has 

brought about both benefits and limitations. On the positive side, HEIs, to some extent, 

have successfully developed a strategic approach in QM and decided on quality 
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improvement priorities as well as achieved some improvement in accountability. Some 

core QM dimensions appear to be critical for HEIs, such as staff and student involvement 

and stakeholder satisfaction (Rosa & Amaral, 2007). However, they also highlight the ill fit 

of these frameworks in the education context with the core functions–education and 

research: "the models are reported to have far greater applicability in measuring 

administrative or service functions within HEIs rather than the quality of research or 

teaching and learning" (Brookes & Becket, 2007, p. 105).  Later, several researchers have 

also noted the non-applicability of these models in the higher education sector, including 

Pratasavitskaya and Stensaker (2010). The relationship between teachers and students is 

not quite the same as that between a service provider and a customer due to the role of 

the student in the educational context. What higher education cannot find from 

frameworks from business and industry "is their recognition of the centrality of the 

student learning experience" (Becket & Brookes, 2008, p. 45). Recognising the centrality of 

student learning, for example, means seeing quality as transformative, enhancing and 

empowering the student. This viewpoint leads to a shift from the teacher-centred 

approach to student-centred learning and consequently the requirement to design a 

system around this centrality. Again, here we can see the multi-dimensional nature and 

complexities of quality in education as discussed in Section 3.3.1. 

Nevertheless, the industry frameworks can be food for thought and a starting point for a 

higher education QM system, especially when "quality management, at least theoretically, 

can have potential benefits; for example, with respect to identifying available options 

higher education institutions may choose from in order to respond to increasing external 

pressures for demonstrating academic outputs" (Pratasavitskaya & Stensaker, 2010, p.38). 

Thus, numerous efforts are being made to adapt or create QM frameworks with a special 

focus on the core activities and other aspects directly related to HEI missions. To date, 

there are six meta-analyses (Table 3 below) reviewing the literature on QM at institutional 

level from 1977 to 2015 that advance key QM enabling frameworks and dimensions in 

higher education.  
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In the first review, "TQM in higher education–a review", Owlia and Aspinwall (1997) 

carried out an investigation on QM initiatives from 14 cases in the USA and six cases in the 

UK to analyse and pick out ten essential QM dimensions for HEIs: “top management 

commitment, strategic planning, organisations for quality, employee involvement and 

team working, training for quality, design management, process management, supplier 

QM, information and analysis, and customer focus and satisfaction” (p.535 & p. 538).  

The second contribution, "A comparative analysis of quality management in US and 

international universities" (Grant et al., 2004), analysed nine articles in the USA and nine 

papers from other countries on QM initiatives and identified three dimensions of quality 

in higher education, namely, “quality of design, quality of conformance, and quality of 

performance” (p. 4435). 

In the third critical article, "Quality management practice in higher education: A review of 

international issues and practice", Brookes and Becket (2007) reviewed 95 papers from 19 

journals released over a ten-year period between 1996 and 2006. Most papers are from 

educational journals, particularly from "Quality Assurance in Education" and the 

"International Journal of Educational Management". This analytical review focused on the 

different approaches to QM, especially reporting in particular on the development of QM 

frameworks for HEIs in 34 countries. 

In the fourth review, "Quality management in higher education: Towards a better 

understanding of an emerging field", Pratasavitskaya and Stensaker (2010) analysed how 

QM had been manifested in the higher education literature.  From 19 articles addressing 

QM in the journal "Quality in Higher Education" published over a 13-year period from 

1995 to 2008, the paper identified four specific dimensions of QM: “academic, managerial, 

pedagogic and employer focus” (p. 47) though acknowledging that research on QM in 

higher education is "conceptually heterogeneous and multidisciplinary" (p.37).  
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In the fifth contribution, "The integration of quality management in higher education 

institutions: A systematic literature review", Manatos et al. (2017) studied the application 

of QM in higher education and the integration of the QM principles, the processes and the 

organisational levels. By using a systematic review of the literature identified through 

Elsevier's Scopus database, the paper analysed 127 articles from 1977 to 2014. The 

authors categorised the papers based on the QM principles, processes, and organisational 

levels. The review also identified “three organisational levels divided into program level, 

unit level and institutional level; four process dimensions including teaching and learning, 

research and scholarship, third mission, and support processes; and eight QM principles: 

customer focus, leadership, involvement of people, process approach, system approach, 

continuous improvement, factual approach and supplier relationships” (p.167).  

In the last review to date, "Trends in quality management research in higher education 

institutions", Tarí and Dick (2016) performed a rigorous meta-analysis of QM in HEIs 

through the three databases: Science Direct, ABI/Inform, and Emerald. This computer 

search enabled the authors to analyse in detail a massive sum of 202 papers from 45 

different journals which cover the topics examined-research methods used, QM 

dimensions, journals and countries studied-in a much broader and deeper scope 

compared to the previous reviews. This meta-analysis has supplemented the other five 

former reviews by providing an account of the improvement in QM practices, giving 

suggestions for future research, and most importantly identifying the dimensions 

employed to manage quality in HEIs. Notably, the study has listed the most frequently 

mentioned dimensions: “people management, information and analysis, process 

management, stakeholder focus, planning, leadership, continuous improvement, program 

design and supplier management, channels of communication, external regulation, 

structured organisation and partnership” (p. 283).  

The last two reviews, which are more rigorous in scope, coverage, and timeframe, are 

more significant. While Manatos et al. (2017) map the development of QM in the higher 

education sector and the integration of the QM dimensions, Tari and Dick (2016) clearly 
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pinpoint the QM topics and dimensions. Both meta-analyses end up with the most 

common and important dimensions for QM implementation. These meta-analyses have 

collectively undertaken an in-depth literature review that "analyses a set of papers related 

to QM in HEIs in order to describe QM dimensions and models used by HEIs" (Tari & Dick, 

p. 275). These papers also show that HEIs have become more committed to quality 

practices and systems, as a means to enhance the quality of teaching, learning, research 

and institutional performance (Sahney et al., 2008; Sultan & Wong, 2014). 

Table 3: Six studies/meta-analyses to date of QM in higher education 

Studies/ 
Meta-analyses 

Authors Cases/papers 
reviewed 

Dimensions 

TQM in higher 
education – a 
review 

Owlia and 
Aspinwall, 
1997 

14 cases 
in the USA 
6 cases in the 
UK 

top management commitment,  
strategic planning, organisations for 

quality, employee involvement and team 
working, customer focus and satisfaction, 
training for quality, design management, 

process management,  
information and analysis, supplier QM. 

 

A comparative 
analysis of quality 
management in 
US and 
international 
universities 
 

Grant, 
Mergen, 
and Widrick, 
2004 

9 papers  
in the USA 
9 papers  
from other 
countries 

quality of design, quality of conformance,  
quality of performance 

Quality 
management 
practice in higher 
education: A 
review of 
international 
issues and 
practice 
 

Brookes and 
Becket, 
2007 

95 papers 
34 countries 
involved 
from 1996-
2006 
from 19 
journals 

different approaches to QM, 
development of QM frameworks for HEIs. 

Quality 
management in 
higher education: 
Towards a better 
understanding of 
an emerging field 

Pratasavitska
ya and 
Stensaker, 
2010 

19 papers 
from 1995-
2008 

academic, managerial, pedagogic, and 
employer dimensions 
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The integration 
of quality 
management in 
higher education 
institutions: a 
systematic 
literature review 

Manatos, 
Sarrico, and 
Rosa, 2017 

127 articles 
from 1997-
2014 
Elsevier's 
Scopus  

four process dimensions:  
teaching and learning,  

research and scholarship,  
third mission, support  

 
8 quality principles:  

customer focus, leadership,  
involvement of people,  

process approach, system approach, 
continuous improvement, factual 
approach, supplier relationships 

 

Trends in quality 
management 
research in 
higher education 
institutions 

Tarí and 
Dick, 2016 

202 papers 
from 1991-
2015 
36 countries 
45 journals 
Science Direct 
ABI/Inform  
Emerald  
 

people management, planning, leadership,  
 information and analysis,  

process management, stakeholder focus,  
continuous improvement, partnership 

programme design, supplier management, 
channels of communication,  

external regulation, structured 
organisation  

 
Source: Author, compiled from the six reviews. 

 

4.3 Available quality management dimensions in higher education 

The collection of papers from these six grand reviews provides all the contributions to 

date on QM in higher education at the institutional level from all the corners of the globe. 

Before 2002, the collection appeared to adopt a theoretical approach, but later papers 

tended to be more empirical (Tari & Dick, 2016). This phenomenon suggests that QM in 

higher education has followed a typical pattern for the development of a field, shifting 

from theoretical to empirical research to test theories (Kuhn, 1970). Hence, some are 

more theoretically driven, often without detailed empirical illustrations (e.g. Cruickshank, 

2003; Ehlers, 2009; Owlia & Aspinwall, 1997) whereas the majority make an effort to 

transfer knowledge from real practice especially after the early 2000s (e.g. Doherty, 1993; 

Horine & Hailey, 1995; Papadimitriou & Westerheijden, 2010; Rosa, Saraiva, & Diz, 2001, 

2003). Empirically, most of the research projects highlight QM in higher education in a 

particular national context (e.g. Anyamele, 2005; Doherty (1993); Osseo-Asare & 
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Longbottom (2002); Rosa et al, 2001, 2003) while some others present the studies in a 

broader context, usually regional (e.g. Rosa et al., 2011) or even internationally (e.g. 

Cruickshank, 2003).  

It is evident that the literature of QM in higher education has witnessed the appearance of 

many QM frameworks compatible with higher education characteristics and 

particularities. Though some have modified such business frameworks as TQM, ISO 9000 

and Malcolm Baldridge to construct their own (e.g., Calvo-Mora, Leal, & Roldán, 2006; 

Motwani & Kumar, 1997; Osseo-Asare & Longbottom, 2002), they all concentrate 

particularly on the primary functions of an HEI. Some are even grounded in educational 

theories and literature and design QM frameworks from higher education rather than 

from industry (e.g. Srikanthan & Dalrymple, 2002, 2005, 2007). That is why after reviewing 

202 articles, Tari and Dick (2016) concluded: "There was no consensus on which QM 

models best suit HEIs" (p. 287). This agrees with the Berlin Communique (2003) stating 

that there is no such thing as a one-size-fits-all framework for all HEIs. Nonetheless, these 

reviews indicate that QM practices are increasingly integrated into the institutional 

management system (Manatos et al., 2017). The QM models and frameworks have 

changed their focus to a more holistic management approach to enhancing institutional 

quality (Rosa & Amaral, 2007). Most of the studies under review appear to adopt a more 

comprehensive approach to QM with a greater focus on both managerial and pedagogical 

dimensions (Pratasavitskaya & Stensaker, 2010). These dimensions tend to be integrated 

to ensure the quality of education, research, service, and institutional performance. 

Another interesting remark is that the concepts, approaches, and models from these 

contributions tend to focus on more similar dimensions although they sometimes label 

them in different ways. For example, resource management may embrace personnel, 

finance, facilities, time, and material management whereas teamwork and effective 

communication between stakeholders can be represented under the title of Stakeholder 

Focus and Satisfaction (Pratasavitskaya & Stensaker, 2010).  The findings from the review 

of existing QM frameworks and dimensions in higher education support the initial 
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definition of QM in Chapter 3, showing the QM approach to be quite comprehensive and 

holistic, and the dimensions can be integrated to help effectively specify how to fulfil HEI 

roles and responsibilities. Hence, as such, the thesis identifies vital dimensions used to 

manage quality in HEIs in light of the insights from the context and concept Chapters; 

these dimensions are reformulated as follows. 

4.4 The ‘ideal’ dimensions     

With an effort to synthesise the essence of the distinct models and frameworks reviewed, 

the core dimensions for QM in HEIs seem to be emerging. These dimensions should reflect 

good international practice, be grounded in the context of academic organisations, 

embrace the internal institutional processes, be aware of the existing environment 

(current changes, governmental policies, institutional culture and practices, stakeholders' 

characteristics, etc.), and include the role of leaders, processes, results, assessment, 

reporting, planning, value, teamwork, and faculty responsibilities. Most important of all, 

these dimensions should be comprehensive and enhance the quality of education, 

research, service, and management within an HEI.  

Based on the analysis and synthesis of these reviews, especially the last two meta-

analyses (Manatos et al., 2017; Tari & Dick, 2016) and through cross-checking the 

definitions of the labels of the dimensions, the study came up with the seven most 

common and important dimensions: Continuous Improvement, Leadership, Information 

Management, Resource Management, Education and Research Management, Stakeholder 

Focus and Satisfaction, and Partnership Development as presented in Table 4 below. 

Embedded in these seven dimensions are 44 items that emphasise the characteristics of 

these QM dimensions. The following analysis attempts to explain why these dimensions 

and their items are ‘ideals’ for contributing to the effectiveness of QM in Vietnamese HEIs. 
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Table 4: The ideal dimensions for QM implementation in HEIs 

DIMENSIONS ITEMS AREAS COVERED 

Continuous Improvement 7 commitment, continuous 

improvement, quality culture, 

quality units 

Leadership 6 creating a common goal, motivating 

change, managing the 

environment, and developing a 

participatory approach to quality 

enhancement 

Information Management 5 management and effectiveness of 

the use of data and information, 

communication 

Resource Management 6 human resources, finance, facilities  

Education and Research Management 9 education and research 

Stakeholder Focus and Satisfaction 6 stakeholders' needs and 

expectations and the levels of these 

needs and expectations 

Partnership Development and Management 5 internal and external partnerships 

at different levels 

7  44 TOTAL 

 

4.4.1 Continuous Improvement (CI) 

First introduced to the world of education in the early 1990s, continuous improvement 

(CI) is now one of the most essential parts of QM implementation (Kanji & Tambi, 1999; 

Owlia & Aspinwall, 1996) as CI programs created in business could be susceptible to the 

pressures caused by dwindling state funding, rising stakeholder demands, the popular 

notion of stakeholder satisfaction, and the market orientation of institutional services 

(Weigel, 2002). CI may be described as the process by which management undertakes to 

effect changes for improvement in performance measures and to ensure increased 
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accountability (Sahney et al., 2008; Tambi et al., 2008). It means a commitment to 

continuous quality improvement (Bayraktar, Tatoglu, & Zaim, 2008; Pandi, Rao, & 

Jeyathilagar, 2009; Tang & Zairi, 1998). Some colleges and universities have brought CI 

into classrooms, and immediately it became a novel feature in academic quality 

improvement (Wolverton, 1994). In Kanji and Tambi’s (1999) study of 163 institutions in 

the United Kingdom, CI is ranked number one among the nine critical success factors.  

Associated with CI is a quality culture that values devolved decision-making, leading to 

increased staff commitment, shared ownership and empowerment. This working 

mechanism of quality culture, in turn, will significantly contribute to performance 

excellence as well as having a positive impact on staff and students' behaviour (Kanji, 

Tambi, & Wallace, 1999; Tambi et al., 2008).  HEIs must be ready to respond to the 

changing environment through innovation. While CI and innovation can never work 

without a motivated and devoted workforce, the main objective behind CI is to enhance 

quality and ultimately increase stakeholder satisfaction (Srikanthan & Dalrymple, 2002).  

Internally, it is vital for a QM system to encourage self-reflection on its practices and on 

the concepts that create those practices. There should be procedures for internal 

verification and evaluation of all aspects of the self-assessment process in accordance 

with the university’s mission, vision and objectives. The university should have formal 

mechanisms to identify, understand and adopt outstanding practices from different 

departments and faculties within the university. In other words, all the institutional 

procedures should be reviewed and enhanced periodically based on the use of 

stakeholders' feedback. In short, CI is an institutional effort to implement the quality 

concept and practices with a set of improvement goals–an essential component to 

achieving excellence and sustainability (Beckets & Brookes, 2007; Kanji & Tambi, 1999; 

Manatos et al., 2017; Owlia & Aspinwall, 1997; Rosa & Amaral, 2007; Tari & Dick, 2016;). 
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4.4.2 Leadership 

During the past decades, leadership has frequently recurred as a primary constituent in a 

variety of frameworks of QM, as it is an integral part of institutional success in 

implementing QM mechanisms (e.g., Bayraktar et al., 2008; Kanji et al., 1999; Martin, 

2017; Owlia & Aspinwall, 1996; Tang & Zairi, 1998; Venkatraman, 2007). As leaders can 

exercise supreme authority within the institution, Cerych and Sabatier (1986) emphasise 

the role of leadership in QM implementation, which covers different areas: creating a 

common goal, motivating change, managing the environment, and developing a 

participatory approach to quality enhancement. In the process, leadership is responsible 

for formulating the strategic direction and designing systems that will facilitate 

institutional performance improvement (Osseo-Asare, Longbottom, & Murphy, 2005). 

Cruickshank (2003) goes even further by recommending that HEI leadership should embed 

QA initiatives into institutional strategic plans. Thanks to their skills in the resource 

allocation process, roles and responsibilities definition, partnership establishment, people 

and process management, leaders are crucial to building structural and cultural 

components for the future of the institution. Leaders have to exploit all their available 

resources, from power to connections, to bring in the benefits for the institution or faculty 

(Rosa & Amaral, 2007; McCaffery, 2019).  

Besides, leaders at all levels should commit and get involved in creating and maintaining 

the mission, vision, ethics, and philosophy of the institution while ensuring stakeholder 

focus and satisfaction. Ramsden (2005) remarks that leaders are crucial in inspiring, 

managing, and supporting academic colleagues in the higher education context. This 

mechanism should result in positive stakeholder satisfaction and enhancement in 

education and research. As well, Dill (1995) confirms that all academics must be in charge 

of quality, but this cannot be accomplished without a strong and committed leadership. 

Clearly, in the unique context of higher education, leadership is also unique as leaders are 

the ones who can help academics preserve academic freedom, and academics should be 

autonomous leaders with full responsibility in higher education (Carvalho & Downing, 
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2010; Côté & Allahar, 2011; de Wit, 2010; Fanghanel, 2009). In sum, leadership should be 

committed to developing, maintaining and enhancing quality and QM system (Burkhalter, 

1996; Davies, Hides, & Casey, 2001). An effective QM implementation requires capable 

and committed leaders who can accommodate fundamental institutional needs and 

negotiate between internal and external partnerships at varying levels to provide a high 

quality of teaching and research through professional autonomy and scholarly activities. 

4.4.3 Information Management (IM) 

Information management (IM) is essential for supporting the different processes and 

procedures concerning QM and institutional development (Venkatraman, 2007). It  

should examine the management and effectiveness of the use of data and 

information to support overall mission-related performance excellence […], ensure 

reliability and accessibility of the necessary key information required for day-to-

day operational management, […] focus on making analysis of facts and 

information and respond to situations in a fast and effective manner." 

(Venkatraman, 2007, p.102)  

That is to say, QM is only efficient when IM is systematically structured and imbued with a 

culture of evidence, which can satisfy the demand for increased accountability and 

transparency. This process of IM involves the systematic collection, organisation and 

analysis, dissemination, archiving and destruction of information (Delany, 1997). 

Developing an effective QM mechanism would also require integrating the quality 

information system with the academic program and process design (Dill, 1997).  

For effectiveness, two-way communication needs to be well in place, top down and 

bottom up, between units, among staff and academics. Stakeholders' feedback facilitates 

an educational organisation to be updated with the changing needs of students, staff, and 

the community. This kind of information can be collected through, for example, 

questionnaires, interviews and meetings with students on programs, and other support 
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services provided by the university (Bayraktar et al., 2008). This system should circulate 

quality strategies and policies, evaluate the performance and involve staff participation by 

helping them share ideas, clarifying opinions and creating shared values (McCaffery, 

2019). Thus, the two-way process of communication is of paramount importance in QM 

development and implementation. 

In short, a quality information system should be available in a timely and effective manner 

to support the different processes concerning QM, to inform decision-makers at varying 

levels, to make sure that all stakeholders can have access to the necessary information. 

This system helps top management, quality units and all kinds of stakeholders effectively 

with facts so that they can utilise their time, resource and expertise to get their jobs done 

(Kanji & Tambi, 1999; Rodman, Biloslavo, & Bratož, 2013). Effective IM should identify all 

potential stakeholders' data needs, conduct the collection and analysis of that data, and 

ensure the data are available to those stakeholders when and how required. This process 

is vital for enhancing institutional quality, as poor IM will lead to reduced communication, 

inadequate use of resources, and lack of commitment by stakeholders. 

4.4.4 Resource Management (RM) 

 Another vital element of QM is resource management (RM) (Kanji et al., 1999; Owlia & 

Aspinwall, 1996; Tang & Zairi, 1998) because RM may substantially impact on institutional 

performance and especially on stakeholders psychologically, physiologically and 

cognitively, and the institution must be held accountable not only to the principal 

authorities but also to teaching and support staff and students. In higher education, 

resources include but are not limited to staff, capital, facilities, materials and time 

obtained externally or internally that can be used to achieve educational goals and 

objectives (Akpan & Etor, 2015). Such activities in human resource management as 

recruitment, training and development, outcome-oriented performance evaluation, 

payment and communication should be aligned with the institutional mission and vision. 

Performance management should be connected to individual objectives, unit purpose and 
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institutional goals. University leaders should encourage a process of empowerment in the 

institution including the involvement of all staff in decision-making processes (Kasule, 

Wesselink, Noroozi, & Mulder, 2015). Incompetent human resource management will lead 

to a deficiency of motivation and active involvement on the part of the teaching and 

administrative staff.  

In addition, as physical facilities like libraries, laboratories, computers, recreational points, 

dormitories and sports facilities significantly influence students' satisfaction (Abbasi, 

Malik, Chaudhry, & Imdadullah, 2011), and physical aspects of the services in education 

form the first impression on future students (Russell, 2005), the institution has to provide 

the necessary resources for educational purposes. There should be well-established 

processes for the procurement and purchasing of equipment for teaching and learning, 

maintenance and security services, funding applications, and defining responsibility and 

authority for usage and maintenance. The institution should put all the quality aspects in 

order of importance following its needs based on its financial circumstance. Financial 

management within the university should be openly discussed as transparency is one of 

the elements of proper management with the purpose of aligning budgets to support 

research, teaching, learning and service in accordance with institutional priorities. 

In short, human resources, finance, and infrastructure have considerable influence on 

education management and stakeholder focus, so this element examines how resource 

management can facilitate institutional performance to achieve its goals (Rosa & Amaral, 

2007). Resource management demands that universities wisely allocate their scarce 

resources to support the development and implementation of QM sustainably. This 

dimension controls the processes concerning how an HEI utilises resources to enhance 

education, research and service quality (Amaratunga & Baldry, 2000). 
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4.4.5 Education and Research Management (ERM) 

When making judgements about quality, almost all kinds of models aim at effective 

student learning experience and highlight co-creation at the education delivery level 

(Bowden & Marton, 1998; Srikanthan & Dalrymple, 2002; Tierney, 1998). With the trend 

of integration leading to holistic and comprehensive QM approaches in the recent 

decades (Manatos et al, 2017), “teaching and learning is at the centre of QM systems” 

(Martin, 2017, p.12). In HEIs, education and research management is crucial to quality 

assurance and enhancement (Owlia & Aspinwall, 1996; Tang & Zairi, 1998; Venkatraman, 

2007). This element is centred on those aspects of an educational institution's operations 

such as education curriculum and delivery and other practices that are concerned with 

teaching, learning, research, and performance metrics (Bayraktar et al., 2008; Kanji et al., 

1999; Owlia & Aspinwall, 1996). These arguments support the inclusion of this dimension 

in this QM framework.  

Established to achieve desired changes in the students, the university curriculum is an 

aggregate of knowledge, having a prime focus on engaged learning, research and learner-

centred education. All stakeholders need to share their expertise in the academic program 

design as they are key influencers of quality enhancement in higher education (Massy, 

2003; Srikanthan & Dalrymple, 2002). The learning outcomes must align with the goals of 

the course or program and stakeholders' needs. Academic program reviews should be 

regular, up-to-date and responsive to ever-changing social and economic developments 

(Temponi, 2005). As a primary process in the quality enhancement, the induction, 

teaching, learning and assessment process needs to be monitored and measured. The 

institution should elicit student feedback and observe the transformation through a 

variety of tests, assessments and examinations, as these are essential instruments for 

quality control. Changes in all these processes should be systematically investigated, 

documented, properly analysed and evaluated, authorised and communicated for 

program planning, implementing, reviewing and improving as suggested by the Deming 

cycle (Bayraktar et al., 2008; Massy, 2003). These core processes need to be closely 
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embedded in the QM system (McCaffery, 2019) and benchmarked with other institutions 

locally and internationally. Together with the faculty members, the top management 

should identify and update what to teach, how to teach, and how to engage students in 

the learning and research experience (McCaffery, 2019). Though stakeholders' input needs 

to take account of societies' interests, academics should exercise complete freedom in 

developing the syllabi, teaching methods, teaching tools, assessment methods and 

marking criteria as they are the professionals in the field. The learning outcomes of these 

activities should be aligned with the faculty's strategic objectives with regard to the 

mission and vision of the HEI.  

As research is one of the primary functions of a university, a sustainable research culture 

needs to be established to encourage and coordinate teachers' involvement in research 

activities. A clear policy in recruiting, developing and rewarding staff is requisite (Nguyen, 

2016). Academics should be recruited based on their research potential and outputs 

(Edgar & Geare, 2013). Rhee (2011) confirms that the institution should be responsible for 

the management of staff research careers and the sustainability of academic research 

motivation. This desire can be accomplished by providing staff with favourable conditions 

or combining employment, tenure, and promotion with research achievements 

(Postiglione, 2013, Rhee, 2011). Most importantly, the institution needs to design 

mechanisms to encourage research activities, help shape priorities, provide appropriate 

research facilities, and establish partnerships with other HEIs or industries which have 

matching or complementary research strengths and help maximise the impact of 

academics' research activities (Hazelkorn, 2005). Besides, HEIs should implement 

extensive policies regarding ownership of intellectual property to protect the rights of the 

institution, staff and students (Dusen, 2016). As a result, this dimension will lead to 

outstanding effectiveness, which can benefit the community at large. 
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4.4.6 Stakeholder Focus and Satisfaction (SFS) 

There is a universal consensus in the literature that stakeholder focus and satisfaction 

(SFS) is one of the pillars of QM implementation success (Venkatraman, 2007). This 

element examines stakeholders' needs and expectations and the levels of these needs and 

expectations because the literature on quality in higher education confirms that 

stakeholders' viewpoints should be considered in the process of defining and managing 

quality to ensure the sustainability of that quality model (Bayraktar et al., 2008; Loukkola 

& Zhang, 2010; Srikanthan & Dalrymple, 2007).  

Processes for periodic monitoring and measuring both external and internal stakeholder 

satisfaction regarding the academic program, courses, extra-curricular activities, teaching 

and learning environment, and services provided by the educational institution should be 

implemented for quality improvement purpose. Among these, student surveys, feedback 

and measurement are of importance in QM implementation (Bayraktar et al., 2008; 

Houston, et al., 2008; Kanji et al., 1999; Zineldin et al., 2011).  

This element also examines HEI efforts to create and nurture stakeholder involvement. 

That is to say, stakeholders' requirements should be anticipated; trust should be 

established; the QM principles and fundamental concepts of the institution should be 

transferred to the workforce to attain maximum benefits and desired goals; and faculty 

and staff empowerment should be aligned with the institution's mission and vision. In the 

literature reviewed, this is displayed in the name of the principle of people involvement 

with respect to whom QM is implemented (e.g., Calvo-Mora et al., 2006; Rosa et al., 

2003); from academics (eg. Rosa et al., 2006), students (e.g. Zineldin et al., 2011), to 

employers (eg. Rodman et al., 2013).  

Furthermore, the process of supporting staff and faculty members' involvement and 

encouragement, as well as quality culture formation, should be stimulated. Indeed, quality 

excellence depends on both the skills and motivation of the institution’s staff and the 

clarity of personal responsibility and accountability at an individual level while staff 
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success depends on the continuing growth opportunities. QM cannot be efficiently 

implemented without a quality culture where quality is everybody's job (Rosa & Amaral, 

2007; Bayraktar et al., 2008; Kanji et al., 1999; Osseo-Asare & Longbottom, 2002; Owlia & 

Aspinwall, 1996; Pandi et al., 2009; Tang & Zairi, 1998). Thus, building a sustainable quality 

culture environment at all levels is more important than depending on standards set from 

the authority levels above. In short, stakeholder focus and satisfaction help assess 

stakeholders' interest as well as influence and involve them in communication 

management. In other words, QM helps senior leaders fully engage and influence all 

stakeholders who can recognise their roles in striving for institutional goals (Bayraktar et 

al., 2008; Kanji et al., 1999; Pandi et al., 2009; Rosa & Amaral, 2007).  

4.4.7 Partnership Development and Management (PDM) 

Because of globalisation and internationalisation, partnership development and 

management (PDM) have become a critical dimension in QM (Osseo-Asare & Longbottom, 

2002; Venkatraman, 2007), and "[p]artnerships have become a defining feature of higher 

education" (De Wit, 2015, p.95). This element examines the process of establishing 

internal and external partnerships at different levels (Venkatraman, 2007). In contrast to 

SFS focusing on the university’s responsibility for stakeholders’ needs and expectations, 

PDM is much more a joint activity. They are joint relationships, based on mutual trust and 

respect, with a clear and shared sense of purpose and an agreed outcome. Active 

connections and benchmarking can help the institution interpret the external 

environment, respond, and influence accordingly. The institution should work out formal 

partnership agreements with a broad range of critical stakeholders as the benefits of 

cooperation and a long-term relationship with these partners can maximise the quality 

performance of the institution (Bayraktar et al., 2008; Owlia & Aspinwall, 1996). An HEI 

should target building up strategic alliances with other HEIs and external influencers such 

as government ministries, local organisations, community groups, businesses, and 

accreditation agencies to support the institutional quality processes and enhance not only 
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institutional quality but also institutional impact on the local, national, regional and global 

community (de Wit, 2015). 

HEIs and businesses are making significant efforts to find a collective voice and to obtain 

mutual goals and interests. To substantially support the linkages and enhance university 

relevance to industry, an HEI should develop trust and mutual recognition, and 

enthusiastically collaborate with industry for mutual benefit and growth. In fact, to 

function as an important player in the knowledge-based economy, the university has to be 

prepared to produce graduates highly relevant to the needs of the society, undertaking 

fundamental and applied research and facilitating innovative breakthroughs (Edmondson 

et al., 2012). This can only be acquired through a strategic partnership with employers 

(Zvyagin, 2017), taking advantage of their intellectual, financial and corporate resources. 

This alliance aims to assure graduates high-quality and in-demand targeted training as well 

as personal and professional growth and to improve the quality of teaching, learning, and 

research as well as graduates' employability. 

In short, this element examines how partnerships are developed, sustained and 

institutionalised. In other words, it explores whether the institution makes attempts to 

guarantee that information is accessible and objective, to promote engagement with all 

potential partners, to foster a culture of sharing ideas, and to respond to partners' needs 

actively. Thus, all the other dimensions can help with the management of collaborative 

relationships within the institution and with external partners (Venkatraman, 2007).  
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4.5 Summary 

Continuous improvement, leadership, information management, resource management, 

education and research management, stakeholder focus and satisfaction, and partnership 

development and management appear as key elements for successful QM 

implementation, based on an analysis of the relevant research undertaken to date. 

However, it should be noted that every HEI has its own particularities and the QM 

implementation should be ingrained in the institutional context and culture and most of 

all, the overall vision and mission of the institution. Acknowledging that findings from the 

literature are not precisely what is going on in real practice and taking into account the 

analysis in Chapters 2, 3 and 4, it is evident that two major tasks need to be carried out to 

understand the nature of QM in Vietnamese HEIs. First, it is necessary to establish the QM 

conceptual framework for the study by obtaining a consensus from experts on the 

essentials for a QM framework in Vietnamese higher education. Second, an investigation 

into stakeholders' perception on QM implementation at the selected HEIs needs to be 

performed based on this conceptual framework. The following chapter details the 

methodology for conducting such a study. 
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5 Chapter 5 Design and Method of Investigation                           

The Methodology 

5.1 Introduction 

The preceding chapters have provided an account of the research setting and focus, which 

will guide the data collection and analysis. This chapter presents the underlying 

assumptions, the design and method of investigation. Using the mixed methods approach, 

the study consists of two stages: designing a conceptually rigorous and empirically 

validated framework of quality management (QM) for Vietnamese HEIs and investigating 

the nature of QM in Vietnamese HEIs for policy and practice implications.  The chapter 

also provides information about the ethical issues that were addressed, the limitations of 

the methodology to be chosen and the measures for maintaining rigour and 

trustworthiness.  

5.2 Overview 

As presented in Chapter 1, the primary research question of the study is: 

What is the nature of quality management in Vietnamese public HEIs? 

To provide a comprehensive and systematic analysis of the complexities surrounding this 

matter, the research approach employed a two-stage investigation incorporating both 

qualitative and quantitative methods.  

The justification in support of using mixed methods in this study originated from the 

nature of the research problem under investigation. The combination of qualitative and 

quantitative methods in this study involved not merely collecting two distinct types of 

data, but engaging in a process of merging, integrating, and linking the two methods. Data 

from one source collected by one method could help with the exploration of other data 

from the other source by another method (Creswell & Plano Clark, 2011). The ultimate 
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benefit of this combination was the quality of the evaluation, implications and measures 

proposed at the end of the thesis. 

The study made use of a two-level triangulation as one way to ensure its internal validity. 

The first level was methodological triangulation, i.e. the employment of different methods 

of data collection, including literature review, document analysis, expert review, and in-

depth individual semi-structured interviews. The second was respondent triangulation, in 

which data collection methods were administered to three principal groups of 

respondents, including experts on higher education and QM, HEI practitioners (both top 

and middle), and other higher education stakeholders. Such respondent and 

methodological triangulations were utilised in order to better identify, scrutinise, and 

explore from different perspectives many insights into the same phenomenon under 

investigation from different perspectives-the nature of QM implementation in Vietnamese 

public HEIs. The overall research design for the study is summarised in Table 5. 
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Table 5: Research design 

OVERARCHING 
RESEARCH 
QUESTION 

 

 
What is the nature of quality management in Vietnamese public HEIs? 

 

SUBSIDIARY 
RESEARCH 

QUESTIONS 
 

What are the characteristics 
of a conceptually rigorous and 

empirically validated framework 
of QM for Vietnamese public 

HEIs? 
 

What are the actual characteristics 
of QM in Vietnamese higher education 
in relation to the potential discrepancy 

between “ideals” from the literature 
and the current practice? 

 
What are the implications for national 

policy and HEI practice using the quality 
framework and the current state of 

play? 
 

RESEARCH 
STAGES 

 

STAGE 1 
Designing and validating 

the conceptual framework 
(Literature review and 
Expert consultation) 

STAGE 2 
Evaluating 

the actual QM implementation 
in the institutional context 

(Case study) 
 

DATA  
COLLECTION 

 

Document analysis   
Two-round survey  

47 international and national 
experts 

Questionnaires 
 

Document analysis 
Semi-structured interview  

31 stakeholders at three selected HEIs 
Open-ended Questions 

 

DATA 
ANALYSIS 

 

Thematic analysis 
based on the QM dimensions 

 

Thematic analysis 
based on the framework 

 

PRESENTATION  
OUTCOMES/ 

FINDINGS 
 

Chapter 2 
Chapter 3 
Chapter 4 
Chapter 6 

 

Chapter 7 
Chapter 8 
Chapter 9 
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5.3 Stage One Design  

5.3.1 Overview 

This stage answered the first sub-question and the components of this design are 

presented in Chapters 2, 3, and 4, with a validated account of the design’s pertinence for 

the Vietnamese context in Chapter 6. The purpose of this stage was to design a QM 

conceptual framework which was specific and relevant to Vietnamese higher education so 

that it could serve as an appropriate tool to answer the second and third sub-questions of 

the study. 

A qualitative literature review was conducted to understand the phenomenon under 

investigation. First, in Chapter 2, the context of Vietnamese higher education was 

examined as a rationale for the research, which anchored the need for effective QM in 

Vietnamese HEIs. Chapter 3 discussed the definitions and relevant characteristics of higher 

education and HEIs as a background for the analysis. The result of this section indicated 

that HEIs have been influenced by several trends with increasing emphasis on quality and 

accountability. Thus, the author critically reviewed the nature and characteristics of the 

quality concepts such as quality, QA, QM, and the Deming management theory in relation 

to higher education to define the parameters of the thesis. An in-depth discussion of the 

potential influence of the Vietnamese national characteristics on the implementation of 

QM in Vietnamese HEIs was needed, especially given that these institutions were 

embedded in that culture. These salient concepts and their impacts at the institutional 

level helped form the understanding of the contemporary phenomenon of QM in 

Vietnamese HEIs.  

Second, based on such a theoretical understanding, Chapter 4 aimed to identify essential 

QM dimensions and their corresponding items which have been commonly used to 

manage quality at HEIs. This step was supported by six studies/meta-analyses on QM in 

higher education from 1977 to 2015 that have advanced key QM enabling frameworks 

and dimensions at the institutional level. The analysis and synthesis identified seven core 
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QM dimensions and 44 corresponding items representing good practice that would 

potentially work for the local context. This step paved the way for the design of the 

conceptual framework of the study. 

Chapter 6 presents the result of the QM conceptual framework. The primary purpose of 

this stage is to identify what aspects of QM are perceived by experts as locally relevant 

and suitable for Vietnamese HEIs. Hence, based on the findings from the literature review 

section, a questionnaire was designed to find out the essential QM dimensions and their 

corresponding items, which could make up a QM conceptual framework that would be 

practical, feasible, workable, and realistic in the Vietnamese context. Consequently, the 

contribution from experts from the immediate environment was needed. The following 

sections will present the data collection, sampling, and data analysis for the two-round 

survey to reach the consensus among experts in higher education and QM in higher 

education on the proposed essential QM dimensions for Vietnamese HEIs. 

5.3.2 Rationale of the method 

According to Clayton (1997), an expert is a person who possesses expertise in the area of 

practice under study and who is regarded as an actor in that particular field.  An expert 

interview will unveil that advanced knowledge for the study.  

Data collection by way of in-person interviews would have been costly and time-

consuming; focus groups would have brought about group pressures of social conformity; 

phone or Skype interviews might not have facilitated participants’ reflection, which is 

needed for presenting in-depth knowledge. To avoid all these obstacles, collecting data 

through a Web-based survey seemed to be an effective method to reach opinion-based 

agreement. Besides, the researcher is familiar with and can get access to experts in the 

field, which helped ensure full participation. Thus, the quasi-Delphi method and Likert-

type scale embedded in two quantitative surveys with a purposefully selected group of 

experts were utilised in this stage. 
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The Delphi method is defined as a “systematic, rigorous and effective methodology 

designed to elicit potent and valid user-friendly answers” (Clayton, 1997, p.374) or “an 

iterative process to collect and distil the anonymous judgments of experts using a series of 

data collection and analysis techniques interspersed with feedback” (Skumolski, Hartman, 

& Krahn, 2007, p. 1). The Delphi method is characterised by anonymity, feedback, and 

summary of responses. Feedback from each round is summarised verbally or statistically 

and then sent to the experts in the next round so that the experts can consider their 

responses based on the feedback of the previous round. The fundamental rationale for 

exploiting this method is to get rich data from a group of experts in the topic area and to 

maintain the advantages of group decision-making without suffering from potentially 

complicated group interaction dynamics (Hsu & Sandford, 2007; Skulmoski et al., 2007). 

According to the literature on the Delphi Method, for a novice researcher, this is an easy-

to-design method which ensures anonymity and ease of use for participants (Egan & 

Akdere, 2005). However, the Delphi Method poses some difficulties, for example, the 

development of the initial survey instrument is time-consuming, and the attrition between 

rounds might reduce the number of participants (Franklin & Hart, 2007), which will be 

further discussed in Section 5.3.3.  

As part of the Delphi Method and survey-based research, the Likert questionnaire 

response method has been popular as it is regarded as an effective scale to measure 

participants’ opinion and attitudes (Bangert, 2008; Gaytan & McEwen, 2007). In this 

research, a four-point Likert-type rating scale was chosen to eliminate the neutral option, 

ensure consensus, and provide participants with ease and comfort. 

The initial and crucial step in this stage is the selection of experts for the study as the 

panel should have appropriate knowledge to ratify–or not–the content validity of the 

survey. Unlike most quantitative studies, the Delphi survey requires a purposive sampling 

method. This can be challenging as the researcher has to identify experts based on their 

knowledge about the population (Hasson, Keeney, & McKenna, 2000). The experts should 

be familiar and engaged with the problem under study, ready to participate, able to 
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communicate in writing, and able to rate the priorities put forward in the survey (Hasson 

et al., 2000). Thus, together with the purposive method, the snowball sampling method 

recommended by Clayton (1997) was used to identify and sample participants in this 

stage. Samples were not random but met the key research objective, which was to define 

the important dimensions and items for a QM framework specific and relevant to the 

Vietnamese higher education context. These arguments suggest that this number should 

not be considered from the statistical perspective because the Delphi Method does not 

choose participants randomly from a population. 

5.3.3 Sampling 

The participants’ background 

As argued above, the following criterion–sampling was applied. Experts with expertise in 

higher education, QM in higher education, especially higher education in Vietnam and QM 

in Vietnamese universities were recruited from all parts of Vietnam and other countries. 

For Vietnam, besides 10% from MOET, most participants were invited from universities, 

comprising 35% from two national universities, 30% from universities in big cities, 15% 

from regional universities, 8% from other provinces, and 2% from prestigious private 

universities. Besides the geographical location criterion, the rationale for the distribution 

was that these experts represented leading universities where most experienced and 

qualified experts worked. There were many prestigious universities and big centres 

related to QA and accreditation in the two national universities; most leading universities 

located in big cities and regional universities were key universities. As these universities 

had highly regarded staff and were well endowed financially, the experts from here had 

more conditions to get access to QA and QM in Vietnam and the world. This also ensured 

that these experts were knowledgeable, skilful, and active actors in the field of QM in 

higher education. It should be noted that one expert was invited from a prestigious 

private university as she was a top leader, had worked in higher education for 35 years 

and QM for 14 years, used to work for public universities, and was active and influential in 
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QA in Vietnam. With her invaluable experience, she could help the project procure rich 

data.  

The range of different universities also ensured a variety of reporting lines: the two 

national universities report to the PMO; five universities report to their line ministries; and 

the rest report to MOET. The coverage also ensured the presence of mono- and multi-

discipline universities. The cohort of experts came from different disciplines, ranging from 

humanities and social sciences to natural sciences and applied sciences, so they 

collectively had a well-rounded understanding of the problem under study. This 

distribution assumed that experts from different universities under different forms of 

governance, from different locations, and in different contexts might have different 

perspectives on the importance of QM dimensions and items. This would increase validity 

when consensus was reached. All the experts needed to hold at least a Master’s degree 

and to have worked in higher education for more than three years.  

For foreign experts, as a means to avoid researcher bias, 50% of this group of experts were 

from ASEAN countries, and 50% were from other parts of the world. Almost all of them 

were very interested in higher education and QM in Vietnam, while many even provided 

training to QA staff in Vietnam, studied and wrote about Vietnamese QA and higher 

education. 

These criteria helped gather a well-rounded collection of panellists that were capable of 

contributing to the framework. This is also one of the reasons why the quasi-Delphi 

method was chosen: to cut cost and time to solicit insights from all these extremely busy 

high-profile experts. 

The Quantity 

In Round One, the researcher emailed 50 experts, but 34 responses (68%) were returned, 

all of which were valid, and 33 consent letters were collected. In Round Two, to avoid the 

effect of attrition as discussed in Section 5.3.2, another ten experts were invited to 
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participate, which means these participants had not completed Round One. This practice 

could be considered acceptable as the new participants were sent the Consent Letter, the 

Plain Language Statement, the Profile Instrument, Round One instrument, Round One 

Report, together with the link for the Round Two Instrument so that they would know 

what was going on and be familiar with the other experts’ perspectives in Round One. 

Since the process was anonymous and the consent letters were sent separately from the 

responses, the Round Two Instrument was sent to all the 50 experts in Round One and ten 

new experts further invited in Round Two. Consequently, another 16 consent letters (at 

least six of which were from experts recruited in Round One), and 49 responses (82%) 

were returned, of which two were invalid.  

As a result, a total of 60 potential experts were identified and invited to participate in the 

study. The researcher received 49/60 consent letters (82%) with the demographic 

information, 34/50 (68%) valid responses in Round One, and 47/60 (78%) valid responses 

in Round Two.  

Because the researcher knew many of these experts, and the snowball sampling method 

was quite effective, the returning responses were quite high. However, Round One took 

place at an inconvenient period of time, around the New Year’s holiday, which usually 

lasts about two months coupled with much work at the end of the calendar year, so it was 

an obstacle for receiving the responses and made the researcher worry that the number 

of participants might drop further. This led to the recruitment of the other 10 participants 

in Round Two. The second round started at a suitable time, which even helped receive the 

responses from the experts who had been invited but had not participated in Round One. 

Perhaps, some were enthusiastic to participate when they had read the Round One Report 

sent out together with the instrument for Round Two. 

Reviewing the Delphi literature, Hasson et al. (2000) recommend that the number of 

expert participants range from 15 to over 60 for a Delphi method approach. Similarly, 

Skulmoski et al. (2007) argue that the number of experts ranging from 10 to 15 is 
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sufficient if the group is homogeneous. In the same vein, Manizade and Mason (2011) 

state that 12 to 20 expert participants represent a competent group that can be 

representative of viewpoints in the topic area. These arguments suggest that collecting 

rich data from a small number of experts is better than collecting only numerical 

responses from a larger group. Given this, the number of participants, 34 participants in 

Round 1 and 47 participants in Round 2, in this study is justified.  

The gender and title 

From the participants’ profile, 34.7 % of the population were female, which was not 

unusual in the human resource structure in Vietnam at the time of the study, especially 

when the project needed a cohort of experienced experts in the field of QM. Among the 

experts, 32.7% are lecturers and senior lecturers, 36.7% associate professors and 

professors, and 36.6% officers and senior officers. Hence, from the Vietnamese higher 

education context where lecturers had to perform other jobs in the university, almost all 

of them were also in charge of teaching, learning, doing research, and other activities at 

their institutions even in the case of the officers and senior officers.  

Years of experience 

One more interesting point is that all of the expert participants had more than three 

years’ experience in higher education, and nine had even worked in higher education for 

more than 30 years. Importantly, 100% of the experts were experienced in higher 

education and QM in higher education, and 20% of them were top leaders. Nearly half of 

the experts (46.9%) were quality experts and assessors. However, all of them were trained 

in QA and QM.  
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Table 6: The experts’ profile 

 

To conclude, the data revealed the demographic information of the experts whose 

combined professional experience and background were closely related to the subject of 

study, which met the requirements of the research. These high-profile cases were 

beneficial as a reliable feedback resource. It is believed that only the people who are 

involved in and in charge of the QM process can understand how their institution operates 

with all its facilitators and inhibitors and can determine which dimensions are essential to 

the process and which dimensions should receive higher priorities (Lemaitre, 2002; 

Srikanthan & Dalrymple, 2007). The experts’ stated background and experience were 

necessary for the consensus-building goal of the study–the agreement on the essential 

dimensions and their corresponding items for QM implementation in public Vietnamese 

HEIs. 

 

 N = 49 Percent  N = 49 Percent 

Gender Highest degree earned 

Female 17 34.7 Master 14 28.6 

Male 32 65.3 PhD 35 70.4 

Title Years of experience in HE 

Officers and senior officers 15 30.6 3 – 9 5 10.2 

Associate professors and 
professors 

18 36.7 10 – 19 20 40.8 

21 – 30 15 30.6 

Lecturers and senior lecturers 16 32.7 >=30 9 18.4 

Cultural Background Years of experience in QM in HE 

From Vietnam 35 71.4 1-3 9 18.4 

From other ASEAN countries 7 14.3 4-9 16 32.6 

From other countries 7 14.3 >=10 24 49.0 

Current position Years of experience in the current position 

Quality expert and assessor 23 46.9 1-3         22 44.9 

Higher education expert 9 18.4 4-9 16 32.7 

QM leader 17 34.7 >= 10 11 22.4 
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5.3.4 Round One data collection  

The questionnaire instrument  

The literature indicates that an original literature-based preliminary instrument should be 

developed and should serve as the basis for getting consensus from experts (Franklin & 

Hart, 2007; Manizade & Mason, 2011; Skumolski et al., 2007). Franklin and Hart (2007) 

raise the issue that experts may need an opportunity to add dimensions and items as part 

of a Delphi Method to account for the possibility that a literature-based instrument was 

not all-inclusive. Therefore, open-ended questions and comments were added to the 

questionnaire, inviting experts to elaborate their choice and add any dimensions or items 

that were not included in the survey, but that were essential in their view. 

Besides the expert panel as discussed above, a review panel of eight experts was also 

formed. Apart from the supervisors and the author, the rest were PhD candidates who 

were specialised in Vietnamese higher education and QM in higher education.   

Once the literature-based survey instrument was created, it was disseminated to the 

review panel for content validity and comments on jargon, consistency, and clarity of the 

content, and the instructions of the instrument, thereby eliminating any researcher bias. 

Email correspondence was administered until an agreement was reached. Then 

recommended changes were made, and the modified instrument and instructions were 

formed.  

To accommodate the Vietnamese experts’ different levels of English ability and to avoid 

misunderstandings, the researcher translated the questionnaire into the Vietnamese 

language and sent it to two Vietnamese review panellists to detect any errors or 

ambiguities in the process of translation on an iterative basis. Both versions were then 

delivered to another two review panellists to pre-test the questionnaire to ensure better 

wording and performance. Finally, the final versions were then approved by the 
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supervisors and the Ethics Department. This procedure helped construct content validity 

and ground the items in the dimensions properly. 

The execution 

After being finalised as described above, the instrument was uploaded to Survey Monkey, 

an online survey maker. This website allows the user to create web-based survey tools, 

collect anonymous responses, and analyse the results at will. Then the link together with 

the Consent letter, the Profile instrument, and the Plain Language Statement including a 

brief explanation of the purpose of the study was emailed to the experts (the Vietnamese 

version to the Vietnamese experts). The experts had four weeks to respond to the survey 

with a reminder email sent after two weeks had lapsed. The correspondence was 

confidential, and the experts, who agreed to participate, just sent the Consent Letter and 

the Profile Instrument to the researcher’s email address separate from the Survey Monkey 

to ensure anonymity and to avoid researcher bias.  

Experts were asked to do the following via the questionnaire on the internet: 

-    Rate whether specific dimensions and items should be included in the framework for 

effective QM at Vietnamese public HEIs by rating the presented dimensions and their key 

items from 1–being unimportant to 4–being very important. 

-    Modify or add any other essential dimensions and key items to the collection. 

-    Provide any reasons or comments on the draft and the design of the framework.  

The information was uploaded into the online survey system once each expert had 

completed the round; it was then accessible to the researcher for analysis. Once the 

results in Round One were all collected, the responses were analysed and summarised in 

preparation for Round Two. 
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5.3.5 Round Two data collection  

The questionnaire instrument  

Based on the Round One Feedback resource, the Round Two Instrument was established. 

The Round One Report and Round Two Instrument were then sent to the review panel for 

content validity and comments on jargon, consistency, and clarity of the content and the 

instructions. Once the consensus was reached, the researcher translated the 

questionnaire into English and sent it to one Vietnamese review panellist to detect any 

errors or ambiguities in the process of translation on an iterative basis. The finished 

instrument was uploaded to Survey Monkey, and the link was sent to two review 

panellists for pilot testing to further increase clarity and simplicity of language as well as 

the performance of the instrument. The final instrument link together with the Round One 

Report was emailed to all the potential participants along with the Consent Letter and the 

Plain Language Statement for the new recruited experts.  

The execution  

The participants were requested to rate the importance of the items using a four-point 

Likert scale from 1–unimportant to 4–very important. In addition to rating each dimension 

and item from 1 to 4, the experts had the option of adding, rejecting, and modifying the 

dimension and the items, and giving comments on the dimensions and items as well as 

their actions. The information was uploaded into the online survey system once each 

expert had completed the questionnaire; it was then accessible to the researcher for 

analysis. Once the results in Round Two were collected, the responses were analysed and 

summarised in preparation for finalising the conceptual framework. 

5.3.6 Data analysis 

Round One and Round Two permitted the experts to rate all dimensions and items on QM 

at the institutional level via a Likert scale from 1–unimportant to 4very important. Both 

the internal consistency of each item and the complete questionnaire were tested based 
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on the responses using SPSS. For exploratory purposes, a mean cut off value of 3.0, which 

represents the majority value on a 1.0–4.0 scale, a lower than 1 standard deviation, a 

minimum of Cronbach Alpha 0.6, and minimum item-total correlation of 0.3 were needed 

for reliability (B. B. Flynn, Sakakibara, Schroeder, Bates, Flynn, 1990; Hair, Black, Babin, & 

Anderson, 2010; Meyer & Collier, 2001; Nunnally, 1978).  

This was used to determine the dimensions and items to be retained for the design of the 

QM framework. Any dimension or item with the indicator below the minimum was 

considered for being modified or removed for reliability in reference to the experts’ 

comments for content validity as qualitative analysis based on the open-ended questions 

and answers was also emphasised. Responses from open-ended questions were content-

analysed, categorised, and translated into generic statements (Clayton, 1997). This was 

used to determine the dimensions and items to be revised, discarded, or added for the 

design of the QM conceptual framework.  

From Hasson et al.’s (2000) suggestion, the number of rounds can be two or more than 

that if applicable, while the level of consensus should be taken into account. From their 

review, the consensus should be from 51% to 80%. As the initial round was not built from 

scratch but from rich literature, and the number of experts in the second round as well as 

the consensus was relatively high, a third round was believed to be redundant since it was 

thought highly unlikely that they would change their ratings and opinions. The relevance 

and accuracy of the framework is further discussed in Chapter 6.  

The findings from Stage One contributed to building up a helpful literature and empirically 

driven framework for understanding QM implementation in Vietnamese public HEIs. This 

validated conceptual framework, hence, not only provided a working definition of the 

phenomenon but also advanced a shared understanding of the phenomenon and its core 

dimensions and corresponding items. The framework functioned as an appropriate 

instrument for collecting and analysing empirical data and also revealing if any analytical 

generalisation of the results could be made in Stage 2 as Yin (2014) suggests.  
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5.4 Stage Two Design  

5.4.1 Overview 

This stage aimed to answer the second and third sub-questions. The QM conceptual 

framework with its dimensions and items that resulted from Stage One was used to frame 

the exploration of the actual QM implementation at the three selected HEIs in this stage. 

This investigation consequently provided implications for national policy and institutional 

operations.  

The qualitative method was employed in this stage as it helped with the “understanding of 

the social world through an examination of the interpretation of that world by its 

participants” (Bryman, 2016, p.375). Among the five approaches to qualitative research, 

namely, narrative research, phenomenology, grounded theory, ethnography and case 

studies (Creswell, 2014), the case study approach is the most suitable for the current 

research project as it concentrates on developing a holistic and in-depth description and 

analysis of the phenomenon. In other words, this thesis tried to define or interpret the 

phenomenon under study in the way the HEI stakeholders formulated their own contexts. 

This agrees with Yin’s (2014) definition of case study: 

an empirical inquiry that investigates a contemporary phenomenon within its real-

life context, especially when the boundaries between phenomenon and context 

may not be clearly evident. (p. 16) 

The objectives of this stage–the understanding and interpretation of the complex world 

(QM in Vietnamese higher education) of lived experience from the views of those who live 

in it (HEI stakeholders)–are well aligned with the characteristics of the descriptive and 

explorative qualitative case study approach stated in Creswell (2012).  

Armed with such rationales, the study examined HEI stakeholders’ perceptions of the 

nature of QM within the context of Vietnamese higher education, and most importantly, 

the extent to which the essentials described in the framework were carried out in their 
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institution. Participants were asked to present their perceptions of the strategies and 

processes employed by their institutions in building and enhancing QM capacity and 

performance, to indicate what facilitated and challenged these processes, to propose a 

number of strategies to strengthen QM practices at their institution, and to share their 

opinions about these issues. This contributed to advancing an understanding of QM 

implementation and recommending strategies for how to enhance QM in Vietnamese 

universities.  

To prepare for the case studies, documents were located and analysed in light of the 

conceptual framework. Document analysis is reviewing or evaluating documents in a 

systematic manner (Yin, 2014). Tight (2004) categorises seven analysis levels in the field of 

higher education research, including individual, course, department, institution, system, 

nation, and international levels. At the government and the system (MOET) level, the 

qualitative documents collected and analysed consisted of higher education laws, policies, 

regulations, QM and QA policies and strategies. At the institutional level, a variety of 

institutional documents was in focus, including books, journals, articles, institutional 

strategic plans, annual plans, vision-mission statements, manuals, yearbooks, handbooks, 

annual reports, internal evaluation reports (both official and draft), especially the Self-

Assessment Reports [SAR] prepared for the second round of MOET accreditation in 2016 

and Self-Assessment Reports at the unit level prepared for AUN-QA program assessment, 

financial statements, research articles by stakeholders from the selected institutions, and 

conference proceedings, among others. Though the primary level of analysis under study 

is institutional, related departments and individuals were also in focus as they make up 

the upper levels. Yin (2014) argues that document analysis strongly supports evidence 

from other sources in qualitative case studies. In this thesis, document analysis provided 

the study with relevant background information, thereby helping with developing and 

finalising the interview questions, data analysis, and findings. 

Semi-structured interviews were chosen as a principal means of data collection. In-depth 

interviews with open-ended questions could explore many different perspectives on the 
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study topic, clarify the respondents’ answers, probe individual beliefs, and discover 

participants’ experiences free from the researcher’s bias or past research findings 

(Creswell, 2012).  It was assumed that through this practice, the stakeholders could 

explicitly provide an in-depth analysis and portrayal of the nature of QM at the three 

selected HEIs and propose recommendations for QM enhancement. In addition, these 

semi-structured interviews could maximise respondents’ limited time to explore more 

extensive responses covering the dimensions of the framework.  

An interview protocol was established to structure the interviews, keep the interviews 

under control in a standardised manner, maintain consistency across participants, 

stimulate the interviews in action, and help the researcher take notes to complement the 

audio records.  

In this scenario, the guided data collection questions, which were structured according to 

themes based on the dimensions of the conceptual framework, were highly advantageous 

in interviewing different people from different contexts more systematically and 

comprehensively (Patton, 2002; Yin, 2014). These interview questions were intended to 

answer the last two subsidiary research questions. The internal validity can be ensured 

through the alignment of the questions to the problem investigated. A full description of 

the protocol and data collection questions is provided in Appendix B. 

The pilot stage was taken seriously in the study. The respondent was a dean of a large 

faculty from one of the selected HEIs. He was also a quality assessor who was very active 

in the field and had a comprehensive understanding of the complexities associated with 

QM in higher education. The purpose of the pilot interview was to check the clarity, logical 

order, vocabulary load, and workability of the questions and method. The researcher 

worked face-to-face with the pilot respondent, carefully listened to his answers, observed, 

and took notes of possible difficulties the respondents may encounter. As the data from 

the pilot interview was valuable, it is not reported here but included in the main data 

analysis. The conceptual framework was not only helpful in the data collection process as 
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mentioned above but also beneficial in the data analysis as it substantially contributed to 

the success of case studies (Yin, 2014). From the literature meta-analyses, which identified 

seven QM dimensions, the framework for the data gathering rose to eight dimensions as a 

result of the input from the experts. As a descriptive analytical framework (Patton, 2002), 

it breaks down the abstract concept—the nature of QM—into eight dimensions which 

function as eight themes to ease the analysis process. Therefore, the research employed 

pattern-matching and cross-case synthesis together with the analytic generalisation for 

data analysis (Yin, 2014) while acknowledging the emergent characteristic of the 

qualitative analysis. In short, the analysis above suggests that the qualitative method is 

most appropriate to accommodate the purpose of the inquiry. 

5.4.2 Sampling  

To get an in-depth understanding, site and sample selection was based on a purposive 

strategy combining stratified and criterion sampling techniques (Patton, 2002). Stage Two 

also used both purposive and snowball sampling methods for identifying and sampling 

HEIs and stakeholders. The purposive sampling method was employed to select HEIs to 

encapsulate the different features in QM across the higher education sector in Vietnam 

(Maxwell, 1996). In this study, the multiple case studies facilitated cross-case analysis and 

the examination of a particular phenomenon in diverse scenarios. It helped with 

apprehending cases in their complex settings, generalising repeating phenomena, and 

consequently predicting future trends (Yin, 2014).  

The HEI samples were selected based on the following criteria: (1) supervising agencies 

(accountable to the PMO, MOET, line ministries, or provinces), (2) organisational structure 

(national, regional, or regular), (3) disciplines, (4) types (multi-disciplinary or mono-

disciplinary [specialised], in a larger system or single universities), (5) outputs (graduates 

and undergrads or undergrads only), (6) key universities and (7) public. These criteria 

cover important characteristics of Vietnamese HEIs at the time of the study.  
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To meet all the criteria above, the selected public universities comprise one specialised 

university reporting to MOET (HEI A), one multi-disciplinary university in the national 

university system reporting to the PMO (HEI B), one multi-disciplinary regional university 

reporting to MOET (HEI C), which are all public and well-established, belong to the 14 key 

universities, and produce both undergraduates and postgraduates. Together, these three 

universities offer most of the disciplines taught in Vietnam including Social Sciences and 

Humanities, Natural Sciences, Agriculture, Applied Biology, Aquaculture & Fisheries, 

Engineering, Environment & Natural Resources, ICT, Rural Development, Economics, 

Business Administration, Education, Law, Political Science, Physical Education, 

Biotechnology, among others. 

These criteria were chosen with the assumption that these leading universities gather the 

most and the strongest QA staff that can implement some form of QM with good practices 

for other universities to learn. In this sense, all of them are public as all leading universities 

are public. As leading universities with different organisational structures, these HEIs 

could provide rich and comprehensive data on QM within the Vietnamese higher 

education context. It should be noted that these universities were not necessarily typical 

of all Vietnamese universities but were chosen because they were more involved in 

QA/QM. A more representative sample would probably not have been helpful in analysing 

QA.   

A number of criteria were utilised to recruit stakeholder participants: access, availability, 

roles, responsibilities, and willingness to share their experiences, insights, and information 

about real practice. Once they agreed to participate, the HEI representative who the 

researcher directly contacted for permission for interviews was asked to nominate key 

stakeholders who could participate in the project. From these key stakeholders, others 

were recommended based on the snowball sampling method. The subjects were then 

contacted by email or telephone and invited to participate. 
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Stakeholders were purposefully stratified so that there was a relative representation of 

different disciplines. Stakeholders including top and middle leaders, teaching and support 

staff, students, and employers from three selected public HEIs made a total of 31 

interviewees in all. They were chosen based on their role and responsibilities in the 

institution which could provide them with knowledge in one or more of the areas of 

education, research, service, and management. Employers happened to be alumni from 

the universities and had close relationships with these universities. With their expertise in 

management, they could talk at length about the universities and their graduates. 

The decision about an adequate number for the qualitative studies was difficult and 

purpose-based (see for example Patton 2002, pp. 242-246). In this case, the interview 

approach required expertise in the interviewees, and forms of analysis that were time-

consuming and costly, but the number of interviewees needed to be sufficient to avoid a 

cohort which was atypical. As the sample size depends more on the data richness than the 

number of interviewees, Kvale (1996) suggests that the standard number of interviews in 

a qualitative manner should be 15±10. Given this, 31 interviews in the study were 

justified. They ensured that the study was not overly time-consuming or costly and that 

the data obtained were representative. A brief description of the participants and their 

roles in the study is provided below. 

Table 7: The interviewees’ profile 

 Code N=31 Percent 

Gender 

Female  9 29.03% 

Male  22 70.97% 

Position Type 

Top leaders (presidents, vice presidents) TM 4 12.91% 

Middle leaders (office heads, deans) MM 6 19.35% 

Support staff SS 6 19.35% 

Teaching staff TS 6 19.35% 

Undergraduates ST 3 9.68% 

Postgraduates ST 3 9.68% 

Employers EP 3 9.68% 
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5.4.3 Data collection  

Following exactly the ethics protocol, before the interviews, all the Consent Letters, the 

Plain Language Statement including a brief explanation of the purpose of the study, 

arrangements to protect confidentiality of data, and the guided data collection questions 

were emailed to all the potential participants to make sure that participation was 

voluntary, and the participants were well prepared for the interviews.  

When the time and venue for the interviews were defined, each interview was conducted 

by the researcher and lasted from forty-five to sixty minutes. All these interviews were 

conducted in Vietnamese to ensure fuller and more nuanced responses. As the researcher 

met the participants for the first time or a long time after they last met, the interviews 

always started with small talks to establish rapport. This practice comforted the 

interviewees and built trust and confidence, two vital conditions for open and honest 

conversations (Corbin & Strauss, 2008).  During the interviews, to complement what had 

not been covered in the framework and using the active listening techniques including 

clarifying and elaborating probes when necessary, the researcher encouraged the 

participants to provide exhaustive responses. When the interview ended all participants 

were asked if they had any other ideas to add within the higher education context. To 

avoid the interviewer’s bias, the researcher made every effort to remain friendly to 

participants but non-judgemental about their responses in order to get reliable 

information and conduct valid interviews (Yin, 2014). With the interviewees’ permission, 

the researcher audio-recorded all the interviews for analysis purposes. The data collection 

finished when the themes were saturated, with the researcher unlikely to gather new 

insights from the interview (Yin, 2014).  

All the audio-recorded interviews were transcribed and imported into a computerised 

database; the participants’ names and organisations were kept anonymous to protect 

their identity; all data, codes and personal information in print were stored in a separate 

locked filing cabinet; and access to computer files was password protected. Nevertheless, 
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all the database can be retrievable at any time necessary for the purposes related to this 

study, will be kept for five years, and will be destroyed according to the requirements of 

the University of Melbourne. 

5.4.4 Data analysis and generalisation   

The data collected were mainly treated from a qualitative perspective. The process of data 

collection and data analysis in qualitative research should be performed simultaneously 

(Creswell, 2012). Since the interviews were semi-structured, after each interview, the 

researcher conducted a preliminary analysis and adapted her questions accordingly. This 

practice could help the researcher better understand the responses and the institutional 

context under investigation, which could assist in adjusting the questions and 

consequently in obtaining stronger data. Later interviews could benefit from this practice 

and verify the prior data (Corbin & Strauss, 2008).  

After all the interviews were completed, all the empirical data were analysed 

systematically and comprehensively by using pattern matching, cross-case synthesis, and 

analytic generalisation techniques (Yin, 2014). Similar to the data collection process, the 

conceptual framework was used as a descriptive analytical framework (Patton, 2002). As 

discussed in Section 5.3, the conceptual framework in Stage One provided the analysis 

with the eight themes: Continuous Improvement, Leadership, Information Management, 

Resource Management, Education and Research Management, Stakeholder Focus and 

Satisfaction, Partnership Development and Management and Benchmarking within the 

institution and beyond. With this analytical framework, the researcher examined all the 

data and put them into the eight themes and into sub-themes based on the items.  

Consequently, a content analysis approach was utilised (Hsieh & Shannon, 2005). All the 

findings were not only compared with those offered in the literature discussed in Chapter 

3 and Chapter 4 but also contrasted with the context of Vietnamese higher education 

discussed in Chapter 2. It should be noted that all the responses were not examined 

separately but aggregated, triangulated, and integrated to better apprehend the current 
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status of QM at the selected HEIs. This cross-case analysis attempted to visualise an 

overarching picture that may emerge out of the three institutions. Implications, inferences 

and recommendations regarding their current practices were presented after this 

meticulous analysis thanks to the analytic generalisation technique. As a result, the data 

analysis took into account both the objective and perceived environment as vital inputs to 

understand the nature of QM implementation in HEIs and provide implications for 

national policy and institutional practice. 

The rich descriptions and the insightful explanations which arose from this stage aimed to 

meet the technical objective: investigating the nature of QM in Vietnamese HEIs, more 

specifically public universities; and the practical objective: examining implications for 

national policy and HEI practice, which contributed to depicting the complexities of the 

nature of quality management implementation in Vietnamese public HEIs. 

5.5 Summary 

The chapter has described the methodology and research design for the study. It also 

presented the limitations of the methodology and how to address them. Based on this 

chapter, the QM framework will be finalised in Chapter 6, and the exploration of the 

nature of QM implementation in the three selected universities will be carried out and 

presented in chapters 7 and 8. 
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6 Chapter 6:  The Conceptual Framework 

Experts’ Feedback Resource 

6.1 Introduction 

This chapter presents the characteristics of a conceptually rigorous and empirically 

validated framework of quality management (QM) for Vietnamese public higher education 

institutions. A questionnaire developed from the seven core dimensions and 44 

corresponding items in Chapter 4 was addressed to a purposefully selected group of 

experts in higher education and QM in higher education. The purpose was to reach a 

consensus on a specific and relevant conceptual framework to reveal QM implementation 

in Vietnamese public HEIs. This chapter presents the data analysis and findings from the 

two rounds of expert survey with a more qualitative perspective thanks to the high-profile 

participants and rich data from open-ended questions. Then, the conceptual framework 

used in the next stage of the research is presented in its finalised form.  

6.2 The essential dimensions for effective QM implementation 

As discussed in the methodology, the review panel followed a rigorous procedure to test 

the reliability and validity of the questionnaire instrument and the data during the 

preparation of the survey. During the analysis, both the internal consistency of each item 

and the complete questionnaire were tested using SPSS based on the responses. For 

exploratory purposes, a mean cut off value of 3.0, which represents the majority value on 

a 1.0–4.0 scale, a lower than 1 standard deviation, a minimum of Cronbach Alpha 0.6, and 

minimum item-total correlation of 0.3 were applied (Flynn et al., 1990; Hair et al., 2010; 

Meyer & Collier, 2001; Nunnally, 1978). For anonymity, the Vietnamese experts are code-

named E1–24 for round 1, and I1–35 for round 2; the foreign experts as F1–10 for round 1, 

and J1–14 for round 2.   
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6.2.1 Continuous Improvement (CI) 

The whole panel believed that CI was either important (11.8%) or very important (88.2%) 

because only when QM implementation was continuous and dynamic could the institution 

achieve high quality and meet or exceed stakeholders’ expectations. However, one 

participant still said that CI was a slogan or purpose of QA rather than a dimension in QM 

(I11). Regardless, the first prerequisite for the success of QM implementation was the 

explicit collective commitment of the university to the development of quality culture and 

quality awareness (100%). 

According to the panel members, the quality objectives needed to take into account the 

missions, visions, and objectives of each university (100%), which may explain why “a 

ready-made set of quality standards may not fit with all the universities in the system, 

which may operate for different purposes.” (I33). To them, a rigid set of ready-made 

standards “will disadvantage universities that want to make some innovations which are a 

little different from the common practice as […] universities are born not to comply but to 

liberate humanity.” (I33). This idea agrees with Lillis’ (2006) findings highlighting that 

copying a standardised QA framework which is implemented successfully in a specific HEI 

cannot guarantee a similar achievement in another institution. Thus, it is necessary to 

acknowledge the visions, missions, and objectives of that university to develop strategies 

and quality practices accordingly. Only under such conditions can a true quality culture 

develop (I15, J4).  

Most participants thought that QA Units/Teams at three levels, including university, unit 

(faculty/centre/institute/office/department reporting to the university), and department 

(reporting to unit) should be established with qualified staff (91.5%) because “in the early 

stage, QA units are the locomotive of QM” (I4). “QM units should have the authority to 

propose changes and/or improvement in any academic field.” (I2), and the university 

should have qualified staff to be in charge of QA (I5, E12, F3). This is not easy since 

“looking around, we can find that in public universities there is a lack of qualified staff in 
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QA. Most of them are not trained officially in QA” (I4). In addition, the framework “should 

operate through regular institutional mechanisms, and not establish an added level to 

management or governance” (I2). This idea illustrates the trend of integration as Manatos 

et al. (2017) found in their meta-analysis on QM in higher education. Some experts also 

argued: “Having a QA unit sometimes detracts from the involvement of other 

stakeholders within the institution-quality becomes the responsibility of the QA unit, and 

not of each person in his/her capacity” (I14). The comment supports Land and Gordon’s 

(2013) remark on the abandonment of QA units in some countries. However, “in the first 

stages of developing QM abilities, it may be useful to have a supporting unit-provided it is 

made very clear that it has a supporting role” (J4). This is quite true in the literature and 

practice. Nonetheless, one expert mentioned that it sometimes was not necessary that a 

university have QA units at three levels due to the diverse structure in public universities 

(I17).  

Almost all the experts (97.9%) found that well-designed IT systems were necessary 

because nobody could deny the necessity of the IT system in our age, especially in 

management. One expert highlighted: 

Regarding teaching and learning, the use of new technologies is still at a 

developmental stage, but in the very near future, maybe next year, students may 

use portable computers in class or need easy access to the latest applications, 

learning management system, multi-media platform, or online teaching and 

learning materials. (I12)  

All the experts believed that it was crucial that the quality requirements be continuously 

examined and the QM system be continuously improved (100%) because CI actually 

meant it should be done systematically and periodically (E6, F5, I18). The quality 

requirements need to be examined to make sure that they are explicit, clear, and up to 

date.  
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The QM system should be monitored and reviewed under the Deming principle to assure 

institutional accountability to the whole society including students and continuous 

improvement of the institutional quality. Only in that way can it adequately support 

improvements in student, staff and faculty teaching, learning and research (100%). The 

consensus from experts is illustrated in Table 8 below. 

Table 8: Continuous improvement 

 
 

6.2.2 Leadership and Management (LM) 

In the Vietnamese higher education sector, where leaders and managers were identical, 

the same person did two jobs, so the whole panel suggested that the dimension of 

leadership should include management as in Leadership and Management. This viewpoint 

is consistent with the pragmatic perspective stating that leaders can also be managers 

(Newton, 2002; Ramsden, 2003). Thus, this dimension requires leaders and managers to 

have both leadership and management capabilities to perform their duties.  
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This explains why 97.9% of the experts agreed that top and middle leaders should have 

knowledge about the QM System approach and its implementation, though the 

implementation is more associated with management than leadership (I20, I22). 

Furthermore, almost all experts agreed that top and middle management should actively 

participate in the QM System and support quality initiatives and the improvement 

process. Actually, QM is a combination of a top-down and bottom-up mechanism, so 

without a dedicated commitment from the institutional leaders, it is not possible to carry 

it out (J7, I19, I25, I21, I37). However, though leaders and managers refer to the same 

people, an expert clarified: 

The responsibilities at the different levels of management are different. Top 

managers have more responsibility for the definition of institutional policies, and 

the establishment of adequate mechanisms to oversee that these policies are 

effectively implemented at all levels of the institution. Middle managers are 

responsible for implementing policies and monitoring their effectiveness to 

achieve the institutional purposes and objectives (J10).  

Therefore, these participants believed that leaders should ensure clear and adequate 

structures for the university, promote policies, do the strategic planning with clear goals, 

and objectives for education, research, and service, and allocate adequate resources to 

QM activities. This consensus possibly concurs with the latest research about quality 

managers’ perceptions of QA and QM effectiveness in HEIs in Germany conducted by 

Seyfried and Pohlenz (2018): “the support by higher management levels is positively 

correlated with the perceived effectiveness of the QM approach” (p.268). The experts’ 

consensus is demonstrated in Table 9 below. 
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Table 9: Leadership and Management 

 
 

6.2.3 Information Management (IM) 

The whole expert panel (100%) found IM essential in the QM implementation process. In 

their opinion, “the institution has to build up a qualified IM staff” (J15) and “[train] people 

to understand that the QMS plays a key role in contributing the input, process, and 

output” (I16). “A better understanding/knowledge of the QA and its role must be better 

communicated/disseminated to the administrators, especially at the middle level” (I17) 

According to the panel, overarching communications and information strategies should be 

in place, and the universities had to build up a suitable information technology 

infrastructure. However, to maintain and exploit that infrastructure to meet the 

stakeholders’ expectations requires good management. 
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To be successful in IM, almost all the participants (97.9%) agreed that the university 

should have a well-functioning IM system to support evidence-based decision-making by 

institutional leaders and all stakeholders. IM should cover some form of institutional 

research:  

IM in my view is more related to what I reported as institutional research: the act 

of collecting data and conducting analysis about the functioning of an institution to 

support evidence-based decision-making by students, lecturers, professionals, 

researchers, policy makers, regulators, institutional leaders, and employers.  The 

information produced could inform outsiders about the operation and 

effectiveness of an HEI. (J12) 

 This feature was a very new concept in Vietnamese higher education at the time of the 

study, so there was a great need for qualified staff in this area. It is essential that “a well-

designed information system […] must be used to support decision making […] at the 

different institutional levels” (I15) and for all external stakeholders (I15, J12).  

Most participants (95.7%) agreed that the university should have a QA handbook that 

documented all regulations, processes, and procedures regarding QA and should be 

known to all the people concerned. However, they made it clear that “a handbook does 

not necessarily mean paper-based and hard copies. A handbook will need to be updated 

(or exist as a living document) in order to be relevant.” (J14).  It was important to provide 

this, but it was only effective if the students, faculty, and staff are interested in learning 

about QM or whatever the university wants to communicate (J9). Nevertheless, 

“[c]ommunication of QA systems is not necessarily done through a handbook alone” (I13). 

Most experts agreed that internal stakeholders should be aware of the vision, mission, 

and objectives of the university. Nevertheless, 6.4 % of the participants appeared to be 

reluctant when they argued: 
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 It is important that all stakeholders have a clear understanding of the mission, 

vision, and objectives. However, it is unrealistic to expect them to be equally 

aware. For institutional leaders, it is essential. It is very important for faculty 

members and staff, especially those with some management responsibilities. It is 

important that students know and understand the institutional priorities, but this 

is something that develops over time. (J13) 

 Some even went further, saying that lecturers and students could not decide anything 

even if they knew about the system (I26). Unfortunately, this was true to some extent in 

part due to high power distance (Hofstede, 2010).  

As informed stakeholders should primarily determine the participation level, 93.6% of the 

experts agreed that students, faculty, and staff should be fully informed of their rights and 

responsibilities whereas 6.4% did not think this was important, but unfortunately, they did 

not provide any comment on this.   

All the experts agreed that there should be an established communication system from 

top-down and bottom-up. “Communication channels are critical, but their implementation 

is complex and challenging, especially what is referred to as the bottom-up 

communication” (I14). Besides, “having a communication system is necessary, but [… to 

make the…] communication system […] effective, it is important to develop a need for 

information, both top-down and bottom-up” (J15).  It is essential to provide information, 

but it is only effective if the students, faculty and staff are interested in learning about QM 

or whatever the university wants to communicate (I15, I13, J8). Thus, in the years to 

come, IM would bring about more opportunities to improve institutional effectiveness and 

efficiency, though exploiting this system would be definitely a continuing challenge. The 

consensus from experts is illustrated in Table 10 below. 
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Table 10: Information Management 

 
 

6.2.4 Resource Management (RM) 

The entire expert panel agreed that RM was essential to the endeavour of QM. Quality 

practices could only be effective when the resources were adequate and well managed 

(I1, I5, I22). In this sense, quality indicators should be fully developed in all aspects, such 

as management, teaching, and learning (I4, I22), which could help assure effective 

learning experiences and institutional performance (Cheng, 2003).  

Most participants (95.7%) believed that there should be sufficient and appropriately 

qualified human resources to support and do the teaching, learning, and research at the 

university. Since human resources are an asset to successful QM implementation (Ahmed 

& Ali, 2012), there is a need to obtain professional and committed teaching and support. 

Several authors (e.g. Bayraktar et al, 2008; Rosa et. al., 2007) have stressed the 

commitment to developing and supporting staff and the need to review and update staff 

development policies in accordance with the staff’s changing roles and changing 

institutional needs and opportunities. According to the experts, staff involvement, reward 
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and recognition, training and development, and teamwork are vital in teaching, learning, 

and research activities (I5, I22, I30), which concurs with Westerheijden et al.’s (2013) 

conclusion on people management. That explains why the whole panel agreed that the 

university should encourage a collegial environment to achieve performance excellence, 

full participation, and institutional growth.  

Though the whole panel agreed that the university should encourage teaching, learning, 

and research activities of staff for academic excellence and have clear procedures to 

ensure the quality of its facilities needed for those activities, they revealed some concerns. 

According to them, it depended on the focus of the university: teaching and research or 

only teaching. The institution must make sure that its teaching and learning process was 

excellent, and that this was an institutional priority. Research was regarded as different. A 

university must decide what its mission would be with regard to research: to become a 

research university or to have only some staff carrying out research in particular areas of 

interest. This then would help determine how to distribute time and resources between 

teaching and research, a relevant decision of governors and managers (I14, I19, I20). 

Almost all of them (97.9%) also believed that the university should have an adequate 

financial management system to ensure the available financial resources for its overall 

activities as HEIs cannot ignore the power of money. Their consensus is recorded in Table 

11 below. 
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Table 11: Resource Management 

 
 

6.2.5 Education and Research Management (ERM) 

The panel achieved total consensus on the necessity of ERM to the institution because the 

dimension covers two central roles of an HEI: “teaching and learning is the most important 

component of the mission and performance of a university. Without it, there is no 

university” (I20). Thus, “quality of academic programs and implementation of the 

curriculum should be the main focus now for Vietnam” (I34).  

In this sense, almost all of the experts believed that clear and appropriate procedure for 

program design, teaching processes, assessment processes, and student induction 

processes should be in place though “the teaching process could be flexible” (I16). “With 

these procedures in place, HEIs could filter out outdated and irrelevant syllabi, textbooks, 

and teaching and assessment methods” (I10). They also recommended the immediate 

development of program specifications, fundamental skills, cognitive skills, and subject-
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specific skills, which in their view were critically necessary for students’ lifelong learning 

(I14). This is completely aligned with MOET’s (2014) requirements. The experts also 

highlighted that there should be a new approach to teaching and learning. Students 

should be at the centre of the teaching and learning process, receiving adequate support 

in their academic work, careers, and other areas. All these efforts should aim to make 

their investment in higher education worthwhile and to prepare themselves for the 

continual changes of work and life (I10, I14, I16, I20). 

Moreover, all experts agreed that the university should have a clear research policy, that 

directs research activities and defines the research profile, and support scholarly research, 

innovation, invention, creative works and technology transfer. All of them also believed 

that the university should establish clear professional standards and research ethics, and  

a clear policy to protect creative efforts particularly economic investment in creative 

endeavours. However, one expert argued:  

The common weakness of public universities in VN is technology transfer though 

this is better at the two Vietnam National Universities. Scientific research is 

important, but in the Vietnamese context most researches are not utilised in 

reality, and as such, it is a waste of time, human, and financial resource, so let’s 

consider this criterion carefully. (I33) 

 Given that research was a new field in these universities due to the separation of 

education and research, which used to be the responsibility of the research institutes in 

accordance with the Russian model, the universities had to start now with these criteria if 

they were determined to be research oriented. This was also a way for them to attract 

funding. The government should encourage partnerships between industry and HEIs in 

research and its application for their mutual benefit (I12, I6, I33). The experts’ consensus 

is illustrated in Table 12 below. 
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Table 12: Education and Research Management 

 
 

6.2.6 Stakeholder Focus and Satisfaction (SFS) 

Almost all the experts agreed that SFS was either important (41.2%) or very important 

(55.9%) while one argued:  

This is one component of quality, but probably not the most important one. 

Stakeholders’ expectations and demands must be taken into account, but the 

institution must decide which are relevant. Students may want to graduate quickly 

and easily–and would be satisfied with that! Employers may want graduates to fill 

in today's workplaces, but the university must think of the future’s workplaces. 

Adequate and timely research on stakeholder needs and demands is, in my view, 

an essential component of QM (J12).  
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Regardless, most participants (93.6%) believed that the university should be highly 

focused on stakeholder satisfaction. It must “consult relevant stakeholders and learn 

about their needs and interests, but these should not be the main input into institutional 

decision making.” (I23). In their opinion, another important note for effective QM is the 

level of autonomy or freedom for related stakeholders to do their job. For example, 

lecturers should have enough freedom to design their own content. It would be even 

better if there were student involvement at many levels because they should be the focus 

of HEIs (J10, J13, I24).  

Most (95.7%) also agreed that the university should have a positive social and 

psychological environment which could support teaching, research and services. A vast 

majority, 93.6% of the experts, believed that effective coordination and collaboration 

among staff and lecturers would be important at the university though a clear process of 

IM and QM may lead to the infrequent meetings of these people (I35).  

According to 95.7% of the participants, the university should have a structured method for 

obtaining stakeholders’ needs and expectations, a clear idea about those relevant 

demands and needs and appropriate response where necessary. Furthermore, 93.6% 

believed that a feedback system to assure that the stakeholders knew that their ideas 

were of use would be important in the context where stakeholders generally thought that 

their voices were never heard. The experts’ agreement is described in Table 13 below. 
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Table 13: Stakeholder Focus and Satisfaction 

 
 

6.2.7 Partnership Development and Management (PDM) 

Almost all the experts (91.2%) thought that PDM would be important in QM 

implementation in HEIs regarding the context of the higher education sector. From their 

perspective, after a long period when the door was closed, partnerships were one of the 

vital means that helped with the catching-up of HEIs. Through partnerships, HEIs can learn 

from others, especially peer universities from developed countries. Similarly, after a long 

lasting monopoly of producing human resources when the supply could not meet the 

demand, with industry and employers ignored due to the planned economy, HEIs now 

found it necessary to collaborate with these strong partners (I16, I25, I 30, I34).  

The ideas above explain why 97.9% of the experts believed that HEIs should achieve 

bilateral international, national, and institutional agreements with peer universities, and 

91.5% of them suggested a close interaction and collaboration between the university and 

industry and employers. The results support the findings from Seyfried and Pohlenz’s 
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(2018) investigation: “cooperation with other HEIs exhibits a positive correlation with 

perceived effectiveness and indicates that cooperation and networking between different 

universities is supportive in this regard” (p.268). One participant added: 

Internationalisation is becoming an unavoidable component of institutional 

policies and management, but it is not restricted to agreements with peer 

universities: it requires the university to start thinking about internationalisation of 

the curriculum, teaching and learning foreign languages for faculty and students, 

exposing students to different cultural or international experiences, and including 

faculty and student mobility, etc. (J12) 

The comment strengthened the importance of partnership in the time of 

internationalisation. As community engagement and services are a factor often 

considered as part of a university’s missions, most participants (93.6%) recommended the 

introduction of clear guidelines on consultancy and community outreach. This item is 

essential because one of the missions of an HEI is to support regional and local 

communities in which it operates. The activities include research, consultancy, attracting 

investment, supplying appropriate human resources, contributing to local life quality, and 

promoting lifelong learning. HEIs, hence, play a key role in the social, economic and 

cultural health of the local community and the nation (Dearing, 1997).  

Besides, 97.9% of the experts suggested that the university should establish dynamic 

relationships with internal stakeholders. From their viewpoint,  

The issues mentioned in this dimension are important features, closely linked to 

the institution's mission and objectives. There should also be significant links with 

national priorities for higher education, clear understanding of the needs of 

incoming students, active efforts for updating the curriculum based on an 

understanding of changes in the disciplinary, professional, or social developments, 

etc. All of these are part of new partnerships, not necessarily restricted to 

employers or industry (J14). 



The Conceptual Framework 

128 
 

 In short, by integrating the knowledge and skills with the society and industry, PDM can 

help HEIs play a significant role in the local, regional, and national economy and cultural 

life. Table 14 below summarises experts’ consensus on this dimension. 

Table 14: Partnership Development and Management 

 
 

6.2.8 Benchmarking within the institution and beyond (BM) 

This dimension examines how the institution compares its process to best practices within 

itself and with others, and how it emulates these best practices in its context (Ahmed & 

Ali, 2012; Bayraktar et al., 2008). That is to say, by nature, this self-evaluation process can 

bring about a better understanding and help measure the institutional performance for 

the sake of CI. That explains why it is widely used in higher education from the curriculum 

or syllabus design to service areas including administrative, managerial, and technical 

activities, especially when HEIs “face an increasingly complex context of tight financial 

resources and rapidly changing environment” (Rosa et al., 2012, p. 143). Therefore, it can 

be used as a process for improving an HEI's quality.  



Experts’ feedback resource 

129 
 

The dimension was important to Vietnamese HEIs (79.4%) as a shortcut, especially when 

HEIs, in particular, and Vietnam, in general, had to try their best to catch up with world 

universities and world economies. Hence, most experts believed that the university should 

benchmark their programs and academic and administrative processes with other HEIs in 

the country, in the area, and in the world. This idea is consistent with Benneworth’s (2010) 

remark: “There is an increasing consensus that university benchmarking is an important 

instrument in helping to make higher education fit for the 21st century, and to maximise 

the contribution which universities and colleges make to their host societies and 

economies.” (p. 14). Nevertheless, one expert warned:  

Learning from others, either within the university or considering external 

experiences is always important. However, it is also important to focus on relevant 

experiences [...] what is good for Europe may not be good for Vietnam. [...] There 

is a tendency to think that if it works in a world-class university, then it should be 

brought to our institution, but this is usually not the case. [The institution should] 

focus on peer institutions, mostly in the country or the area, and benchmark with 

them. (J12)   

The excerpt may suggest that benchmarking does not always relate to best practices or at 

least appropriate ones. We can benchmark ourselves against a similar university which is 

ahead of the game in some respects compared to ours. Thus, it is not necessarily ‘best 

practice’ but perhaps ‘better practice’ as an expert commented: 

It may be useful to learn about what other institutions, similar to the one you are 

working on regarding mission, goals, student population are doing, not necessarily 

to benchmark against them but to learn from their good practices and their 

mistakes. (J14) 

Additionally, 95.8% of the experts thought that the university should have formal 

mechanisms to identify, understand, and adopt leading practices from different units 

within the university. This idea is characterised as analysing the home institution 
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procedures, highlighting strengths and weaknesses, examining the best examples in the 

field, and improving the weaknesses in the home system. One expert stated:  

[T]he first and foremost goal of QM is to compare the institution with itself. A 

significant component of the quality of a higher education system is diversity, and 

quality is not necessarily achieved by mimicking other institutions. (J14) 

Thus, it is not surprising that the whole panel agreed that there should be procedures for 

internal verification and evaluation of all aspects of the self-assessment process following 

the university’s mission, vision and objectives. The QA system should be aligned with the 

intended purpose of higher education and economic development in Vietnam. An 

effective internal QA of the institution should be complemented by an effective external 

QA system in Vietnam. The external QA should be independent, objective and transparent 

in governance to build credibility and trust so that stakeholders have confidence in the 

system (I5, I30, I32). Therefore, 93.6% of the participants believed that there should be a 

comparison between the results of self-assessments and external reference points to 

MOET’s External Quality Assurance Framework (EQAF), the AUN-QA standard, and the 

ASEAN Qualification Reference Framework (AQAF). An expert explained: 

Due to the diversity of HEIs’ contexts, a prescriptive model for QA sounds 

impossible. However, there should be agreement on common key criteria of QA in 

higher education for harmonisation to meet the ASEAN QA framework and AQAF 

to facilitate student and labour mobility within ASEAN. (J8) 

This could imply that the experts saw the benefits of EQA at these initial stages as a means 

to promote the awareness and commitment to QA. However, Seyfried and Pohlenz’s 

(2018) extensive investigation reveals that “the relevance of the preparation of 

accreditation is negatively correlated with perceived effectiveness, signalling that 

accreditation is a rather formal procedure and associated with lower levels of perceived 

effectiveness of QM” (p.268). Thus, this quality practice may temporarily influence the QM 

process in Vietnam and should be applied with caution. In short, BM is essential because it 
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is the process of continuously comparing all aspects of institutional operations with best 

practices to make appropriate adjustments to enhance stakeholder satisfaction. It “allows 

for the sharing of best practices within functional communities, identifying more 

intelligent ways of performing the same tasks and new solutions for common problems” 

(Rosa et al., 2012, p.143). Table 15 below reflects the experts’ agreement on this 

dimension. 

Table 15: Benchmarking within the institution and beyond 
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6.3 Discussion 

6.3.1 A unique approach for a unique context 

The project went through different levels of filtering, which substantially contributed to 

the design of a QM framework for Vietnamese public HEIs. The first level was the 

literature review, which cut down the hundreds of different aspects looked at in the 

literature to seven dimensions and 44 corresponding items. The expert review filtered the 

seven dimensions and items further and came up with a more refined number. This expert 

review was a two-round Delphi survey, so it was a double filtering process. Besides, the 

survey was supported by a review panel and follow-up correspondence with three experts 

who were leaders from GDETA, MOET, and an HEI, which helped make the validation 

more rigorous. With their extensive expertise, experience, and enthusiasm, the experts 

helped filter out irrelevant and unfeasible items and dimensions from the initial 

questionnaire designed based on the review of the literature from the western 

perspective and the researcher’ lens regarding QM in higher education. From the initial 

seven dimensions and 44 items, after two rounds, the survey resulted in eight dimensions 

and 45 items. A consensus on a QM framework which is more focused, feasible, and 

relevant to Vietnamese HEIs was achieved. In such an effort, the framework manifested a 

unique approach for a unique context at both the item and dimension levels. 

6.3.2 The items constructing the dimensions 

At the item level, the expert panel agreed that some items were necessary for Vietnam 

albeit not worldwide. For instance, the three items: 

QA Unit/Team at three levels, including university, unit, and department exists 

with qualified staff (CI). 

Well-designed IT systems are in place (CI). 
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There is a comparison between the results of self-assessments and external 

reference points to External Quality Assurance Framework from MOET, AUN-QA 

standard and AQAF (BM).  

rarely appeared in the common QM models for different reasons.  

Land and Gordon (2013) remark that some world universities have discarded the QA 

units/teams possibly because of the distraction from their mature QA with staff’s 

expertise in QA, and staff’s empowerment through the devolution model of academic 

leadership and management (Coates & Goedegebuure, 2012; Land & Gordon, 2013; Scott, 

Coates, & Anderson, 2008), or tension between the accountability and improvement 

(Houston & Paewai, 2013). However, in the Vietnamese context, though such a system is 

established for the government and MOET’s accountability purposes (Houston & Paewai, 

2013), HEIs should take advantage of the compliance culture to force themselves at the 

beginning of the QM process to build up a quality culture through the establishment of 

the QA units at all levels with qualified staff (I2, I4, I17, J4, E12, F3). They “need to set up 

QA task forces at institutional, unit, and department levels to ensure that all QA activities 

and tasks run smoothly, at the right time and on the right track” (I22).  These ideas imply 

that the QA units should increase their capacity and spread it to the QA teams at other 

units and departments. When quality becomes an inseparable part of the institutional life, 

these units can be abandoned, and HEIs can conduct audits by themselves like other more 

mature HEIs in the rest of the world.  

In developed countries, a well-designed IT system is a common phenomenon, so this item 

is taken for granted and does not appear in the QM models. Nonetheless, in Vietnam, a 

well-designed IT system played an important role in HEI daily operation and had a 

substantial impact on other dimensions (I12, I13, I15, J9, J12). The item should be 

compulsory when IM is still backward and ineffective. A well-designed IT system is hence 

essential and should be in special focus at this stage. Another feature of note is: “The QM 

model should also be aligned to the regional framework such as the ASEAN Quality 
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Assurance Framework and ASEAN Qualification Framework. This would aid in regional 

recognition which will facilitate student mobility and credit recognition or transfer” (J21). 

Hence, the item should be added and prioritised. Thus, these three items are necessary 

for Vietnamese HEIs, especially in the initial stage of building an effective QM system. 

These items in part demonstrate that the proposed framework is aligned with the 

Vietnamese environment in a way that the Western model is not.  

6.3.3  The QM dimensions for QM in Vietnamese public HEIs 

In contrast to some other QM models, CI is transferred to the level of dimensions instead 

of being a purpose, a result, or an item and placed at the centre of the framework. 

According to the experts, management in Vietnamese universities was notoriously weak 

and halfway done, and will be a big challenge for QM, which is a continuous process (I6, 

I13). Another expert added: “Most HEIs are very good at planning but bad at doing and 

worse at monitoring and reviewing” and due to “achievement orientation, many activities 

are not followed up” (I25). It was usually observed that HEI leaders and staff may be 

satisfied with their initial results and temporarily or permanently stop the process until it 

is time to be reviewed by the upper level, whereas the essence of QM is that it is 

continuous. Therefore, by positioning CI appropriately, the framework could arguably 

address one of the main problems of QM in Vietnam and ensure that QM will be a central 

part of the university by making it ongoing. CI should be ensured by all institutional 

members at any point of the quality process with the strict application of the key 

performance indicators and the modified Deming cycle (PAMRI as discussed in Chapter 3). 

In other words, to promote CI, trust and transparency are a must performed through the 

appraisal of collegiality, the mindfulness of the Vietnamese culture, and hence, there will 

be enormous challenges to the whole institution.  

All the experts agreed that the dimension of Leadership should include management as in 

Leadership and Management. It is acknowledged that the literature on leadership and 

management widely distinguishes between leadership and management. One deals with 
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the vision, consistent direction and overall strategies, and inspiring the people; while the 

other is about executing the plan and the strategies and controlling or administering 

people (Davies et al., 2001). However, in the Vietnamese higher education context leaders 

and managers belong to the same group of personnel who do the jobs of a leader and a 

manager at the same time. This viewpoint is consistent with the pragmatic perspective 

stating that leaders can also be managers (Newton, 2002; Ramsden, 2003). In such cases, 

leaders or managers should possess adequate management knowledge and capabilities 

and sufficient leadership skills for overall functioning in the institution.  

The panel also highlighted Partnership Development and Management though many 

frameworks do not have this dimension or it is tucked in at the item level. Through 

partnerships, HEIs can learn from others, especially peer universities from developed 

countries, to meet the demand of internationalisation and globalisation. In practice, “PDM 

has caught the attention of the stakeholders involved recently” (I17). Likewise, the panel 

elevated Benchmarking within the institution and beyond (BM) to the dimension level 

with its own essential features while BM is usually positioned under different components 

in other frameworks. The rationale for the emphasis on PDM and the addition of BM is 

“their importance in the current trend of internationalisation and globalisation. As a 

latecomer, Vietnam can learn from best practices which are frequent around the world” 

(I14). In disadvantageous contexts like Vietnam, BM should be of higher use to speed up 

the process of filling the gaps between Vietnam and world universities as it helps push the 

process of improvement while facilitating solutions to QA issues (Hazelkon, 2011). PDM 

can speed the process. In fact, many HEIs are currently doing some basic form of 

benchmarking against other organisations within their sector or beyond in their daily 

operation for different reasons. Though benchmarking is not explicitly or formally 

mentioned as a dimension in the reviewed papers, it frequently appears in the items 

addressing other dimensions or here and there in the articles. In short, due to history, 

Vietnam involuntarily closed its door for a long time and coupled with the extended 

period of the planned economy, HEIs had few partnerships with other institutions, 
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organisations, or industries. Similarly, the subject of benchmarking did not have any 

opportunities to come up as a method or a dimension in management. Hence, it can be 

concluded that BM and PDM are likely to help Vietnamese HEIs catch up with high ranking 

universities in the world, which has become a mission of these institutions. A strong 

emphasis on these two dimensions will fill the gap for public universities, satisfying the 

need for a shortcut in the new era. 

6.3.4 The suggested QM framework  

From the analysis of the higher education context embedded in its national culture and 

the review of higher education and HEIs as a background of the research, efficient 

institutional QM is key to addressing weaknesses and consequently improving the quality 

in HEIs. In fact, in the current market economy application, educational initiatives, 

especially the introduction of more standardisation and more institutional autonomy, are 

highly appreciated by most people in the field. Currently, these initiatives have focused on 

QA and accountability while being under state supervision. Nevertheless, market 

mechanisms with all attendant baggage including quality-related initiatives should be 

applied to education carefully, taking the context into account. For instance, it should be 

noted that the market-oriented approach could help the institution respond to the needs 

of the job market, which recruits its students, but too much emphasis on these demands 

can lead the institution away from its aims and missions, which cover other quality aspects 

apart from market needs. Indeed, an understanding of the national profile can help solve 

the potential conflict between leaders and academics which is especially manifested in the 

in-group culture in Vietnam.  

Against that backdrop, to some extent, the expert review resource tried to highlight 

general aspects of QM in accordance with the current holistic, integrated, and 

comprehensive approach that has been adjusted to the specific Vietnamese context:  

(i) the need for a sound, valid and reliable information system, able to identify 

relevant data and translate them to information and then knowledge; the 
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development of institutional research capacities, that is, the ability to gather 

information about the institution and its context and process it and analyse it to 

support decision making.  

(ii) the need to develop, at each managerial level, the capacity to provide sound 

management practices based on academic priorities, that is, to find the right 

balance between what is academically desirable and what is economically feasible.  

(iii) the need to involve and encourage faculty and staff in QM, helping them to see 

how important their contribution is to overall institutional quality. 

These needs have been acknowledged but have not been actively promoted or addressed 

fully in Vietnamese HEIs. 

From a follow-up correspondence with an expert, who is also a leader from MOET:  

MOET only promotes accreditation procedures, and HEIs are responsible for 

continuously improving and increasing education quality, performing periodical 

self-evaluation and registering periodical accreditation with MOET as assigned. 

ISO, TQM, EFQM, HEQM are only studies from individual HEIs for more knowledge 

on QA and QM. These are not state policies. (Follow-up correspondence 1) 

Other leaders from HEIs also agreed with this. They did not have “any named QM 

framework or model or any theory on this” (Follow-up correspondence 2). Some 

universities were still looking for a quality model and in the process of building this 

(Follow-up correspondence 3). These comments imply that many leaders would be 

delighted if a framework for QM appeared which suitable and relevant to their own 

context. According to them, “EQA review is also important, but a clear M&E policy for 

internal implementation should be prioritised” (I24). On the one hand, these excerpts 

strengthened the rationale for the whole thesis: Vietnamese public universities did not 

have a proper QM framework, and this suggested framework would fill this gap and be 

essential to the institutional quality endeavour. On the other hand, this framework was to 
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serve as a tool for evaluating QM implementation in Vietnamese public universities in this 

study. 

After a rigorous multi-filtration process, the study reached a consensus on the necessity of 

the eight dimensions in the implementation of QM: Continuous Improvement, Leadership 

and Management, Information Management, Resource Management, Education and 

Research Management, Stakeholder Focus and Satisfaction, Partnership Development and 

Management, and Benchmarking within the institution and beyond. As illustrated below, 

Figure 2 presents a suggested new framework for QM in Vietnamese public universities 

with Continuous Improvement at its core.   

 

Figure 2: The conceptual quality management framework 

Based on the Deming principle, the framework makes CI a top priority. The framework 

demands an emphasis on designing, implementing, maintaining, and enhancing a QM 

system. First and foremost, the institutional quality policy has to be fully developed, 

officially disseminated, and continuously improved. A QM mechanism should implant a 

continuous review of its procedures, policies and values, and even the concept that 
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formulates these procedures. Both qualitative and quantitative performance indicators 

are needed in measuring the quality performance of the university. Overall, the system 

has to evaluate quality through not only fitness for purpose as required by MOET’s 

centralisation approach but also such aspects as graduate attributes and student learning 

experience with the focus on quality enhancement. However, the institution may find it 

hard to assess all these activities simultaneously when it encounters resource constraints. 

Thus, a priority of activities is needed depending on a specific HEI’s circumstance. 

Nevertheless, with an adequate PAMRI cycle, all the ineffective administrative processes 

would be abolished, staff would have more time and energy to do research and improve 

teaching based on academic freedom and stakeholder engagement. The curriculum, 

teaching, learning, and evaluation design and processes together with research and 

services should be performed effectively under the designed plan following the PAMRI 

cycle. Additionally, from the context and cultural perspectives as identified above, by 

putting CI literally and symbolically at the centre of the framework, the proposed QM 

framework could arguably satisfy one of the main problems of QM in Vietnamese HEIs–

the “halfway done” attitude–and encapsulate the essence of QM: continuous 

improvement.  

Like many others, this framework provides all-round and institutional-level dimensions 

and items. Most of the experts agreed that all these dimensions and items were well 

articulated (I25) and crucial in the implementation of a successful policy of quality within 

an HEI (J9, J6). “The concepts are perfect, and the IT System is also important to be taken 

into account” (I12). Quite a few acknowledged that “policies and resources are essential” 

(I19) and “It is important that HEIs have an explicit guideline and policy to support QM.” 

(I2). Therefore, from the qualitative analysis as well as statistical analysis, the consensus 

on the importance of the framework was established.  

The study has contributed to the literature on Vietnamese higher education a holistic and 

comprehensive QM framework with its unique items and dimensions. The framework is 

constructed based on the previous literature, which is later informed, in an iterative way, 
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by the empirical elements emerging from the research data. Hence, it is firmly rooted in 

the higher education dynamics and in this case, the public HEIs in a unique context and 

culture of a developing country. As such, the framework advocates the idea that QM is 

both contextually and culturally bound. 

 With its capacity, the framework can help inform researchers, practitioners, decision-

makers, and policy planners on the adoption, adaptation, integration, and implementation 

of QM in Vietnamese public HEIs. Since the framework is valued by experts, almost all of 

whom are university practitioners from different institutions across the country and from 

other nations, it could be used in HEIs across Vietnam or in similar contexts. Most 

importantly, the framework includes a relatively small number of items, making it easy to 

use while focusing on quality comprehensively and systematically in order to set the basis 

for improvement.   

Despite its advantages, the framework has its own limitations. It should be noted that this 

framework is not meant to correspond to all of the characteristics of any one particular 

university’s QM implementation. Instead, it is meant to stress eight dimensions which are 

important to public universities’ QM implementation. The importance or weight given to 

each dimension will vary according to context. The framework has not defined quality or 

qualified staff for different levels of institution, unit, and department but leaves them 

open to the consensus of the specific institution.  

In short, the multiple-filtration process allowed the author to put forward a suggested 

new QM framework which was attuned to the Vietnamese situation. The findings are of 

particular significance because they directly respond to the first subsidiary research 

question, and serve as a basis for addressing the second and third sub-questions of the 

research.  
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6.4 Summary  

Although there were many suggested adjustments based on multiple open-ended 

questions in the process of finalising the framework, the expert participants upheld the 

core dimensions of the original literature-based instrument. They placed some emphasis 

on research, information management, and partnership development and management 

which are weak due to history and culture. Moreover, they added special features to fit 

the Vietnamese environment at the item and dimension levels, recommending in 

particular the addition of the dimension Benchmarking within the institution and beyond 

for which most of the items were already there. The robust empirical validation has 

resulted in the suggested Quality Management Framework for Vietnamese public HEIs, 

which framed the investigation of QM in three selected universities presented in Chapter 

7 and Chapter 8. 
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7 Chapter 7: QM Implementation from Stakeholders’ Perspectives 

Analysis–Findings–Discussion–Part 1 

7.1 Introduction 

In reference to Stage Two, Chapters 7 and 8 answer the second subsidiary research 

question: “What are the actual characteristics of QM in Vietnam’s higher education in 

relation to the potential discrepancy between ‘ideals’ from the literature and the current 

practice?” Based on the Conceptual Framework empirically validated as described in 

Chapter 6, the researcher administered semi-structured interviews to 31 stakeholders on 

how QM was interpreted at the three selected institutions. Structured according to the 

eight dimensions of the Conceptual Framework, this chapter presents the analysis and 

insights into the QM implementation from these interviews with the support of the 

relevant document analysis. In each dimension, the respondents confirmed if the 

dimension in focus was essential, what practices were promoted in each dimension, and 

how these practices were implemented. The findings indicate that these three selected 

HEIs demonstrated efforts to catch up with world HEIs in QM. Surprisingly, all the 

dimensions did exist in the institutional operations and received heightened awareness 

and commitment from most stakeholders concerned. To fully answer the question, the 

next chapter focuses on the challenges to these practices and the solutions to improve 

these practices for effective QM implementation. 

Chapter Note:  

As detailed in Chapter 5, the stakeholders interviewed consisted of top management (TM), 

middle management (MM), teaching staff (TS), supporting staff (SS), students (ST), and 

employers (EP) from three institutions A, B, and C. Therefore, 31MMA means a middle 

manager from Institution A, the number 31 was randomly coded for the 31 stakeholders 

in the list. 
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Institution and university can be used interchangeably at institutional level. At the next 

level, unit refers to faculty, department, office, institute, and centre reporting to the 

institution. At a lower level, department reports to the unit. 

Among the many documents used in this thesis, SAR-A refers to Self-Assessment Report 

from Institution A for the period 2010-2015 in preparation for the second round of HEI 

Accreditation in 2016. Thus, SARs refer to all the SARs from all the three HEIs under 

investigation. 

7.2 Continuous Improvement (CI) 

This section explores if CI was regarded as essential in institutional management and how 

CI was interpreted at the institution. In this aspect, data analysis reflects the increasingly 

explicit commitment from top management to the establishment of a quality culture (QC) 

and quality assurance (QA) mechanisms and practices. This is the notable feature 

emerging from data analysis in this section. The perception was that though CI would 

work well with the support at all levels in the long run, at the beginning, CI at these HEIs 

should originate from the upper levels and would need a strong push from the top and the 

establishment of all the necessary mechanisms.  

7.2.1 Explicit commitment from top management 

External and internal drivers gained explicit institutional commitment to the development 

of QC and QA implementation. All the leader and staff respondents agreed that the first 

element to motivate their institutions to make changes to their institutional quality was 

the core external stimulus deriving from the Government through MOET. As detailed in 

Chapter 2, in contrast to some other countries, the government put QA, quality 

assessment, and accreditation into law, which was supposed to be translated into 

institutional quality strategies. Apart from other policies and regulations, the command to 

build a QA mechanism in higher education was clearly declared in the Higher Education 

Reform Agenda (HERA) issued together with Decree No. 14 enacted by the Government. 

These interviewed participants believed that state legislatures and the institutional 
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accreditation processes required by the General Department of Education Testing and 

Accreditation (GDETA) compelled HEIs to develop an internal QA mechanism for their own 

institution. Consequently, the substantial impact of HERA and GDETA comprised the self-

evaluation of their institutional capacity, the identification of prospects for improvement, 

and the commitment to institutional quality. In addition, for further support, MOET 

actively organised various orientation courses or seminars for leaders and QA staff to 

prepare for effective QM implementation. Hence, these were external forces for HEIs, 

which positively contributed to leaders’ dedication to QA (27TMA, 12TMB, 18TMB, 

22TMC).  

From the majority of these leaders and staff members’ viewpoints, while these external 

drivers were necessary, internal influences were also instrumental to leaders’ 

commitment to continuous quality improvement. As saving face is an important feature in 

Vietnamese national characteristics (Nguyen, 2015; Tran, 1999), reputation was crucial to 

any HEI, as the interviewees themselves stressed (31MMA, 06TSB, 15MMC). By 

announcing evaluation results (though they were not publicly announced by the time of 

the study), MOET was seen to pose a threat to their established reputation, which is the 

key to maintaining the competitive edge over others. Besides, under the pressure of 

globalisation and internationalisation, there was a strong internal desire by the campus 

community to increase the effectiveness of the institution. To maintain their competence, 

it was clear from their responses that all three institutions introduced internal measures 

not only to meet the requirements of the QA system mandated by MOET but also to 

ensure their excellence in teaching, learning, research and services (31MMA, 30MMB, 

15MMC). Moreover, enhancement of teaching and learning, as well as student and 

graduate satisfaction, are of vital importance to HEIS’ existence and funding, so this was 

also seen as a facilitator for the commitment to QA (31MMA, 30MMB, 15MMC).  
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Discussing the drivers for QA, a vice president highlighted: 

MOET QA policies are important to our status enhancement. The autonomy in 

funding helps set up a financial foundation to develop CI initiatives. Furthermore, 

requirements from our disciplines, industry, and employers to train graduates in 

systems thinking, teamwork, and QM principles seem to drive leaders to QM. 

Besides, initial cooperation with ISO has aided the institution to adopt, adapt, and 

implement quality tools and methodology in our context. (27TMA) 

The excerpt suggests that autonomy in funding drove Institution A’s distinction, which 

could be shown in the funds for QA and QM, for boosting staff research and commitment, 

and for exercising institutional power and judgment. The idea of autonomy in funding 

seemed to be congruous with the government’s hope to speed up the development of 

higher education by increasing management flexibility (Asian Development Bank [ADB], 

2012). The issue of autonomy was currently the most critical matter in the higher 

education sector. As admitted by the top leader above, this policy had a positive effect on 

institutional quality, and together with the institution’s expertise in QM, this helped make 

the difference in quality maturity between Institution A and others.  

However, similar observations of QA development were made at Institution B and C, 

where, rather early, in comparison to other universities in the country, the leaders gained 

an awareness of using QA to maintain and improve their reputation in the competitive 

context. They closely followed the national QA system and established their internal QA 

mechanism to meet MOET requirements and enhance their position. This commitment 

was reflected in their institutional vision, mission, and objectives (31MMA, 12TMB, 05 

MMC, 15MMC).  

However, this displayed a firm commitment to QA from these institutions. Hence, these 

three institutions seemed to have the same motivations when starting their QA system 

and using MOET’s Quality Standard for their quality assurance and improvement. As 

detailed in Chapter 2, it proved to be common that the ownership of QA initiatives was 
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passed on from MOET to individual HEIs, and gradually, these HEIs were aware of the 

importance of QA in their daily operation, committed to it, and institutionalised it, as 

these interviewees emphasised.  

Notably, data analysis showed that the movement towards continuous quality 

improvement and institutional effectiveness originated from the president and senior 

leaders of the institution. While HEIs were stimulated by self-assessment and 

accreditation obligations, it was the deeper desire of the president and senior leaders to 

improve the institutional capacity, use data to drive decision-making, measure operation 

performance, and most importantly intertwine the concepts of continuous improvement 

into the fabric of the institution which persuaded stakeholders to participate in the QA 

process (12TMB, 22TMC, 27TMA, 03MMB, 31MMB). In such a context, the quality 

commitment was translated into the quality objectives, which were explicitly expressed in 

their Institutional Development Strategy 2011-2015 and Institutional Yearly Strategic 

Planning, aligned with the institutional mission, vision, and objectives as a middle manager 

reflected:  

Our quality objectives align well with the institutional mission and vision which are 

in alignment with the national higher education development strategy and socio-

economic goals. Since 2015, the institution has set up the institutional ISO 

committee to check the quality objectives alignment and performance at lower 

levels. However, the institution still finds it necessary to regularly check the 

operation and the effectiveness of these quality objectives at lower levels to 

ensure their uniformity. (21MMA) 

Thus, extrinsic and intrinsic influences contributed to the dedication to the development 

of QA activities in the institutions under investigation, which were reflected through the 

integration of the quality practices and objectives into the strategic planning, the building 

of the QA structures, and ultimately the development of a quality culture (SARs-2016). 

This concurs with Bendermacher, Oude Egbrink, Wolfhagen, & Dolmans’s (2016) research 
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about the effort of education providers to embed a QC within their institutions. The 

findings also support recent reports from an international survey about QM in higher 

education stating that “[b]oth internal motivations and external push factors are 

important drivers for the development of QM.” (Martin, 2017, p.12). These drivers were 

translated into explicit commitments which were reflected in the issuance of a variety of 

internal policies, strategic management plans and development of internal quality culture 

and assurance implementation as expressed throughout this chapter. 

7.2.2 Quality Offices–the expected locomotive power 

One distinctive feature in the establishment of the QA structures in Vietnam is the 

legislative requirement that forced HEIs to form a centralised office–the QA unit–which 

was expected to act as a locomotive power for the QA initiatives. A middle manager from 

HEI B stated: 

Before the law required HEIs to set up the IQA units, none of the institutions had a 

structural unit that would manage QA processes from within themselves. The idea 

originated from the top, not from our institution. (31MMB) 

The excerpt highlights that though there were some internal drivers leading to the QA 

awareness, the formation of the QA units resulted from MOET. Indeed, all leader and staff 

participants agreed that HEIs were formally asked to establish QA offices that were 

supposed to improve the quality of the primary processes in HEIs. These offices 

functioned in accordance with the Law on Higher Education, MOET documents, and other 

relevant external policies designed for quality improvement in higher education.  

Established early, in 2006, the QA Office at Institution B aimed to facilitate the institution’s 

continuous quality improvement efforts across campus. This unit helped the Board of 

Presidents form a new system called the QA Council. The structure included quality teams 

at each unit consisting of a team leader who was usually head or deputy head from an 
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office or department or dean or vice dean from a faculty, an associate team leader and a 

staff member.  

The extract indicated that these offices with all their necessary elements were responsible 

for internal QA processes and for meeting the requirements of the external QA measures. 

However, the most important jobs were helping develop a quality culture across campus 

to enhance quality in education, research, and services, creating an institutional quality 

council and quality teams at all levels, advising the governing board on quality issues, 

identifying processes, establishing procedures, and organising QA conferences, among 

others. These units were responsible for coordinating external assessment and 

accreditation at institutional and program levels, including providing consultation and 

training for other units, managing and distributing quality improvement results and 

allocating the extra work involved in assessment as well as evaluations. There seemed to 

be a consistency in the participants’ insights regarding the formation and operation of the 

QA units and QA system.  

In short, compliant with the law and MOET requirements, all the institutions had 

formulated a QA system including a QA unit and QA teams at all levels. The QA unit 

worked as a liaison to facilitate the implementation of continuous quality improvement 

within the institution. Expected to be a locomotive power, the QA unit was supposed to 

lead the QA activities and to realise the quality commitment from the government, MOET, 

and the institutional leaders. These systems evidently gained several achievements but did 

not work in a very systematic and organised way as discussed in the next chapter.  

7.2.3  The backbone of continuous Improvement–Quality Culture 

More than half of the stakeholders agreed that a strong quality culture (QC) was essential 

in QM implementation if the institution was determined to enhance its quality internally. 

This proved to be apparent in all the three institutions but at different levels. For effective 

quality improvement, strong commitment from leaders at all levels and stakeholders’ 

involvement should be established across campus. From the interview analysis, the quality 
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culture was manifested through working together to contribute to the curriculum and new 

programs and to participate in collaborative research projects with experts within the 

institution and from other national and international institutions. The continuous quality 

improvement was also reflected through continuous self-development among staff when 

staff took a proactive approach in upgrading their qualifications, skills and knowledge and 

through ensuring cooperation as well as collaboration (19TSB, 22TMC, 20TSC, 27TMA). 

These perceptions seem to be compatible with those from the studies of Harvey and 

Knight (1996), and Harvey and Stensaker (2008) indicating that institutional quality can be 

enhanced by itself when an individual can promote self-improvement. That means all the 

people must be inspired with QC, but first and foremost, there should be an emphasis on 

CI in all the QA practices as a manager mentioned:  

One of the first things our Office did was to request all leaders and managers to list 

obstacles that hindered quality improvement. As part of the efforts to develop a 

continuous quality improvement culture, we made a determined attempt to 

discuss with the stakeholders about why these processes were still essential or 

should be streamlined or terminated. Achievements started to be assessed by 

outcomes regarding increased efficiency and effectiveness. (30MMA) 

A few stakeholders also talked about their enthusiasm for the development of key 

performance indicators as methods of verifying strategic planning and CI in some aspects 

such as student academic performance, enrolment, staff evaluation, student and staff 

satisfaction, and institutional performance.  

They were also well aware that a true institutional change to a culture of evidence could 

only be achieved through the time, commitment, and involvement of all stakeholders. 

Though top management was instrumental in institutional engagement in the QA process, 

this was just the decision of one individual or a group of individuals. To move this 

commitment forward, it was seen as requiring an endeavour from all the stakeholders in 
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the whole institution. In this case, communication was essential as a middle manager 

reflected:  

We have held various meetings to get approval from all stakeholders before 

launching the QA practices explaining why we made the decision, how the 

implementation would benefit the institution, what kinds of endeavours are going 

on and how these attempts should be improved or extended, what type of 

evidence should be needed and how these data should be distributed, who should 

participate and how they should get involved, and even what kind of resources 

should be exploited. (21MMA) 

These initiatives seemed to be helpful and laid a foundation for collaboration. However, a 

quality culture did not fully exist here, at one of the most mature institutions in QA 

(30MMA), let alone in other institutions. Many inhibitors will be discussed in the next 

chapter. 

7.3 Leadership and Management (LM) 

This section examines whether LM was seen as essential in the quality process and how it 

was interpreted at these institutions. The responses shed light on the crucial importance 

of leadership and management. In contrast to other treatments, these two elements were 

considered to be unseparated.  Most leaders and staff agreed that leaders at all levels 

were also managers who actively participated in the QM system and supported quality 

initiatives and the improvement process. They pioneered in institutional restructuring and 

improving performance management including change management in the whole 

institution. This supported the ‘ideals’ recorded in the literature discussed in Chapter 4 

and the dimensions proposed by the experts as set out in Chapter 6. 
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7.3.1 The importance of leadership and management 

As discussed in Chapter 3 and in the section above, the role of leadership is the most 

important factor to promote, implement, and sustain the QM system in HEIs. Some leader 

and staff respondents remarked that the quality systems would remain stillborn, stay in 

policy documents, and never be transformed into institutional activities without strong 

leadership (06TSB, 27TMA, 12TMB). According to these respondents, to be effective, top 

management formulated the broad objectives and long-term goals while carrying out 

what was needed to achieve these goals and objectives.  During the process, they inspired 

and motivated themselves while planning, organising, and coordinating followers. That is 

why the understanding and awareness of the QM system were highly appreciated 

according to an academic and also a middle manager: 

In my opinion, the most important factor is leadership from institution to units 

especially the top leaders at both levels. They need to know the nature of QA. 

Without awareness, they can never commit to planning or strategies. Awareness is 

most important as it is the starting point. (06TSB) 

Furthermore, a vice president confirmed that top leaders’ clear and well-communicated 

vision which was translated into policies, strategies, and plans made a positive impact on 

unit leaders and then the whole institutional community: 

Of course, to be successful in any plan, leaders have to master that plan, knowing 

it inside and out, I mean every detail, and make decisions based on facts and logic. 

(27TMA)  

These ideas are consistent with the European Foundation for Quality Management 

[EFQM]’s (2009) definition of leadership stating that leaders 

shape the future and make it happen, acting as role models for its values and 

ethics and inspiring trust at all times. They are flexible, enabling the organisation to 
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anticipate and react in a timely manner to ensure the on-going success of the 

organisation. (p. 10) 

Hence, institutional leadership should understand, design, and continually actively support 

quality principles and provisions. This concept is also appropriate in the Vietnamese higher 

education sector where leaders are at the same time managers of the institutions or units. 

The insights implied that this dimension should cover both leadership and management, 

which is important to the QA process. Hence, top and middle management should be 

aware of and possess comprehensive knowledge about the QM system and its 

implementation. 

7.3.2 Leaders’ active participation in QM 

As discussed in Section 7.2.1, top leaders at these institutions were well aware of and very 

committed to QA. The reasons why they actively participated in the QM system and 

supported quality initiatives and the improvement process were remarked on by a vice 

president: 

Similar to the previous president, our current president spent a lot of time with his 

cabinet meetings reviewing quality progress and performance measures, 

emphasising the importance of accountability, and supporting quality initiatives at 

the institution […] He took a proactive approach to self-assessment and 

accreditation and supported all the proposed improvement plans for the coming 

accreditation or assessment. (27TMA) 

Evidently, top leaders were very interested in the results of institutional accreditation or 

program assessment, which is further discussed below. However, while there was always 

continuity of senior leadership, “middle-management sometimes caused the bottlenecks” 

(12TMB). Thus, “the success of the QA effort relied on the top leaders’ ability to 

communicate the importance of QA to middle managers” (12TMB). This explains why 

“[b]y 2014, the institutional practice seemed to change critically. The performance 
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management discussions and reviews were refreshed with more meetings with 

consultants and more communication.” (31MMB). According to these respondents, each 

unit nominated a middle manager and one other person to be in charge of establishing 

and monitoring the ongoing management of the quality system in their areas. It was 

apparent that the practical implementation of QM required dedication from leadership 

and management at all levels. The insights indicated that to be efficient, leaders and 

managers at all levels should actively participate in the QA process because their 

engagement in QA activities had a significant effect on raising awareness across campus. 

7.3.3 Strategic planning and restructuring  

In all the institutions under study, the establishment and adjustment of units in the 

governance structures were described as ways to support QM. The leader and staff 

participants specifically highlighted the necessity of the foundation of units in charge of 

the processes of QA, strategic planning, and institutional analysis. However, up to the time 

of the interviews, these institutions had just established the QA units as required by 

MOET. These units were responsible for consulting the institutional leaders in the 

decision-making processes. In addition, they coordinated other units in the processes of 

managing strategic plans, quality improvement practices, and evaluation based on the 

indicators. The staff for these units came from multidisciplinary teams that were trained 

for their specific functions. Indeed, the creation of QA units for assessment or 

accreditation was regarded as one of the most visible changes (31MMB). The degree of 

internal autonomy of QA offices, together with the allocation of budget to develop their 

activities, was felt by the respondents to be high at these institutions. 

From these participants’ viewpoints, dwindling budgets, achievement-based funding, as 

well as requests for assessment of learning, teaching, and research encouraged 

institutional leadership to adopt quality-based management strategies. A vice president 

noted that “We were enlightened in transforming our institution. It was a predetermined 

change, and it was extraordinarily active” (27TMA).  
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Though acknowledging the impact of external drivers on the development of quality 

culture including accreditation requirements, government obligations, and community 

demands, leaders from institution B indicated that they were deliberate in their intention 

to develop an aligned institution based on collaboration, communication, and trust. 

Whether their performance focused on institutional culture, key performance indicators, 

or assessment criteria from MOET or AUN-QA, their strategy was to build alignment 

throughout the institution: “there was an urgent need to boost communication, 

information flow, and trust levels in the whole institution” and “our objective is to align 

daily behaviour with unit goals and to ensure that all those goals are aligned with 

institutional goals” (03MMB).  

Likewise, respondents from Institution C reported that they designed new management 

strategies to satisfy the demands of those they were serving in the new period. Therefore, 

they needed to improve the way things got done and to make basic changes in the 

institutional culture. The strategic plan encompassed administrative, academic and 

research operations among others. All the units were actively creating and performing a 

strategic plan aligned with the institution’s strategic plan. The leaders were directly 

engaged in restructuring institutional and staff performance improvement by designing 

strategic plans from the departments upwards to units and institution, negotiating the 

quality objectives for the academic year (15MMC, 20TSC). 

It is evident that the quality movement in these institutions was both active and evolving 

at least from the top with new strategies, quality discussions and accountability measures. 

These first achievements suggested that quality in these institutions could not be achieved 

without a firm commitment and QA expertise from the leaders. 
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7.3.4 Improving institutional performance management 

The insights revealed that the most critical issue for leadership and management was 

improving institutional performance management in the whole institution. The core 

component was to drive and enable institutional improvement across campus as a vice 

president emphasised: 

We revised the specifications of functions and roles with higher precision, 

redefined the internal dynamics of decision-making processes, and brought more 

professionalism to management functions and institutional analysis. All the units 

tried to align the definition of the institutional mission, internal actions, and 

mechanisms for compliance with institutional purposes. (27TMA) 

The excerpt illustrates that these three institutions formalised all the processes and 

mechanisms that regulated their institutional functions to guarantee their practical 

application at all levels. They also formalised internal practices and created regulations to 

manage their application. Similarly, they reviewed the appropriateness of internal policies 

and their relationship with the institutional development project, generating internal 

changes that could bring about greater coherence and alignment among policies, 

mechanisms, and institutional actions. From these foundations, they tried to leverage all 

internal resources to achieve excellence (31MMB, 22TMC). 

Institution A was even on its way to apply ISO 9001 in their management. They also aimed 

to shift from a product-based approach to a process-based approach to sustain the quality 

culture (Harvey, 2002) as reflected by a middle manager: 

Traditionally, HEIs focused on product-based approach or achievement 

orientation, but now we become more process driven for improvement. (21MMA)  

The ideas suggested that thanks to this process, they had a chance to perfect their 

strategic planning mechanism which existed before, to simplify, and to improve 

administrative processes, resource management, and institutional structures. Evidently, as 
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mentioned earlier in Section 7.2.1, QA was initially driven by external demands in these 

institutions. Analysis of institutional documents revealed that the core values and vision 

were reframed; missions were restructured; and future goals were conceptualized to 

research-oriented HEIs, all of which promoted a quality culture. These activities match 

well with Shah and Jarzabkowski’s (2013) argument about a complete set of internal policy 

and procedures together with tools and indicators to evaluate key performance.  

7.4 Information Management (IM) 

This section provides stakeholders’ insights into the necessity and implementation of IM 

at their institutions. From the stakeholders’ perspectives, IM was considered critical in the 

quality effort at the three selected institutions though there was no formal institutional 

research unit. As a result, the challenges and suggestions for improvement to IM were still 

numerous and are presented in the next chapter. 

7.4.1 The importance of information management 

According to most respondents, very different from traditional management, QM should 

be “based on the facts” so that all stakeholders could make their decisions effectively. 

That is to say, QM is only efficient when IM is systematically structured with a culture of 

evidence. This process of IM consists of collecting, storing, disseminating, archiving, and 

destroying information. This helps top management, quality teams, and all kinds of 

stakeholders effectively utilise their time, resources, and expertise to get their jobs done, 

as a vice president shared: 

Currently, higher accountability and transparency are urgently expected. In the 

process of globalisation and internationalisation, if we are not transparent and if 

we do not know how to collect reliable and sufficient information, we will die. This 

is especially important in our context when HEIs start to join the competitive 

market economy. (12TMB) 
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His reflection seems to be entirely compatible with Fukuyama’s (2000) remark, that is, 

when autonomy in HEIs increases, greater accountability and transparency are required. 

In return for government funding, public support, and higher autonomy, HEIs need to 

explicitly commit to accountability and need to clearly display their contributions to these 

agents’ political, social, and economic goals and objectives, particularly through their 

strategic plans. According to most interviewees, even within the HEI, the stakeholders also 

need sufficient and reliable information to choose the right program, the right course or 

the right campus, or to issue information on an internal policy as remarked by a middle 

manager: 

With the systematically collected information on stakeholders’ needs, the 

institutions can design and improve their quality activities. Besides, transparency is 

essential for the QA process because all results and outcomes of the QA should be 

known, accepted, and trusted by all concerned. (03MMB) 

The excerpt is consistent with MOET’s (2009b) requirements (Circular 09/2009/TT-BGDĐT) 

on publicising “The Three Disclosures”, which aims to pursue transparency in higher 

education. All the leaders revealed that they were trying to make public their institution’s 

dedicated and factual educational quality standards and indicators; their inputs including 

staff and physical facilities; and their financial income and expenses apart from their 

learning outcomes. Therefore, because IM provides institutional stakeholders with 

information, analysis and decision support, most respondents think it is highly essential to 

the implementation of QM. 

7.4.2 The implementation of information management  

 Being aware of the importance of information management, all these three HEIs 

increased activities on institutional research though there were no formally identified 

units for this function. They also spent a lot of effort on ensuring communication 

throughout the institution and with stakeholders outside of their institution, as a middle 

manager in charge of a QA Unit reflected: 



Analysis-Findings-Discussion-Part 1 

158 
 

Our unit conducts studies on assessment, retention, program, course 

effectiveness, and student population, performs studies and analyses for 

specialised self-assessment or accreditation needs, supports academic unit 

assessment, and supports the institution with annual or quarterly reports. 

(30MMA) 

Most respondents admitted that this structure of IM implementation was typical in these 

institutions. A manager from another institution shared a similar idea: “We have tried to 

fine tune the quality process with an evidence-based culture starting with documenting 

meetings and events, digitalising feedback and documents for later use, recording 

evidence, to name but a few.” (15MMC) These data were prepared and maintained by 

different academic and supporting units relating to their roles and responsibilities while 

their primary jobs were not associated with collecting, analysing, distributing, or 

maintaining data. For example, data on factors related to retention, attrition, students’ 

attitude and values or perceptions on services for students were collected by the Student 

Affairs Office and the Quality Office. 

According to these managers, they made every effort to ensure internal and external 

stakeholders were well-informed of reliable information and to obtain a true 

representation and accurate understanding regarding the state and mission of the 

institution. All of these kinds of data were communicated to stakeholders through a 

variety of mechanisms such as print, written, and oral reports, media, site visits, meetings, 

seminars, conferences, or events. Many respondents emphasised that all the self-

assessment reports compiled for MOET self-assessment and accreditation were available 

to all stakeholders through the official institutional websites. Besides, “every academic 

and supporting unit has to prepare an annual report, which is an effective way to spread 

out knowledge and information about the QA processes” (03MMB). These institutions also 

created an information support system to connect different levels and units within the 

institutions. They also started to obtain regular feedback from their stakeholders 
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especially the alumni and employers on institutional performance. Besides, at the 

classroom level,  

We also developed the tools of assessment for the study processes and student 

performance. The data gathered on classroom teaching as well as faculty and 

student performance can help warn of problems at the bottom level. We also 

intend to incorporate the information system into a single platform, which would 

manage the information at the next level but it depends on time and budget. 

(21MMA)  

This insight was indeed shared among several respondents with the hope for successful 

information distribution on QA processes across campus. The insights from the 

participants revealed that these institutions had started to focus on a culture of evidence 

and were on the way to put everything together to get there.  

7.5 Resource Management (RM) 

This section reveals stakeholders’ insights into the necessity of RM and its implementation 

at the institutions under investigation. As discussed in Chapter 4, the task of RM in the 

higher education context is to effectively and efficiently make use of institutional 

resources to fulfil the three core functions of an HEI. Despite the constraints of a 

developing country, they strove to strategically exploit all the resources available to 

promote the effectiveness of the implementation of the three core functions and to 

ensure accountability to achieve public respect and facilitate stakeholders’ decision 

making. However, this is easier said than done, so the next chapter elaborates their 

difficulties and the causes of those difficulties.  
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7.5.1 Human resource management 

The importance of the workforce to QA  

The data analysis confirmed that like in any other public organisation in Vietnam, human 

resources at these HEIs were strictly managed following governmental regulations. As a 

strategy to monitor the allocation of human resources, most HEI staff were government 

officials, though the institutions under study could recruit contract staff thanks to their 

granted autonomy. All staff respondents agreed that the permanent staff could have part-

time jobs outside of the institution though they were still under the control of national 

authorities through the national system of management including finance. This strict 

personnel structure with meagre payment was an obstacle to the recruitment of high-

quality staff. All staff were subject to fixed governmental regulations which were 

translated into institutional policies and professional ethics with a top-down approach. 

Because it was believed that academic performance tended to affect and influence the 

society, all staff were periodically educated in the political and ideological spirit, were 

committed to both teaching and administration, and complied with all the institutional 

mission and core values. Promotion conformed to tight regulations based on 

achievement, experience, and solidarity. Besides the “hard” salary, teaching payment was 

offered based on the academic degree possessed, and special allowances were paid upon 

experience (12TMB, 02SSC, 27TMA, 20TSC, 21MMA).  

Nonetheless, being aware that HEI staff were the critical value of the institution, and the 

quality of human resources did not satisfy the increasing requirements of the process of 

modernisation and globalisation, the government and HEIs leveraged their key resources 

to upgrade the quality of human resources, though its effectiveness was still limited. It 

was agreed that “[t]he HEI employees, particularly the teaching staff, are the greatest 

resource, the living image of the institution and as such, the institutional quality is up to 

the employees’ motivation, education and experience” (07MMC). Thus, the profile of the 

faculty seemed to play an important part in ensuring quality education. This is quite 
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compatible with the argument that students’ learning quality is the HEI mission and in 

such a case, the key workforce is the teaching staff (Bentley, Coates, Dobson, 

Goedegebuure, & Meek, 2013; Coates & Goedegebuure, 2012). Indeed, it is assumed that 

the quality of the teaching staff decided the quality of the institution, as the president of 

Hue University stated: “Excellent students usually appear in the places where there are 

excellent teachers” (Mai, 2017). That is why institutional teaching staff numbers, 

qualifications, ranks, and motivation were regarded as quality indicators of the academic 

unit or institution in the current accreditation requirements. It was taken for granted that 

the higher the profile of the staff, the better the educational quality the institution could 

provide.  

Document analysis (including the examination of Five-year Strategic Plans, Self-

Assessment Reports (SARs) 2016 (for the period 2010-2015), and the Annual Reports 

2016) revealed that these institutions had made a sustained effort to improve the profile 

of their staff to fill the big gap in qualifications and knowledge of higher education and 

QM. From Table 16 below, against a backdrop of trying to reduce the number of holders 

of only bachelor degrees in the academic staff cohort, these institutions greatly reduced 

the percentage of bachelors to 0.53% in B and 4.08% in A compared to the whole group of 

teaching staff while all the HEIs in Vietnam still stayed at an average of 21.49% in 2016 

(MOET, 2017). Most notably, in the process of increasing the quantity of PhD holders, 

especially professors and associate professors5 in the faculty cohort, with its advantage of 

increasing autonomy and the leadership and management keen on QM, Institution A 

raised the percentage of professors and associate professors up to 11.44%, twice the 

average in all HEIs of 5.56% (2016). This research discovered that the current faculty 

profile at these leading institutions was much higher than the average pattern of all 

teaching staff in all Vietnamese HEIs.  

 

                                                      
5 To become an associate professor and above requires a PhD 
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Table 16: The faculty profile 

HEI Professors and 
associate professors 

PhD degree 
holders 

Masters Bachelors Total  

A 58 (11.44%) 120 (23.67%) 305 (60.16%) 24 (04.73%) 507 

B 48 (08.45%) 156 (27.46%) 361 (63.56%) 3 (00.53%) 568 

C 117 (09.85%) 201 (16.92%) 709 (59.68%) 161 (13.55%) 1,188 

VN 3,867 (05.56%) 9,731 (13.99%) 41,016 (58.96%) 14,947 (21.49%)  69,561 

Source: Author, compiled from MOET (2017), GSO (2017), SARs (2016) 

This reflected the leaders’ strong commitment to strengthening institutional resources. 

Talking about this achievement, a vice president shared:  

We apply strategic recruitment to hire the best people. Thanks to the autonomy in 

funding and the business minds here, we have some extra funds, which allows us 

to recruit more professors who will be instrumental in enhancing teaching and 

research at the university and driving the national economy. (27TMA) 

The idea suggests that the institution changed their approach to improve quality. They 

had a strong faculty composition compared to the current higher education background 

thanks to the favourable recruitment policy of attracting doctors and professors of high 

ability in research, especially from overseas. This strategic development proved to be 

common practice among these three institutions to meet the requirements on 

accreditation and advertise their strong workforce. In short, the institutions under 

investigation were aware of the importance of the workforce, and coupled with the 

compliance with institutional accreditation, they planned and implemented a strategy of 

improving the staff profile. Besides the recruitment method, the staff profile was 

constructed through staff capability development as presented below. 
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Staff Capability Development  

Most participants agreed that staff capability development was one of the basic quality 

improvement activities, which should ensure enough qualified staff and encourage 

academic excellence. This was also confirmed in the SARs 2016, Annual Reports 2016, and 

other official documents. In this process, the staff transformed themselves and helped the 

institution and the students transform. All transformations, be it of mind or behaviour, 

originated from awareness and commitment, as a vice president commented: 

Many lecturers here are aware of the need to change their behaviour and 

performance and express it by learning how to do research; sharing the research 

findings; collaborating with other researchers for new knowledge and research; 

and eventually integrating these research outcomes into their teaching and 

involving students in research. (27TMA)  

The quote suggests that staff development could result in institutional effectiveness 

because it enhances individual staff members’ personal and professional development, 

optimises their potential, and ultimately builds up excellence in teaching and research. As 

such, research was fundamental in the process of teaching and learning along with 

courses and supporting measures to strengthen academic qualifications as reflected by an 

academic:  

Besides attending professional development programs and joining in research 

groups, we are encouraged to upgrade our qualifications by applying for 

scholarships; our workload is lightened, and our schedule is adjusted so that we 

can participate in a program for a higher degree. Furthermore, different forms of 

staff evaluation also have a strong impact on us. The university will terminate a 

faculty’s contractual existing employment or transfer permanent staff to non-

academic positions if they cannot provide the institution with an expected degree 

after a specific period of time. (19TSB)  
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The reflection suggested that the institution forced, encouraged, and supported the 

academics to continuously broaden their professional knowledge, sharpen their teaching 

skills, and engage in research with peers or students. These quality practices aimed to help 

the faculty achieve their greatest potential, improve themselves daily and advance along 

the continuum of effectiveness. This transformation in part would result from proper QM 

through good vision, strategy, and QA measures and eventually resulted in excellent QA 

(Harvey & Knight, 1996) because this, in turn, would facilitate QM by supporting 

leadership and management. 

Working Environment 

The majority of the leader and staff participants agreed that the working environment 

should encourage academic excellence and approach a collegial environment in the 

institution. Despite job dissatisfaction, many HEI employees still stick to these leading 

institutions thanks to national and family tradition, ways of thinking, high moral status in 

the society, high reputation, and the rather high income positions in the public sector as 

reflected by a lecturer: 

Traditionally, government officials, especially in the education sector particularly in 

higher education, enjoy a lot of fame, high moral status, stability, and security. 

(20TSC) 

It may be concluded that academic work could be satisfying and rewarding despite its 

demanding and stressful nature (Bentley et al., 2013). This supports the idea that 

autonomy, collegiality, role clarity, contribution to society, and respect from peers, 

managers, and the society at large can bring about academics’ satisfaction (Jung, 

Bozeman, & Gaughan, 2017; Lacy & Sheehan, 1997) which is further discussed in Section 

7.7 below. 

Several staff respondents also admitted that there had recently been significant growth in 

the number and qualifications of academics, especially after the introduction of these 
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internal QA measures; this is further discussed in Sections 7.6 and 7.7. For example, 

personal incentives and reward schemes with financial rewards for individual academics 

were introduced in the three institutions. The most important reward was the one based 

on the works published in ISI or Scopus indexed journals as a lecturer shared: 

These awards are highly prestigious and contribute considerably to our income in 

comparison to teaching. (17TSA)  

The excerpt reveals that the right quality measures would have a great impact on staff 

performance. When HEIs appreciate their great assets, human resources, and take a 

further step to provide their staff with opportunities for stable and productive personal 

and professional development, HEIs will accomplish high-quality teaching, innovative 

research and excellent reputation (Coates & Goedegebuure, 2012). Thus, there was a 

need for strategic human resource recruitment, development, and engagement. The 

institution should work for a more attractive salary, incentives to retain and reward 

individuals appropriately and most of all a stable and effective career structure. These 

minimum conditions can help enhance the quality of teaching, learning and research at 

these HEIs (Anyamele, 2005) and help them fulfil their job as major economic and social 

drivers. 

7.5.2 Finance, facilities, and materials management 

Besides personnel and expertise, accountability in finance is essential to QM, and financial 

resources are vital to ensuring HEI functions in the QM system because “when revenues 

increase we can use the financial resources to improve the infrastructure, equipment and 

human resources and they, in return, will increase the financial resources” (27TMA). All 

the participants asked agreed that all the institutional resources, especially the financial 

ones, should be spent on promoting the effectiveness of the implementation of the three 

core functions and should ensure accountability to achieve public respect and facilitate 

stakeholders’ decision making.   
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These institutions were financed by the budget from the government, tuition fees, and 

charges from services on scientific research, technology transfers and others. Only 

Institution A received a minimal amount from the government (around 1% of the total 

income per year whereas the other two received around 27%) thanks to its autonomy in 

finance. That means Institution A can enjoy more flexibility in using their self-generated 

funds and in determining the tuition fees. According to the vice president:  

One year after the implementation of financial autonomy, our new operational 

mechanisms have laid a fundamental foundation to integrate into the area and the 

world higher education and economy. Tuition fees have increased the fund for 

upgrading facilities, textbooks, and other materials. Thanks to this, the institution 

can offer tuition fee exemption or reduction or scholarships to encourage learning 

and research. This also contributes to attracting human resources with high 

qualifications and competence in managing, teaching, and doing research. Most 

importantly, it is an opportunity for us to raise funds for the institution.  (27TMA)  

The excerpt implies that the self-generated funds and new flexibility in raising funds and 

paying expenses had a positive impact on quality education, especially in developing the 

training facilities, academic affairs, research, and QA. Thanks to this new mechanism, the 

institution could be more active in expanding its services such as part-time programs, co-

operative training programs, consulting services, technology transfer, and even appeals 

for donations. As a result, fund-raising activities were becoming essential at these HEIs. 

Apart from finance, all the participants were particularly concerned with the availability, 

utilisation, and quality of facilities, materials and supporting services that further 

facilitated teaching, learning, and research. Many participants noticed that the 

preparation for QA exercises had a positive impact on improving the resources shown in 

the purchase of new facilities and helped the units obtain resources from the institution 

and elsewhere. A lecturer noted that in preparation for AUN-QA his unit had received a lot 

of support from the university in terms of, for example, provision of different teaching 
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spaces and wireless Internet access (06TSB). Likewise, the grand National Project for 

Foreign Languages 2020, sponsored by the government, equipped Institution A with more 

libraries with modern facilities or laboratories, for example the special interpreting lab 

(06TSB).  This demonstrated the effect of QA activities, which was popular in the country. 

Furthermore, the new way of management focusing on institutional quality has started 

with more autonomy to search for resources. For instance, Institution C was able to obtain 

finance from different international research projects thanks to the institutional strength 

in research and international cooperation. Through research projects, European 

universities, built most laboratories and provided most instruments that help staff and 

students keep up with the development of science and technology. The Atlantic 

Philanthropies granted USD 9 million to establish the modern Learning Resource Centre 

because right from the beginning, the leadership was interested in creating an electronic 

library (13SSC, 15MMC, 16STC). According to some stakeholders, Institution C has 

obtained a lot of support from national and international organisations. The 

infrastructures and facilities were sufficient and up to date compared with those in South-

East Asian countries, which has highly contributed to education, research, and service of 

the institution (02SSC, 13SSC, 11STC, 16STC). A member of the support staff mentioned 

that the wireless network allows information to flow across campus permitting easier 

access to information and communication (13SSC). This phenomenon was not unusual at 

the three institutions. With more autonomy, with a focus on the institutional quality and 

reputation, these institutions have capitalised on new conditions to purchase and 

maintain the learning facilities to accommodate the students and staff members’ needs in 

teaching, learning, and research (12TMB, 03MMB, 28SSA, 09STA, 25EPA). 

Another theme that emerged from the interviews was the accountability of these 

resources. In practice, all leaders understood that “we must achieve efficiency by carrying 

out financial efficiency, etc. We must operate in alignment with institutional priorities and 

processes. We have to ensure that resources contribute to our mission, vision, and values” 

(22TMC). However, “under siege financially, we have to adhere to policies and procedures 
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and respond to higher demands for accountability” (15MMC). Regardless, according to 

these stakeholders, financial records for all HEI activities are maintained, and financial 

reports are issued under applicable laws and accounting practices. All the contractual and 

business relationships are defined and disclosed. 

7.6 Education and Research Management (ERM) 

This section presents HEI stakeholders’ insights into whether ERM was essential and map 

the implementation of ERM at the institutions under investigation. Initial findings show 

that learning from best theories and practices from leading universities around the world, 

these institutions put in place all the policies, mechanisms, and practices of ERM. 

However, due to a variety of constraints, the implementation encountered many 

difficulties, which are explored in the next chapter. 

7.6.1 Education management 

As discussed in Chapter 1, education and research are two of the three core functions of 

an HEI. Data analysis suggested that all the stakeholders agreed that this dimension is 

essential to the sustainability of an HEI. The institutions under study made their efforts to 

put in place all the core processes of improving Curriculum Design, Teaching and Learning, 

as well as Student Induction and Assessment.  

Consistent with Brennan and Shah’s (2000) conclusion, one of the most significant 

structural changes in these HEIs took place through changing curriculum structures. 

Compliant to MOET’s requirement to transfer the year-based curriculum to a credit-based 

curriculum (MOET, 2007) and then the significant modification of Decision 43 granting 

more autonomy and more directions to HEIs 5 years later (MOET, 2012), these leading 

HEIs went through radical changes in curriculum design, review and revision during the 

past ten years. As stated in the Law of Higher Education, MOET is in control of  

the minimum knowledge requirements […] curriculum planning procedures, 

review, evaluation and approval of curriculum for diploma, bachelor, masters and 
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doctoral degree level; […] the design, selection, review and evaluation, approval 

and use of instructional materials and textbooks; [… and] the planning of 

curriculum for such obligatory6 subjects as political theory, national defence, and 

security education. (NAV, 2012, p.14) 

The purpose is to ensure consistency across HEIs in alignment with the Government’s 

educational objectives. A leader highlighted:  

We have issued clear procedures and guidelines for designing our curriculum 

following MOET’s curriculum framework. We have also benchmarked our 

curriculum and syllabi with similar prestigious universities’ in the rest of the world. 

For example, the top 200 universities for undergraduate programs and the top 100 

universities for postgraduate programs. Since 2014, we have participated in the 

ASEAN Credit Transfer System under the AUN Student Exchange Program. 

(21MMA)  

The comment revealed that benchmarking with other institutions was a new 

indispensable requirement when designing and reviewing the curricula or syllabi. An 

academic confirmed:  

During the curriculum design, revision and evaluation process, we periodically hold 

consultation through conferences, seminars, meetings, and surveys with such 

stakeholders as staff, experts in the field, students, alumni, employers, etc., and 

get approval from the institutional and faculty boards of science and training. 

(24TSA) 

                                                      
6 Obligatory courses are required for all programs in the higher education sector for year 1 
and year 2 and include Basics of Marxism-Leninism 1, Basics of Marxism-Leninism 2, 
Processes of Vietnamese Revolution, Ideologies of Ho Chi Minh, A Foreign Language, 
Computing, Physical Education, National Defence Education, among others. 
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The excerpt suggests consistency in such academic procedures as design, development, 

review, and approval of curriculum, program, and subject. Most leaders and staff saw 

stakeholders’ feedback as positive and helpful, stating, for example, that “many issues are 

fine to us, but through the stakeholders’ lens they become disasters. We are happy to 

spot them and try to make them right” (19TSB). The staff also valued the active 

participation of the leaders through “imposing deadlines, facilitating the procedures even 

using their connections, giving overall analytical feedback, and overseeing the follow-up 

improvement stages” (24TSA). According to the leaders, all the lecturers joined the 

subject and curriculum reviews.  From the Annual Reports and SARs 2016, all these 

institutions had enough qualified faculty and support staff for their programs and courses. 

They also had a structure to ensure that all the education activities would improve lifelong 

learning and were aligned with the educational philosophy and the expected learning 

outcomes.  

Many internal as well as external stakeholders agreed on the importance of the teaching 

and learning process. This is consistent with Deming’s (2000a) lodestar stating that 

continuous improvement comes from the teaching and learning process-the design rather 

than assessment. Regarding how the quality of this process could be ensured, a vice 

president stated: 

Every teaching and learning activity is proposed by lecturers but must be approved 

by the Board of Science and Training. The inspectors evaluate all the lecturers’ 

daily teaching activities through observations and students’ comments. We 

organise regular meetings to discuss and improve the educational process based 

on employers and alumni’s feedback, students’ subject evaluation and 

performance, peer evaluation and observation, expert reviews, institutional 

accreditation. We have had three programs assessed by AUN-QA and have tried to 

build up systematic, appropriate, and flexible programs to meet the demands of 

the labour market. (27TMA) 
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The ideas indicate that besides the curriculum and course syllabi which could be 

considered as the legal basis, policies and strategies were also in place on when, by whom, 

and how these curricula and courses should be developed, reviewed, approved, and 

improved. Evidently, these activities were compatible with Chiba principles for internal 

QA. These systematic academic procedures helped create changes at the institution, as 

reflected by a postgraduate student who had studied at the institution for seven years in 

total:  

During the past years, we have seen fundamental changes like increasing students’ 

self-study time, arranging facilities to accommodate smaller size classes for more 

practice and student-centred approach, equipping many classrooms and all lecture 

halls with LCD projectors, computers, and the internet, encouraging students to do 

research every year with sponsorship and awards, inviting guest speakers to 

deliver lectures, seminar presentations, sending students out for internship or 

exchange programs, and organising clubs for equipping students with soft skills. 

(14STA)  

The excerpt suggests that innovation in teaching methodologies was reflected through the 

application of supporting equipment. Institution A had even started to exploit the 

Learning Management System (LMS) software application in the delivery of some courses 

and programs (09STA). This aligns well with Massy’s (2003) emphasis on the importance of 

the design of education processes especially when information technology opens many 

options to the field.  

More than half of the stakeholders agreed that there was a comprehensive system of 

student assessment from admission to graduation. Regarding the induction management, 

from 2015 onwards, the national university entrance examination was abolished, and the 

results of the national secondary school examination have been used to determine 

university admission. This new policy radically changed the induction management at 

these institutions. These HEIs made an effort to make the induction procedures 
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transparent and coherent by defining all criteria for registration and enrolment and 

making them available to potential applicants (29SSA, 27TMA, 23TSA). 

While studying, students’ competence was fully assessed in various ways constructively 

aligned with the expected learning outcomes of the programs. The assessment methods 

were reviewed and improved to ensure fairness, validity, and reliability. The assessment 

results were also carefully reviewed to ensure fairness, validity and reliability, and the 

achievement of the program learning outcomes. As all the institutions applied the credit-

based system, continuous assessment was also applied (SARB for AUN-QA). These 

practices were adopted in all the academic units in all the three institutions, so this 

showed that the student assessment procedures were in place. Evidently, these various 

on-going assessment methods served diagnostic, formative, and summative purposes.  

7.6.2 Research management  

From the interviewees’ insights, these institutions acknowledged the importance of RM 

and gained initial achievements despite lots of challenges. They all agreed that faculty’s 

high capacity in teaching and research played an important role in internal quality 

improvement. Research was one of the three goals of an HEI, which was crucial not only to 

the institution’s sustainability but also to the cultural, economic, and social development 

of the country, the area, and the world (21MMA, 27TMA, 11STC, 23TSC). That was why 

research activity is one of the most important components in the institution’s 

development strategy as well as yearly operational plan in order to perform the 

vision, mission, and objectives of the institution in the industrialisation, 

modernisation of the country and globalisation. (SAR-A, 2016, p. 61)  

A vice president also confirmed: 

As the university is oriented toward an excellent multi-disciplinary university in 

research and training, we deliberately promote scientific research and consider it a 

central mission of the University. (22TMC) 
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The excerpt reveals that RM has become essential in the internal quality system. All the 

three institutions have established a full structure for research management. At the 

institutional level, supporting the president and vice president in charge of research were 

the Board of Science and Training and the Research Office. The former offered advice on 

research and training related matters while the latter managed all institutional science 

and technology activities, did yearly and five-year planning on institutional technology and 

science activities and exercised the intellectual property rights on behalf of the institution 

as generally described in the University Charter (POM, 2010). Under the Board of 

Presidents, there was also one or more than one institute researching a specific area and 

all the academic units. These units contributed to the primary force of doing research 

though the institutes focused mainly or more on research than academic units. Only one 

institution had researchers working at these institutes who did not participate in teaching 

although the number was not high. Perhaps there will be more research positions in the 

future when these institutions become research institutions in 2020.  

According to many leaders and staff, these institutions were on their way to put in place a 

policy directing their research activities and defining their research profile. All the 

institutions had a five-year strategy on research, aiming to become high-quality research 

centres in accordance with their mission within 10 years. Their “strategic orientation was 

based on the science program of the nation and the region and guidelines from MOET on 

the one hand and based on institutional planning, institutional capabilities especially staff 

competencies” (SAR-A, 2016, p.61). A vice president commented: 

During the past few years, our scientific activities have undergone lots of changes 

thanks to the issuance of the Law on Science and Technology, new decisions from 

MOET, the regulation on staff’s teaching and research duties from the institution. 

[…] Since 2012, thanks to these research activities, we have installed a lot of new 

equipment and labs for our institution, which cost nearly VND 47 billion in which 

nearly VND 17 billion came from the government and nearly VND 30 billion 
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originated from foreign agents. These facilities mean a lot to our institution. 

(22TMC) 

The comments indicate that these institutions established a system to manage all 

research-related activities and resources aligned with the national objectives and MOET 

guidelines and gained some initial achievements. 

Acknowledging the importance of research and with policies in hand, these institutions 

also imposed many measures to support scholarly research, innovation, invention, 

creative works and technology transfer. Everything seemed to start from leadership: “Our 

leaders are high-profile researchers, so they know what is needed for promoting research. 

They launched themselves into looking for prospective partners for many of our projects” 

(17TS). The leaders were determined in applying diversified approaches to promote 

research at their institutions from an unfavourable background for conducting research. 

Based on the strategies and plans, these institutions designed key research performance 

indicators and applied them in their daily operation as reflected by a lecturer:  

The university imposes research quota, formulates policies to encourage inter-

disciplinary research projects, develops young research teams guided by 

experienced researchers and inspires students in doing research; helps staff 

undertake research or disseminate research outcomes in scholarly journals and 

conferences. (20TSC) 

The excerpt suggests that different policies were issued and applied during the past few 

years. Some were even radical, as a middle manager stated: 

Since 2014 when our university started to orient ourselves to a research university, 

we have issued a policy to specially encourage international publications especially 

through the establishment of [the university name] Foundation for Academics and 

Research. (21MMA) 
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As a result of strong institutional determination, increasing numbers of conferences were 

organised at different levels, more articles were published nationally and internationally, 

especially articles published in journals indexed in Scopus, ISI and the like, and more staff 

participated in research (27TMA, 21MMA, 30MMA). 

A few stakeholders mentioned that these institutions also focused on the professional 

standards and research ethics and issued policies to protect creative efforts particularly 

the economic investment in these creative endeavours. They were fully aware of the 

management of intellectual property (21MM, 18TMB, 07MMC). They asked all the 

undergraduates and postgraduates to comply with research ethics though this was not 

officially applied campus wide. They issued regulations on ethics in teaching and research; 

all the copies for teaching and learning had to be carried out compliant with the Law on 

Intellectual Property and regulations from the institutional library; they also signed various 

contracts with various publishers in Vietnam and all over the world about the copyright 

before translating and publishing the original works. All the laws and regulations on 

intellectual property, copyrights, patents, inventions, and research data, and results were 

communicated to all the staff and students through conferences, seminars, meetings and 

courses (SARs, 2016). 

7.7 Stakeholders’ Focus and Satisfaction (SFS) 

Whether SFS was essential and in what way it was interpreted at the three selected 

institutions are presented in this section. As discussed in Chapter 4, SFS examines how the 

institutions determine and satisfy stakeholders’ needs and expectations.  All the four types 

of stakeholders, students, staff, employers, and fund providers (Srikanthan & Dalrymple, 

2003; Westerheijden et al., 2013), were engaged at different levels of intensity and 

frequency in the QM implementation at the three institutions under study. Data analysis 

showed that these institutions were highly aware of the key importance of SFS and 

identified stakeholders’ needs through needs and satisfaction survey, forums, dialogue 

sessions, and evaluation of teaching and learning effectiveness. They then put in place 
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measures to satisfy and engage their stakeholders, but there was still room for 

improvement, which is examined in the next chapter.  

7.7.1 Stakeholders’ engagement  

All the interviewees stated that SFS was an essential component in the management of 

quality and made every effort to explore the stakeholders’ needs and expectations and 

engage them in the QM process.  This can be seen through a lecturer’s lens: 

We all understand that the systematic identification, analysis, planning, and 

implementation of activities for stakeholders’ engagement is critical to institutional 

quality. Compliant with MOET’s requirements, we explore all stakeholders’ 

opinions including recruiters and employers, experts in the field, staff, students, 

and alumni. We are building up a transparent and open mechanism to gain 

feedback from these stakeholders and follow the guidelines from the QA office in 

feedback collection and treatment. (19TSB)  

This was identified as a requirement by the government, especially when MOET asked all 

the institutions to encourage engagement from all stakeholders in quality management 

and improvement. First of all, as a matter of course, all the institutions had to operate 

under all the law and related documents on education issued by the government and 

MOET as fund providers. Hence, the excerpt suggests that these institutions placed an 

emphasis on exploring and getting feedback from the four types of stakeholders in 

accordance with MOET’s guidelines. It is not surprising that all the three institutions had 

the same ways of getting feedback.  

Among these, students’ satisfaction and engagement dominated the institutional focus. It 

was scheduled that year 1–3 students were surveyed on course appraisal every semester, 

with a 30% sample of the semester courses; all the seniors who were eligible for 

graduation were surveyed on training program evaluation in terms of the curriculum, 

teaching and learning activities, teaching and support staff, facilities, and student life, 
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among others. Six months after their graduation, the alumni were surveyed regarding 

graduates’ reflections on the curriculum, employability, career development, 

supplementary knowledge and skills needed to fulfil job requirements (30MMA, 31MMB, 

15MMC). Besides, at the unit level, a lecturer shared: 

We gather feedback from students via other channels such as internship reports, 

class emails, the Students’ Association, the Youth Union, and the [faculty] mailbox. 

Further feedback from the alumni is considered for curriculum development. Our 

faculty is one of the few that has an association of alumni with their own Facebook 

for better contact and idea exchange among graduates and between the faculty 

and its alumni. (6TSB) 

Furthermore, feedback from staff was obtained from four primary sources: constructive 

discussions in regular staff meetings, peer observations, teaching staff’s response to 

students’ evaluation on their performance, and staff performance appraisal by peers, 

heads, the board of deans, and board of presidents. Accordingly, the academic staff was 

required to conduct self-evaluation on their performance annually and peer-evaluation bi-

annually. In addition, opinions of employers and recruiters, particularly those who had a 

particular impact on the institutional performance, were collected via three main 

channels: face-to-face meetings with employers; online structured questionnaires; 

telephone interviews; employers’ annual evaluation of interns’ performance; and other 

sources of feedback were also taken into consideration, such as conferences and meetings 

with various Professional Associations, public opinions on the media, informal discussions 

with employers, and complaints to the academic staff via email or letters (17TSA, 19TSB, 

05MMC).  

Evidently, by providing and updating various means of giving feedback, the institution 

aimed to elicit a regular response from these four kinds of stakeholders to engage them in 

the institutional activities and consequently, to create a supportive environment for 

teaching, learning, research, and services.  
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After the data had been processed and analysed, the survey results were reported to the 

Board of Presidents and the Office of Academic Affairs. The feedback was incorporated 

and helped prompt ideas for policy makers to formulate vision, missions, core values, 

revision of curriculum, and action/improvement plans as well as to work out appropriate 

solutions to the problems in teaching, research, and services. Regarding the benefit of the 

feedback, a lecturer shared:  

From the employers’ feedback, the institution can re-evaluate and improve its 

teaching activities and curriculum to meet the new requirements of recruitment. 

Students’ feedback is sent to each lecturer in charge of the course so that they can 

make necessary changes for their better teaching performance. (24TSA). 

Some initial achievements from stakeholders’ involvement were reported. Taking 

advantage of the credit-based system, these institutions were offering various training 

programs, in various forms, at different levels across various specialisations to meet the 

needs of all kinds of learners. The learning outcomes were approaching the labour market 

needs and the country’s requirements. Some soft skills and practical knowledge were 

integrated into the curriculum and course syllabi. Lecturers were more active in adopting 

and adapting their teaching methodologies, teaching practices and assessment in line with 

a student-oriented approach. According to students’ feedback from 01/2014 to 12/2016, 

91.83% of the students were satisfied or very satisfied with “staff’s methodologies that 

help them in active learning” and 94.29% of the students were satisfied or very satisfied 

with “content and assessment“ (SAR-C, 2016). 

The measures above describe the institutional commitment to building a structured 

method to identify the needs and expectations of internal and external stakeholders. This 

helped bring to the institutions more opportunities as well as facilitate a better 

environment for staff members and students to work and study.  
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All the insights above indicate that these institutions were making an effort to engage 

their stakeholders and thanks to this had gained some initial achievements in their QM 

and improvement.  

7.7.2 Empowerment of internal and external stakeholders  

It should be noted that following the new trend of higher education, these institutions 

tried to empower their external stakeholders to contribute to the quality of the 

institutions. All leaders agreed that specific needs from companies informed the 

institutions in applying changes to their courses and curriculum, including extra-curricular 

activities, with highly practical and applicable forms. Most academics and students also 

emphasised the constructive impact on daily teaching and learning activities at their 

institutions. The activity that engaged all stakeholders in the process of managing quality 

at these institutions was mainly curriculum development and revision as reflected by a 

lecturer: “The internal and external stakeholders have helped make many changes 

including the recent introduction of soft skills integration or internship into the 

curriculum” (20TSC). Though reserving the right of the institution to make the final 

decision, the lecturer above suggested that with external stakeholders having a say in the 

academic operations, educational practicality and student transformative learning and 

engagement have been improved and better managed to meet stakeholders’ needs and 

expectations. These HEIs were making an effort to empower external stakeholders and to 

facilitate increasing collaboration with the external stakeholders. 

All the leaders and staff agreed that empowerment of staff was especially in focus through 

professional development, promotion, coordination and collaboration among staff and 

units as well as academic freedom. A middle manager stated that staff attend conferences 

and seminars while invited experts come to the university to provide training and give 

presentations or workshops (30MMA). This highlighted the supportive environment 

focusing on professional development, which, in its turn, brought about some 

improvement of the academic profiles, particularly through the increasing number of PhD 
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holders across the years. They were able to adopt different types of teaching and learning 

methods and strategies and apply what they had learned in their academic training to 

their classroom practices. They could implement multiple techniques to evaluate students’ 

work in accordance with the intended learning outcomes (06TSB, 07MMC, 20TSC). These 

practices agree with Anyamele’s (2005) study recommending appropriate staff 

development and involvement as a measure to increase effectiveness of the institution in 

the current changing higher education landscape.  

Besides, promotion of staff was performed according to the merit system: teaching and 

working capability, research, and service. The assessment and promotion process was 

carried out objectively based on the institutional reward and allowance stipulation. 

Besides, incentive systems were designed to encourage the teaching staff and enhance 

the quality of education, research, and service. For instance, awards and prizes (either in 

money prizes or appreciation certification or both) were given to those who had papers or 

articles published either locally or internationally and to those who duly completed their 

graduate study in time. Among the criteria for nominating higher prizes and award titles, 

initiatives and innovations in teaching and research were highly considered and respected 

(03MMB, 21MMA, 20TSB). It may be concluded that such encouraging policies could 

motivate the staff to try their best in accomplishing high results in their daily activities.  

Another theme which emerged during the data analysis was staff freedom in 

communication, teaching and research. Less than half of the staff mentioned that they 

were given the means to communicate their ideas especially through evaluating the 

teaching and learning process and providing recommendations on changes related to the 

content, materials, methodologies, teaching practices, and assessment (24TSA, 19TSB, 

29SSB,  02SSC, 23TSC). Staff were empowered to voice their ideas through different 

channels especially in their regular meetings within their departments, their units, their 

trade union, the institution or direct meetings with people who were concerned, as a 

president confirmed: 
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The institution grants the academic units and their staff the power to design and 

deliver their own curriculum and course syllabi, to choose the teaching 

methodologies and methods of assessment with institutional approval. (12TMB) 

The idea was consistent with a report from ADB:  

Nowadays, HEIs in Vietnam have more autonomy over program content. Although 

MOET decides the overall curriculum, HEIs can adjust a maximum of one-third of 

the content without reporting to MOET. There are no regulations requiring the 

faculty to use a specific method of instruction or research. (ADB, 2012, p. 38)  

It is fully acknowledged that lecturers and other professionals should decide the 

curriculum through academic examination. All staff had the right to discuss their concerns 

or suggest any idea on any matter relevant to the curriculum even though those opinions 

may be objectionable or offensive. At the end of each semester, there was a department 

meeting to assess the teaching process and to propose changes in syllabi and teaching 

materials. They were encouraged to carefully consider their own teaching practices by 

surveying their performance to learn from experience and to adjust the curriculum for 

learners’ benefit. The teachers could monitor and assess their programs and teaching 

performance. As such, they could pursue their pedagogical philosophy and intellectual 

commitment. This is especially true in Vietnam where the tenure system ensures their 

freedom to teach and do research on subjects they are interested in (ADB, 2012). 

The institutions under study also encouraged both staff and students especially those in 

an honours program to research the topics of their choice and to support findings 

consistent with their research. They also required their staff and students to publish their 

works to the academic world to make sure that their work was valuable and their 

conclusions were sound (29SSB, 14STA, 11STC). Hence, it was suggested that though there 

were naturally some restrictions when an individual was speaking on behalf of the whole 

institution, individuals from these institutions enjoyed flexible academic freedom in 

engaging in intellectual debates, teaching, research, and services as concluded by a vice 
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president: “Staff could incorporate in their lectures their latest research outcomes; 

students may bring to their class new topics that stimulate their exploratory learning; and 

consequently, their course is continuously improved” (22TMC).  

Moreover, for the previous few years, these institutions had tried their best to empower 

the students to contribute to the co-creation of the education and research activities. 

Students were encouraged to raise questions and queries related to the program via 

phone and email, and all of their questions would be answered promptly (09STA, 29SSB, 

01STB, 11STC, 16STC). With the new changes being implemented at the institution, 

students have more opportunities to learn effectively as reflected by a dean: 

The teaching and learning strategy of the faculty is now based on the philosophy of 

focusing on student-centred approaches and lifelong learning to provide students 

with sound academic knowledge both theoretical and practical. The students are 

given many opportunities to put the knowledge into practice both in and out of the 

classroom. (06TSB)   

The excerpt implies that the delivery methods emphasised action learning to enhance 

students’ involvement, self-learning, and reflection, which helps to improve students’ 

independent learning, problem-solving skills, and ability to do research. This may help 

students feel at ease when doing activities and build up confidence in themselves. 

Moreover, according to some stakeholders, students could receive adequate support, 

academic advice, and overall feedback on their performance. They were provided with 

sufficient information on the objectives of their study program, the regulations of 

learning, testing, assessments, and examination on the orientation day or from the 

websites of the University and the Faculty (24TSA, 29SSB, 10STB, 16STC). Thus, 

announcements and all of the academic information helped the students stay updated 

and feel comfortable in giving their feedback.  
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Data analysis shows that these institutions facilitated cooperation and collaboration 

among units, among staff, between staff and students, between units and external 

stakeholders and between staff and external stakeholders. Most leaders sounded very 

confident about the collaborations at their institutions. They believed that the new job 

descriptions and procedures made it easier for these units to deal with the traditional 

mismatch between the administrative procedures and the academic tasks or the 

mismatch among the administrative or academic procedures themselves (30MMA, 

18TMB). This helped make cooperation among teaching and support staff, as identified in 

Chapter 6, more effective and decreased ownership issues. The interviews also indicated 

that considerable autonomy and flexibility to collaborate with others not only 

substantially enhanced staff’s research capacity but also improved teaching professional 

development and student capacity (15MMC, 06TSB, 24TSA).  

It should be noted that much was done to establish a good learning environment for 

students and all these activities aimed to provide students with the support and resources 

necessary so that they could confidently travel their journey with invaluable learning 

experiences. In short, data analysis of these case studies found that stakeholder focus and 

satisfaction activities were established and undertaken at these institutions. All of these 

initiatives aimed to enhance the quality of teaching, learning, and services, which 

consequently contributed to students’ transformative learning (Dill, 1999; Harvey & 

Knight, 2008). 

7.8 Partnership Development and Management (PDM)  

HEI stakeholders’ insights on PDM will be presented in this section through the 

exploration of the necessity of PDM, the drivers of PDM, and the implementation of PDM 

at the HEIs under investigation. Data analysis indicates that many stakeholders, especially 

the leaders at institutional and unit levels, are aware of the necessity of PDM and suggests 

that the implementation of PDM is still in the process of ‘learning and doing’ based on the 

policy, university commitment, knowledge, business and social engagement drivers. 
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7.8.1 Policy drivers  

Most stakeholders agreed that PDM was an essential dimension in QM especially in the 

new era of globalisation and internationalisation. The importance of this dimension was 

supported by the government and MOET’s development strategies, legislation documents, 

policies and long-term and short-term programs which were translated into the 

university’s and staff members’ commitment. 

The Socio-economic Development Strategy for the period 2011-2020 (GOV, 2012) requires 

HEIs to closely connect to enterprises and employers, other training institutions and the 

state. The purpose is to provide the society with human resources that can satisfy 

diversified and multi-level requirements of all fields and careers. Thus, “one of the grand 

objectives of our university is to create and develop substantive partnerships with 

industry, research organisations, community groups, multi-level governments, and 

international organisations to maximise our impact on the local, national and global 

community” (27TM A). 

The Law on Higher Education in 2012 asks HEIs to connect training to research and science 

and technology application and to promote national and international cooperation in 

education. It also states that organisations and businesses have the right and 

responsibility to help university staff and students practise, research, and transfer 

technology for the purpose of increasing training quality. This is the premise that supports 

partnership development in higher education, which is reflected by a vice president: 

The development of partnership activities at our university during the past decades 

also shows our university commitment. As one of the leading HEIs, in order to 

become an internationally recognised university in the academic community, we 

are working on international affairs and technology transfer and consequently 

have improved tremendously in terms of capacity building, physical facilities, 

training and research. The role of PDM especially international affairs is strongly 

defined in the university’s strategic plan. (22TMC) 
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MOET demands that HEIs report graduates’ employment rate within a year of graduation. 

These records are supposed to represent HEI teaching quality and reputation. To some 

extent, they force HEIs to continually develop to produce graduates with the knowledge, 

skills, and attributes relevant to the national and international labour markets. In such a 

scenario, “the leaders at all levels at our university are committed to contributing to 

research development and seeking out research partners and projects for the HEI” 

(26SSB).  

From the analysis above, it is evident that policies play an important role in PDM. Without 

supporting and relevant policies from the upper levels, these HEIs could not actively 

promote partnership activities. Though there were still some constraints from the policies 

as a mechanism which are discussed in the next chapter, initial policies encouraged these 

three selected HEIs to attract resources from a wide range of partners including industry, 

research organisations, community groups, local and national governments, and 

international organisations.  

7.8.2 University commitment as a driver  

Recent laws and policies including the grant of higher autonomy to 16 leading universities 

created a favourable environment for PDM in HEIs and made it essential in the operation 

of an HEI in the new epoch. Thanks to the commitment of leaders and staff members, 

partnership activities were diversified and performed at different levels including those 

involving international and national cooperation. It was repeatedly emphasised that 

leaders and staff were actively engaged in seeking partnerships and cooperation 

opportunities. These collaborative efforts developed an engaging environment as 

highlighted by a middle manager:  

We have signed Memoranda of Understanding with more than 140 international 

partners and collaborated with many organisations in prestigious scholarship 

programs around the world, held international seminars and conferences in 

different fields, worked with diplomatic institutions to organise cultural days and 
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festivals for students, and run many international student and staff exchange 

programs. Every year, we admit students from other countries under internship 

programs. The university is seeking to develop strategic partnerships from all over 

the world exploiting personal connections from all the leaders and staff at the 

university and the university’s reputation (05MMC). 

The idea suggested that connection was an important factor that significantly impacted 

the implementation of PDM. Besides, these kinds of relationships appeared to be based 

on the long-standing existence of mutual trust, mutual commitment, and shared goals as 

illustrated by a vice president: 

Collaborations with industry and the community show that our mission and vision 

are consistent with their goals. For example, we aim to train learners with 

knowledge, good skills, and good attitude, to participate in the local research 

community, to carry out the mission of training, research and technology transfer 

to serve production, and to help increase the research facilities, and address the 

socio-economic issues in the Mekong Delta. These aims also meet their goals. 

(22TMC)  

The excerpt suggests that through these partnership activities these HEIs have been able 

to promote their image, have provided academics and students with significant learning 

experience and knowledge of partner countries’ culture and education, strengthened 

international friendship, and enhanced internationalisation. Many of the stakeholders also 

admitted that PDM broke the ivory tower mindset and brought to them many advantages 

besides contributing to the teaching and research capacity and finance of the university. A 

middle manager also confirmed their institutional commitment to PDM: 

We have consulted the national government, MOET, and the local authorities of 13 

provinces in the Mekong Delta in capacity building. Our strategy is to seek and 

develop more cooperative projects with the local community and businesses, to 

perform scientific research and technology transfer to address economic and social 
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challenges and issues in the Mekong Delta, and to connect the whole region with 

the world around in science and technology aspects. (15MMC) 

It is evident that both sides are very keen on creating partnerships. On the part of the non-

university partners, they can have the opportunity to influence education and research at 

the HEIs and consequently recruit employees trained on a ‘“special order”’ that can meet 

their organisations’ requirements. They can obtain research outcomes that may 

substantially contribute to the future of their organisations. Both sides shared the 

common goal of enhancing the quality and efficiency of the economy and making the 

Vietnamese economy competitive in the world. Hence, these HEIs were on the way to 

connecting education to other social and economic agencies for community development 

and sustainability based on the existence of mutual trust, commitment and shared goals.  

7.8.3 Knowledge drivers  

The insights from the stakeholders introduced three knowledge drivers: updating the 

curriculum and enhancing the teaching and learning strategy, promoting interdisciplinary 

and community-based research, and effectively addressing societal challenges and issues. 

These three leverages could be found in a vice president’s comments on an advanced 

program that was a result of successful partnerships:  

Partnership with Michigan State University [MSU] helped us a lot in the design, 

delivery, and evaluation of the program. The curriculum is referenced and 

benchmarked to MSU and other famous institutions. As the main language of 

instruction is English, the faculties also include lecturers from well-known partner 

universities and from local businesses. Partnerships with local industries and the 

local governments at different levels bring to students research projects and a 

good source for their theses. Besides practising in the laboratories, study tours to 

biotechnology factories or institutes open their minds and provide them with real-

life learning experiences. (22TMC)  
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He also confirmed the positive feedback from this program: 

Students are very active, win valuable awards nationally and locally, earn several 

scholarships and research grants, manage to present their research results at 

national and international conferences, and publish their papers in domestic and 

foreign journals. It is a high-quality training program meeting the needs of the 

society and providing students with professional knowledge and ethical 

responsibility, significant learning experiences, and soft skills. Students can 

communicate and work in English with confidence, and are committed to lifelong 

learning in order to succeed in any working environment. (22TMC) 

The quote agrees with Ta and Winter (2010) in that the idea of preparing students for 

work has long been established. Moreover, this example indicates that the motive of 

these collaborations was developing and updating the curriculum to improve the training 

quality and helping students adequately respond to unforeseen labour market demand 

and master lifelong learning. Through the benchmarking process, the teaching 

collaboration, teaching and learning quality and staff and student capability were 

enhanced. Students could engage in the application of theory in research methodology, 

soft skills which they lack, and most importantly practical work. After all, the fundamental 

mission of education is to transform students into useful citizens in the society who can 

manage their work and life by providing them with the necessary concepts, 

understandings, and values, the professional abilities, and the desired skills. Thus, it is 

likely that effective education programs could ensure productive teaching and learning to 

bring about students' success and consequently national development (Anyamele, 2005). 

 Another reason for these partnerships came from the need to promote research at HEIs, 

which was also a requirement for higher education in the new era. Interdisciplinary and 

community-based research projects emerged from the cooperation between academics, 

students, and industry as well as the community. These projects were often orders from 

the localities, which help address scientific and economic challenges in the region and 
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beyond (04EPB, 22TMC, 27TMA, 20TSC). Clearly, partnerships entailed numerous benefits 

in the field of knowledge. HEIs could be proud of their high-quality training, highly 

employable students, quality services to the community and fruitful collaborations with 

businesses. They could enjoy the reputation of high-quality research and increase the 

number of scientific projects and academic papers. Consequently, cross-disciplinary 

learning communities were being established, connecting academics, experts, and 

students to research a pressing problem. These intellectual capacities, in turn, supported 

effective teaching and learning. Moreover, industries would be able to recruit qualified 

staff and solve some of their technology problems. The community could enjoy better 

socio-economic development through successful technology transfer contracts. In short, 

partnerships have contributed to the knowledge of the students and the whole society 

bringing social and economic benefits.  

7.8.4 Business drivers 

With the open-door policy, the autonomy granted by the government, and the reduction 

of government funding together with the ever-increasing costs, HEIs were rapidly 

developing partnerships at different levels and in different forms. Data analysis 

demonstrates that business drivers involved training cooperation, the desire to acquire 

expertise from off campus, employment potential for graduates, internship of university 

staff and students, and the possible access to funding and up-to-date facilities. A middle 

manager introduced a form of partnership: 

Nationally, partnerships at our institutions usually exist under the form of 

cooperation in training programs with other colleges or delivering tailored courses 

at various organisations. For example, we organise tailored courses for leaders or 

staff about economics or management or leadership.  Internationally, we have 

signed contracts with prestigious universities across the world to provide both 

graduate and postgraduate joint training programs. (30MMA)   



Analysis-Findings-Discussion-Part 1 

190 
 

This suggests that these activities have contributed to institutional funding and 

consequently quality. More than ever, teaching and learning performance and student 

outcome are greatly emphasised. HEIs are under pressure to provide students not only 

with theoretical knowledge and technical skills but generic skills as well. Students should 

be equipped to become not only thinkers but also workers with high employability. This is 

completely true in the context of Vietnam. Being aware of this demand, HEIs sought for 

leading experts’ knowledge and experience, the employment and internship of staff and 

students from partnerships with industry, multi-level government projects, and the 

community as reflected by a dean: 

It is essential to partner with local and international businesses to upgrade the 

teaching pool with real-world working experience by inviting experts to teach in 

the university, promote academic mobility through exchange activities, increase 

staff’s experience through a variety of government consultancy and research 

projects, and consequently enhance teachers’ teaching and research capability. 

These partnerships have also brought about a high authenticity of the working 

environment through internships and employment potential for students after 

graduation. According to the employers, many students, especially from advanced 

programs, are good at disciplinary knowledge, foreign language, and generic 

employability skills. (19TSB)  

The quote clearly indicates that the internship activities acted to fill in the gaps in 

graduate skills to some extent. Graduates could apply the theoretical knowledge in the 

work setting.  Students gained job offers and work placement jobs while teachers took 

advantage of the businesses’ expertise. HEIs could acquire quality teaching, learning and 

research with the purpose of producing high-quality graduates whose capability was 

consistent with industry expectations. Another factor that drove HEI’s commitment to 

partnerships is the possible access to funding and facilities including making use of the 

facilities and the working environment at the partners’ places as a middle manager stated:  
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Our university has installed modern labs based on the external sources and got 

funded for research orders or joint research projects. We also made initiatives. For 

instance, we established research teams and sent proposals to the governments or 

related organisations. When these organisations are interested in the practical 

stuff and approve the proposal, they will fund the projects and even provide lab 

equipment and practice kits. From 2012 to 2016, we had 77 new projects including 

international projects. These projects helped raise additional funds, upgrade the 

facilities and the infrastructure of the university, and fund staff in conducting 

research. (15MMC)  

From the excerpt above, it could be concluded that in the overall picture of inadequate 

facilities and infrastructure, initial partnership development was highly beneficial to the 

operation of these HEIs, which greatly contribute to institutional quality. Another popular 

form of cooperation is the granting of prestigious fellowships or scholarships to staff or 

students from these agencies. Students and staff at these HEIs actively capitalise on all the 

grants and scholarships from Vietnamese and foreign governments and various 

organisations to further their study and research (17TSA, 09STA, 14STA, 01STB, 29SSB). 

The analysis above illustrates that business drivers significantly contributed to PDM 

especially during the time of economic growth. These HEIs were willing to enter 

partnerships to expand their teaching and research services, to search for employment 

and internship potentials, to increase funds, to upgrade their facilities, and to obtain 

fellowships, scholarships as well as grants for their staff and students’ study and research.  

7.8.5 Social engagement drivers 

Social engagement was a long-established tradition at these HEIs but has become more 

significant since the 1990s.  Besides charity activities which reflect the proverb ‘lá lành 

đùm lá rách’ (the good leaves protect the tattered leaves) from a culture of a poor and 

continuously war-torn country, these HEIs actively brought their skills, innovation, and 

compassion to the local communities. For instance, these HEIs contributed to national, 
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regional, and local renovation in education, economy, agriculture, aquaculture, and the 

environment through a wide range of projects partnered with communities. A vice 

president shared an example: 

The examples can be managing water amidst urban sprawl and climate change, 

helping to cope with high levels of saltwater seepage into the soil through 

adaptation programs in agriculture like the adaptation of rice-based cropping 

system, farm management, horticulture, technological production processes, 

climate adaptation through sustainable urban development, developing and 

improving the local capacity for climate adaptation in the urban water sector, 

introducing systems thinking, which has encouraged local stakeholders to depart 

from the traditional ‘silo’ management to a more integrated collaborative 

approach. (22TMC) 

Through a chain of summer volunteer programs, students have participated in working, 

helping, and living together with people in the city’s poor areas, and in rural, remote, and 

border areas where people lived in deprivation. Their contributions covered different 

aspects ranging from anti-illiteracy work, operating English classes, building ‘gratitude’ 

houses for poor and disadvantaged people, paving rural roads, and growing plants to 

improving the environment and the residents’ living standards. They have assisted in 

numerous projects from health care, social work, and information technology to 

agriculture and forestry. It is interesting that other students from different continents join 

these volunteer teams. (16STC, 09STA, 14STA, 01STB, 29SSB)  

Through these partnerships, the HEIs had the opportunities to assist the communities and 

to learn organisation, collaboration, and management methods from their experience. For 

students, they had a chance to devote their youth and enthusiasm, to learn about human 

compassion, and to instantiate the responsibility of young people to the community. They 

could experience working and living with the locals, learning how to connect with them 

and building a stronger sense of community to fight against the impacts of flood, drought, 
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illiteracy, and unsanitary conditions. They could practice life skills, logistics skill, and 

academic skills (22TSC, 16STC, 09STA, 14STA, 01STB, 29SSB) 

It could be concluded that through these partnerships, communities gain a variety of 

benefits through their productive interactions with universities while the commitment to 

the HEI service mission engaged the universities’ human, research, and teaching 

resources. The finding concurs with Stanton (2008) who states that university knowledge 

and resources should be utilised to carry out their mandate of service–addressing global 

problems through improving the life of communities.  

In short, the stakeholders’ insights on the drivers clearly displayed how PDM was 

implemented at these HEIs. With the supporting and relevant laws and policies from the 

government and MOET, the HEIs were committed to creating and developing PDM on 

their campuses. They are also interested in partnering with industry, governments at 

different levels, peer universities, and the community at large. They have addressed 

various partnership activities and performed them by exploiting the existence of mutual 

trust and commitment and shared goals in order to build up knowledge and gain business 

advantages. These HEIs had made much progress in PDM, though the participants saw 

achieving the effective implementation of PDM as still being a long and slow task, as 

described in the next chapter. 

7.9 Benchmarking within the institution and beyond (BM) 

The section explores whether BM was essential in QM implementation and how BM was 

interpreted at the institution according to the stakeholders’ perspectives. As presented in 

Chapter 4, BM essentially involves improvement through learning, sharing information 

and adopting best practices from others. Most interviewees claimed that they applied BM 

in their daily operations though BM was not systematically employed with its complete 

methodology. Data analysis also shows that many stakeholders were aware of the 

necessity of BM and the implementation of BM was popular, but still occurred on an ad 

hoc basis. 
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7.9.1 Policies and university commitment 

It is universally common that HEIs desire to learn from one another, to share best 

practices as well as new ideas, and to position themselves in the academic world. This is 

quite true in Vietnamese higher education as a middle manager confirmed: 

I believe all the people concerned and all HEIs understand the importance of BM 

and have applied it in their daily life and work. We have weekly meetings, 

trimester meetings, yearly meetings between the Board of Presidents and all the 

unit representatives. (07MMC) 

Another middle manager added: 

During our operations, we have to benchmark our policy, processes and results 

with national, MOET, industry and community requirements. Being aware of the 

importance of internationalisation, we benchmark our curriculum, program, 

syllabus, and methodology with those in prestigious universities in the world. We 

also send many delegations to other peer universities or businesses to learn good 

practice models. (21MMA)  

All the stakeholders admitted that they actually did the BM to satisfy their curiosity about 

what others were doing in a specific area, contrast this with what they had achieved, 

position themselves, and then find a way to make things better. Usually, they depended 

on publicised information, reports, yearly conferences held by MOET or other universities. 

Now with the Three Disclosures practice, self-evaluation and accreditation, it was much 

easier to carry out benchmarking (03MMB, 01STB, 06TSB, 23TSC). Through the following 

description, a president was able to position his university in the country and be very 

satisfied with the analysis: 

We are one of the two biggest HEIs in the country in social sciences and 

humanities; many national movements originate from our institution; our scholars 

have written valuable works of art, which set the foundation in some fields in our 
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country; our alumni are responsible for most important positions, even the 

president of the country or different provinces; our students come from not only 

the South but all the 63 provinces of the country and 73 countries, with the highest 

number of international students. Only at our university are 100% of the lecturers 

postgraduates. (12TMB)   

All the excerpts above implied that improvement by comparing and learning from best 

practices was not new at these universities. Leaders and staff were well committed to it 

though these activities were not undertaken systematically or scientifically as a method 

with full impact. In reality, they compared aspects of their performance or standards with 

those of their peers or authoritative requirements on either a regular or an ad hoc basis. 

This practice could help them find out gaps, identify fresh approaches for improvements in 

performance, establish goals, weight priorities for change and resource allocation, and 

perform a change process. Thus, benchmarking, though in its simplest form, is an essential 

component of institutional QM as most of them mentioned. More importantly, these HEIs 

are increasingly interested in the formalisation of these procedures, but as mentioned in 

Section 7.3, transparency and collaboration in sharing information may be obstacles to 

BM.  

7.9.2 Benchmark against the HEI’s mission, vision, and objectives 

With this commitment to BM, these HEIs established procedures for internal verification 

and evaluation of all aspects of the self-assessment process in accordance with the 

university mission, vision and objectives. To serve these evaluations, they have formal 

mechanisms to identify, understand, and adopt outstanding practices from different units 

within the university as described by a vice president: 

There are procedures, guidelines, and mechanisms to make sure that all aspects 

should be operated in accordance with the university’s mission, vision and 

objectives. The Board of Science and Training ensures that the curriculum, 

programs, courses, syllabi and teaching methodology are in line. The Education 
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Inspectorate and Legality unit are responsible for the alignment of all the 

institutional processes and activities. The monitoring and evaluation of the 

outcomes of those activities ensure that all the units are on the same page. Yearly 

conferences praise excellent units, staff, and students where best practices are 

shared, analysed, and reviewed. (18TMB) 

It could be inferred that these current procedures and activities are a critical step toward 

internal BM, a form of unit BM within the institution. If these activities can be conducted 

exactly as they are meant, these HEIs can maximise the overall institutional performance 

and help staff members learn from peers’ previous work and lessons and apply them in 

their current practice because it is a way to boost learning from experience and enhance 

internal BM potential. All these HEIs developed reviews and policies to guide the 

evaluations of the outcomes. The process can determine best practices performed in 

different units. Some stakeholders stated that they had learnt a lot from examples of good 

practice in progress or past experiences. In this way, the past knowledge and experiences 

are connected to the internal and external evaluations. This is a characteristic of internal 

BM where staff can apply their peers’ experiences, and units can learn from their peer 

units. In short, all the procedures, processes, and activities, as well as programs, courses, 

and curricula or staff and units, can be subject to official BM in these HEIs through 

knowledge and experience sharing. With the available mechanisms for evaluation and 

adoption of best practices from different units against the mission, vision, and objectives 

of the institution, the institution can gain specific achievements in quality enhancement.  

7.9.3 Benchmarking against external reference points 

According to more than half of the stakeholders, some forms of BM were performed at 

these HEIs. First, all the mission, vision, objectives, and operations of an HEI must be in 

alignment with the Education Law 2005 and Law on Higher Education 2012. Second, 

mandatory accreditation beginning in 2005 has contributed to the comparison against the 

Criteria for Assessing the Educational Quality of Universities promulgated by MOET. Third, 
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HEIs have performed program self-evaluation based on MOET’s standards and criteria. 

Fourth, they are also encouraged to conduct program evaluation against other 

international agencies’ standards such as the Accreditation Board for Engineering and 

Technology (ABET), the Accreditation Council for Business Schools and Programs (ACBSP), 

the Association of MBAs (AMBA), AUN-QA, Commission des Titres d'Ingénieur (CTI), the 

Foundation for International Business Administration Accreditation (FIBAA), and the 

International Assembly for Collegiate Business Education (IACBE) (GDETA, 2017; H. C. 

Nguyen et al., 2017). A middle manager confirmed the benefit of the self-evaluation: 

We carried out our first self-evaluation in 2009, which exceeded the standards 

required. After five years’ improvement implementation in accordance with 

recommendations from external evaluation teams to enhance the education 

quality, we are now performing the second self-evaluation for the period from 

2010-2015 with the participation of all the units in the university.  (30MMA)  

As discussed in Chapter 2, these HEIs were also encouraged to participate in some other 

accreditation depending on their field of operation as described by a middle manager: 

Besides accreditation conducted by MOET, we have also conducted some program 

accreditations with AUN-QA and ABET with positive results. These activities are 

beneficial in providing us with an evidence-based framework, some kind of 

referencing to our own data and improving our decision-making, discovering new 

ideas for improving our objectives as outlined in the Strategic Plan. (15MMC) 

From the excerpts, evidently, there is a comparison between the results of self-

assessments and external reference points to the External Quality Assurance Framework 

(EQAF) from MOET, AUN-QA (ASEAN University Network-Quality Assurance), AQAF 

(ASEAN Quality Assurance Framework), and other accreditation agencies. These processes 

have an impact on HEIs’ activities concerning QA processes. They increased the awareness 

of the institutional management of quality and of the necessity of continuous institutional 
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and program evaluation. During this process, institutional self-evaluation is a useful 

exercise of BM. 

7.9.4 Benchmarking against peer universities 

The desire to learn how and why academic and administrative processes take place in 

other HEIs across the country, the area, and the world and to adopt these best practices 

accordingly is always overwhelming. This is a form of benchmarking because it can lead to 

some kind of comparison as well as possible changes and improvement in the core 

processes of education, research, administration and management. When asked about 

the external benchmarking strategy with other HEIs, a supporting staff member noted: 

We have learnt from other national and international universities through the data 

from their websites, Self-Evaluation Reports, the Three Disclosures, or annual 

conferences, study visits, joint projects, research or conferences, collaborating 

training programs, national and international workshops and conferences, and also 

from graduates’ surveys and research on some organisations or industries. Besides, 

staff who come back from a long time studying at another university for a degree 

may share what they find different and suggest a change. (26SSB)  

The excerpt indicates that these learning experiences can be applied or help make 

changes in daily operations. When talking about what kind of peer HEIs they were trying 

to benchmark with, a vice president commented: 

Actually, we often look at local peer universities to learn how to deal with new and 

complicated policies from the government and MOET. For others, we often look at 

successful and highly ranking universities, but we take our context into 

consideration, which is not easy due to the degree of autonomy and quality 

maturity. We are trying to benchmark with well-known universities in the ASEAN 

region or advanced higher education systems in the rest of the world. For example, 
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the Biotechnology curriculum is benchmarked to those of MSU and Vietnamese 

high-standing universities like the two national universities. (22TMC) 

In conclusion, the stakeholders’ insights suggest that benchmarking was essential in their 

operations due to their needs although some of them were not aware of the process. 

Though simple in scope and somewhat ad hoc and unsystematic, their practice showed 

that it was widely used in strategic, cyclical or ad hoc contexts. They exploited these BM 

practices to some extent for the sake of improvement in most of the activities of an HEI.  

7.10 Discussion  

Initial achievements are claimed to come from favourable policies and leadership, 

resources and the national culture. 

7.10.1 Policies and leadership 

From the data analysis, timely and appropriate policies brought about the drive to create 

new ventures. On the one hand, they empowered HEIs to accumulate capital and build 

sound infrastructures, which they could not perform before. On the other, they created 

changes, competitiveness, and new opportunities with lots of challenges as highlighted by 

a vice president: 

Though it cannot be denied that the current policies are too many, sometimes 

contradictory and outdated, sometimes ineffective and inefficient, through 

different periods after “Doi Moi”, the government and MOET have issued 

favourable policies granting increasing autonomy which are essential to the 

development of the institution. We could be more competent in conducting 

partnerships, strengthening our resources, increasing the quality of the 

management, administration, teaching, learning, research, and services, satisfying 

stakeholders at a higher level, and ultimately producing higher and more relevant 

graduates for the society. (22TMC) 
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When asked about the most important facilitators for our operations and activities, a 

middle manager shared:  

It is the clear and appropriate policies issued by the government, MOET, and the 

institution. One feature of note is that MOET and the institution have organised 

many visits for us to different universities in the world so that we can learn from 

them and compare ourselves with them. They have also held many useful courses 

that increase our awareness and commitment to quality and provide us with best 

practices for our QM operation. (31MMB) 

The excerpts above imply that with the open-door policy, the mode of operation in higher 

education changed dramatically thanks to many radical policies especially those related to 

HEI autonomy. This created the prerequisites for innovations in HEIs. Indeed, the pathway 

to autonomy developed gradually through three significant milestones. In 2002 the 

introduction of revenue-generating mechanisms emphasised the right to autonomy and 

self-responsibility for financial expenditure. In 2005, more autonomy and self-

responsibility were granted regarding not only finance but also organisational structure, 

personnel and performance. In 2015, Decree 16/2015/NĐ-CP aimed to continue to 

renovate the operational mechanism of public service delivery units and to contribute to 

addressing the inadequacies of implementing autonomy (GOV, 2015), but they are still not 

working at present due to lack of guidelines (Song, 2016). These essential and timely 

policies greatly helped these HEIs perform better especially issuing institutional policies 

that facilitated the QM implementation reflected in the eight dimensions mentioned 

above.  

Findings also indicated that leaders’ and QA units’ commitment was advantageous to QM 

implementation. All the three HEIs had a top leader in the Board of Presidents in charge of 

QA, who worked well with the leaders of the QA units. Their knowledge of the QM system 

helped them better create, facilitate, monitor, and review the whole process. This 
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emphasised the crucial role of leadership in demonstrating the commitment to quality. 

Their continuous involvement brought about specific quality-oriented activities.  

A significant point was the ownership of the QA unit in these HEIs. Most of the staff in 

these units were adequately trained and empowered to do their job. That was why they 

felt attached to it in their daily operations. In addition, most staff in the QA unit were 

selected as young, enthusiastic, talented, and responsible from different units, so they 

were ready to tolerate new experience and knowledge. To connect the top managers and 

grassroots during the process of quality culture building, these QA staff needed expertise 

in QA and autonomy so they could be competently build QA awareness and commitment 

within their institutions. According to them, their QA expertise helped them persuade 

institutional staff that QA practices were not a burden but an integral part of academic 

life, which could better improve the performance of the institution. There seemed to be a 

correlation between empowerment and expertise and the success of QA at these HEIs. 

This ownership is a decisive factor in the process. 

This approach of devolution of responsibility was reflected at different levels. MOET gave 

the initial steer, and the presidents were mainly responsible for the quality of HEIs. At the 

unit level, the deans were entirely in charge of the QA mechanism in their units. This 

responsibility was decentralised to Department head and then to the Subject head. For 

example, to some extent, deans were authorised to make the decision even in the 

recruitment process, the proposal and management of the curriculum or programs. It is 

evident that when staff could decide what, when and how to do their job, they would feel 

more responsible and a real sense of belonging to the institution. It can be assumed that 

this practice underlines the importance of the balance between centralisation and 

decentralisation.  
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7.10.2 Resources  

Though most stakeholders agreed that policies and leadership were the essential factors 

for the success of QM implementation, they also admitted that the next most important 

was resources. Indeed, most considered resources essential: “Passionate and capable 

people will transform the university with adequate facilities and infrastructure” (12TMB) 

More than half of the stakeholders believed that their HEIs emerged against the backdrop 

of the higher education sector because they had more enthusiastic and qualified people 

including leaders, staff, students, and supporting external stakeholders, advantageous 

geographical positions, and good infrastructure, especially recent considerable investment 

in facilities and infrastructure (17TSA, 11STC, 26SSB, 05MMC). The participants also 

emphasised the teaching staff’s active engagement in professional development. An 

explanation for this was the intention and efforts to meet the demands of the society, the 

institutional requirements, and individual needs. Significant changes in graduates’ desired 

characteristics, students’ ever-increasing knowledge and demands, and competitive 

courses and institutions in the region and the nation urged academics to change to attract 

students to survive. Being proud of being an academic at a leading institution with a long 

tradition, these lecturers felt the desire to change and to develop, too. These factors 

substantially contributed to the achievements they obtained during the past decades. 

Nevertheless, a few leaders and QA managers revealed that quality improvement could be 

realised in a meagre condition of funding or infrastructure as long as “we followed the 

PDCA cycle on the incremental approach” (27TMA). Besides, from their perspectives, 

these strengths of resources could be subsumed under another category, the negative 

factor as presented in the section immediately below. It could be assumed that this 

positive factor could not contribute totally positively to the success of QM initiatives. For 

instance, human resources could be a hindrance in realising the QM process due to their 

resistance to change and low qualifications, among other factors.  Thus, a facilitator could 

turn out to be an inhibitor in the management of quality at the HEIs under investigation. 
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7.10.3 National culture 

It can be inferred from the findings that the Vietnamese national culture was one of the 

facilitators in actualising QM initiatives at these selected HEIs, and Hofstede et al.’s (2010) 

national culture theory could fit in here. First, power distance could turn out to be a 

strength in achieving the required quality here. As mentioned above, at first the 

establishment and accreditation came from a top-down system, which might encounter 

strong resistance from the HEIs. However, the compliance culture greatly helped them 

follow the imposed activities, gradually recognise the importance of a quality culture and 

accreditation, and then commit to it. From that point, they started to send staff for 

training, establish QA units, develop evaluation instruments and the feedback system- 

including the surveys on the satisfaction of stakeholders-analyse and document the data, 

carry out the self-evaluation, and participate in the accreditation process (31MMB, 

05MMC, 15MMC). From there, QM practices were institutionalised. 

Femininity facilitated the spirit of working within the granted autonomy and available 

resource with high flexibility and adaptability. There was a consistency with the traditional 

proverb for poor and smart people: ‘Those who know how to eat will be full with a small 

amount of food, those who know the method will be warm in a small-sized blanket’. As 

mentioned above, these HEIs managed to perform QM practices based on their current 

conditions. With flexible and adaptable ability, leaders at different levels shared their 

power with their subordinates in managing the quality though they had limited autonomy. 

Trust and empowerment could encourage staff to be devoted to their work. Teachers and 

their departments could manage the quality of their subjects, syllabi, teaching materials, 

teaching methodology, and student assignments (24TSA, 06TSB, 20TSC). Their true 

involvement was an asset to the cause of quality improvement. However, without a 

comprehensive review and checking due to work overload and incapability, quality was 

damaged, which used to happen at these HEIs. 
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Collectivism with its in-group loyalty assisted leaders to create elite or task force groups 

around them to facilitate quality practices. These committed staff were less likely to be 

absent or to quit their jobs and more likely to engage and have higher levels of 

satisfaction. They could work overtime and were insightful and considerate in the hard 

days at the beginning or during the time of self-assessment preparation and accreditation 

(30MMA, 31MMB, 15MMC). This was where leaders and staff could freely exchange even 

negative feedback for better work in order to keep face for the whole group.  These high-

quality relationships in the workplace made staff reciprocate positively and beneficially. 

Being loyal may sound old-fashioned, but its benefit was apparent.  

Short-term orientation with the desire for achievement was surprisingly a facilitator during 

the process. As argued above, these HEIs saw QA as a competition to strengthen their 

market position in the new era and an opportunity for more funds from the government, 

more prospective students, more potential non-government resources, and growth in 

status and reputation (27TMA, 12TMB, 22TMC). Of course, this could bring about a more 

long-term advantage to these HEIs. They quickly launched into the QA process, managed 

to apply all the quality practices, invested in the preparation to get as many certificates on 

program and institutional assessment as possible. Though this could cause some 

drawbacks, at the beginning of the process, this was able to help the HEIs quickly finalise 

the governance structure, allocate adequate funding for QM initiatives, and 

institutionalise the process. It could be concluded that the achievement orientation 

pushed QM initiatives though this cultural trait and these practices could simultaneously 

be challenges to the depth and long-term success of QM implementation.  
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7.11 Summary  

In short, from the stakeholders’ insights, several external and internal influences drove 

institutional commitment to building a QC and QA system. The findings confirmed the 

necessity of the eight dimensions in the management of quality at the three selected 

institutions. The QM system existed and more or less covered all the dimensions in the 

conceptual framework. It is encouraging to note that these HEIs were in the journey of 

doing and learning at the time of the study. Like many other HEIs in Vietnam, the QM 

system was currently implemented at these three universities in their full form with all 

their necessary elements. However, the findings also revealed that these mechanisms 

were not consistently performed by all the HEIs or all the units within the institution, a 

matter that is further examined in the next chapter. 



 

206 
 

8 Chapter 8: Challenges to Quality Management Implementation and 

Suggestions for Improvement 

Analysis–Findings–Discussion–Part 2 

8.1 Introduction  

This chapter complements Chapter 7 to answer subsidiary research question two: “What 

are the actual characteristics of QM in Vietnam higher education in relation to the 

potential discrepancy between ‘ideals’ from the literature and the current practice?” 

Though most stakeholders agreed that there was a firm commitment from the leaders and 

strong support from higher levels, the obstacles to the adoption of QM in these HEIs 

remained quite significant. This chapter presents the challenges in areas of institutional 

leadership, capabilities, and culture followed by suggestions for improvement and 

discussion on possible explanations for those challenges through the lens of national 

culture and the Deming principle.  

8.2 Institutional leadership and management  

Though highly committed to QM, as presented in Chapter 7, leaders may find it extremely 

challenging to support QM activities actively and effectively due to the internal problems 

of the Vietnamese higher education system and the extent of the leaders’ abilities to 

effect changes.  

8.2.1  Centralised control and management from the upper levels 

According to the interviewees, close control and management from the upper levels 

inhibited innovation, exerting a negative impact on institutional QM initiatives. Much as 

the Education Law (NAV, 2012) clearly stated that MOET was to transfer institutional 

autonomy to universities (see Chapter 2 for further details), this transfer has been slow. 

However, some institutional leaders hesitated to take advantage of autonomy due to 

various constraints in management. For example, in contrast to Institution A, Institution C 

“has not chosen the right of autonomy in funding being afraid that we cannot manage 
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ourselves well in such a narrow legislative corridor with a budget cut for institutional 

operation” (22TMC). The situation is similar for Institution B. This could probably be 

understood as the situation where the central policy supports reform but at the same 

time different policies hinder the process. This reluctance to change is presumably 

affected by the fact that a fundamental change is coming from an upper level.  

In addition, this centralised control and management from MOET seemed to make leaders 

very conservative and comply with MOET’s regulations instead of feeling empowered to 

innovate to do something different to transform the education system. For instance, they 

had to often consider seriously between “just performing what they are allowed to do and 

avoiding what is prohibited” (22TMC). The answer can be easily predicted: most of them 

chose the safe side–just implementing what they were explicitly allowed to–and initiatives 

were limited. An academic and also a quality assessor shared: 

The most serious obstacle is the state control, particularly MOET’s centralised 

management that hinders institutional innovation in management. There are too 

many guidelines, requirements, policies which are sometimes outdated, 

overlapping, and even conflicting. We can do nothing but follow them all and 

eventually we are constrained by rules and regulations with little autonomy 

though we are one of the key universities that are granted autonomy. (06TSB) 

According to the interviewees, the ones who signed the regulations and who oversaw the 

performance of those regulations were usually the institutional leaders’ bosses who could 

have some power over their career development and promotion. Thus, compliance 

prevailed, eventually influencing the institutional strategies. This concurs with findings 

from Quang and Vuong (2002) and Truong et al. (2017) confirming that Vietnamese 

leaders in all organisations have the tendency to follow a directive or autocratic style.  

This compliance culture explains why leaders tended to think that their responsibility is 

achieving the institutional missions at a moderate level rather than further improving on 

what they had already achieved. It should be noted that “institutional missions are set out 
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in alignment with MOET missions” and as a matter of fact, “all the strategies and planning 

seem to be identical in the higher education sector” (31MMB). Hence, mission completion 

is the important standard to measure their institutions’ success and reputation. So “my 

immediate leader focuses more on accountability than improvement” (26SSB) though 

accountability is still a distinct advance as Pham (2010) has warned that while HEIs have 

been arguing for more autonomy, it seems that they have not been ready for 

accountability. However, the problem seems to lie in the process of decentralisation, 

which is not supported by sufficient resources. Resources here should include policies 

which assist the process of decision making, the leaders’ capacity in making a decision and 

the change of the traditional mindset prescribing that decisions should be made by a 

superordinate.  

8.2.2 Leaders’ competence and attitude 

Leaders’ competence and attitude were also factors inhibiting improvement or 

innovation. The common consciousness of having a limited period in office led to the same 

result: accountability rather than enhancement was the best policy. Leaders were all 

frightened of ‘doing something wrong or breaking the fence’ because they did not have 

enough time to correct it. Given heavy bureaucracy with numerous overlapping 

regulations as mentioned elsewhere, most leaders had a secret desire for a “safe landing”, 

which means they could be free of legal charges till the day they retired or resigned from 

their positions. Thus, it was better to trace the old path as reflected by a vice president: 

Through the QA process we have discovered our weaknesses, but with limited 

institutional autonomy, improvement cannot be realised much especially in such a 

bureaucratic and heavily centralised structure. We sometimes tend to merely 

undertake the QA self-assessment and accreditation and then leave it as it is due 

to insufficient time, budget, or power to upgrade or expand the infrastructure, 

increase staff’s salary, or fire anyone who is in the way. (22TMC) 
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The quote is related to Section 8.2.1–the constraints from the upper levels coupled with 

limited resources contributed to challenges to the QM processes. Following the routine 

set out by the upper levels of authorities does not really engender many transformations 

as a leader. Furthermore, learning to become a competent leader in the process of 

globalisation might not be the highest priority in a short term-in-office and thus, 

eventually, continuous improvement remained still far out of reach (15MMC, 06TSB). 

An achievement oriented attitude, which resulted from this short-term-in-office 

consciousness, was another inhibitor. It should be noted that achievement orientation is 

for most of the time a negative attitude, which is endemic in Vietnam, particularly in 

higher education, where people can ignore many principles to realise achievements to 

report to those higher-up and to satisfy themselves as explained in terms of femininity in 

Chapter 3. During such a short term-in-office, leaders tended “to get as many 

achievements as possible, which means they will support EQA in collecting certificates of 

achievement in self-assessment or the like especially from foreign organisations instead of 

developing a long-term strategy for building a quality culture” (26SSB). A middle manager 

shared the reason: “It may take 10 to 20 years to change and who is certain we will be 

provided with more autonomy and more budget to sustain and improve ourselves?” 

(15MMC). This aligns with the feminine characteristic which urges leaders to be satisfied 

with what they have (Hofstede, 2010). Some leaders were even ‘over-satisfied’ with their 

accreditation results, being convinced that their institution did not need any improvement 

practices or could not find out what needed to be improved first within their power. As a 

result, accountability rather than improvement became the end of QA in these 

institutions: “Weak points have been identified, but no proper courses of actions or 

follow-up improvements are seriously adopted” (06TSB). This excerpt suggests they did 

not know what to do or where to begin or whether it was worth the effort. That is why a 

QA officer felt sorry that self-assessment and accreditation were costly, tiresome, and 

time-consuming but benefits from them were little if improvements were not the real 

purpose (26SSB). What is more, enjoying low competition for the quantity and quality of 

student enrolment, being leading institutions in the nation, coupled with being 
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constrained by the conditions mentioned above as well as lack of useful official evaluation 

instruments, these key HEIs did not see improvement as urgent (26SSB, 06TSB). It is 

evident that in the aspect of institutional leadership, leaders were stuck with rules 

imposed from above and needed a strong push to improve their competence, which was 

significantly affected by the national character.  

8.2.3  Suggestions for institutional leadership and management 

First, decentralisation was repeatedly mentioned in the interviews, especially transferring 

more rights and responsibilities to the units and the staff themselves. It is evident that 

some leaders see quality as transformation (see Chapter 7). If so, QM might be better 

decentralised and exercised by both the units/departments and the staff. For example, in 

the dimension of research management, most staff and leaders required more defined 

roles for the Research Office and academic units in managing research. A dean suggested: 

“Academic units which are supposed to play the main role in research delivery should be 

empowered to choose partners and form partnerships with industry and local 

communities as well as to have more roles in managing academics’ research projects” 

(06TSB). The idea was in alignment with the suggestion for improvement of the SAR-C 

(2016) and with the literature stating that academic units should be directly responsible 

for their own staff’s research activities (Pettigrew et al., 2013). In their turn, the Research 

Office should design a research support and management structure that can help the 

institution play the role of a national economic and policy driver (06TSB, 20TSC).  

Second, the participants recommended that leaders and continuity of leadership was also 

essential in the process of continuous quality improvement at the institution. As the 

stakeholders highlighted, the senior leaders should be characterised by being visionary 

leaders, change agents and the catalyst for institutional change and transformation to a 

quality culture. However, for this to occur, higher education leaders and managers need 

to be professionally trained. They may learn from their experience, but their knowledge 

and experience should be systemised and up-to-date (17TSA, 03MMB, 06TSB). And in 

doing so, there was a need for continuity, as a middle manager shared:  
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Professor A was president for ten years, which was right at the time when QA 

emerged, and the person taking his position used to be vice president. Several 

early QA supporters were promoted to senior leadership positions. (21MMA).  

The excerpt seems to imply that in contrast to the theories saying that CI is the job of all 

stakeholders involved, which is always true, here to make CI work it should start from the 

leaders as discussed in Chapter 7, and continuity of leadership needs to be an assurance.  

Third, a systematic QM framework was required to fit in the local context. From the idea 

of leadership continuity, they suggested that the institution should “create a solid and 

systematic QM framework as people may come and go but the framework should remain” 

(21MMC). In addition, for sustainability, continuous quality improvement initiatives 

needed to be continually assessed; quality strategies needed to be periodically reviewed 

and renewed in accordance with external and internal requirements; and the performance 

of the quality objectives needed to be comprehensively evaluated and adjusted in a timely 

fashion in compliance with the demands of the changes in economy and society and the 

trends in world education development. Strengthening resources, including human, 

financial and physical resources, for QA development should be placed high on the 

agenda. More importantly, the Deming cycle should be applied entirely in all aspects of 

the QA process. Development of a reliable database with schemes to promote full 

transparency should be a high priority. In its turn, this can help improve effective 

communication in the institution and cooperation among the units (03MMB, 26SSB, 

15MMC). 

The following suggestion from the top management at University A, where QA seemed to 

be more mature with the partial application of ISO and the publication of criteria for 

institutional operation, provides a summary of the recommendation for this section:  

Involve both internal and external stakeholders; be ready for a marathon; divide 

manageable workloads; prioritise one or two dimensions and manage those 

successfully and other dimensions will take care of themselves later (27TMA). 
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8.3 Institutional capabilities 

Most participants commented that though the QA mechanism enjoyed considerable 

attention from top management, it was still facing many difficulties in its performance.  

8.3.1 The QA office issues  

Most respondents admitted that being one of the critical drivers of the QM initiatives, 

endowed with the most autonomy and a generous budget in comparison with other units 

within the HEI, the QA Office capabilities were nevertheless still limited due to insufficient 

budget and facilities, inadequate human resources, and unclear policies for 

implementation. A QA officer stated: “The most critical among those is the insufficiency of 

staff with real expertise and professionalism in the field. Without a background in QA, it is 

tough for them to function well.” (26SSB). This may result from the desire for quantity, a 

feeling that there is a shortage of everything needed. Besides the influence of the 

compliance characteristic derived from the high power-distance culture (Hofstede et al., 

2010) that urged the institution to create the QA office at all costs, the desire for 

achievement may have led to the focus on quantity rather than quality. Being aware that 

expertise and professionalism are the primary attributes essential in the QA Office, most 

staff from the Office have chances to advance their understanding and practice of 

continuous quality improvement by attending institutional events with external speakers, 

national meetings and seminars, and classes on QA organised by ASEAN-QA. However, the 

staff at lower levels could not get the same professional training (06TSB).  

Another challenge concerns the duties of the QA units. Some staff stated that the roles 

and functions of the QA units were not clearly defined and were not widely known to the 

institutional community (19TSB). Moreover, QA staff’s centre of attention was devoted to 

QA in such administrative areas as circulating information on QA from higher levels, 

collecting and merging parts of the self-assessment reports from other units, and 

organising peer review visits (28SSA). Therefore, they mainly worked as coordinators 

collecting, storing, and presenting evidence with little critical analysis to contribute to the 

decision-making process, and consequently could not act as QA experts to deal with all QA 
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aspects (26SSB). All these ideas suggest that the lack of qualified human resources, 

budget, and clear policies was the major challenge that was likely to hinder this 

locomotive power. 

8.3.2 Poor information management  

From the analysis above, it can be inferred that all these three institutions made 

significant efforts to develop and maintain an effective and efficient data processing 

system. However, from their comments, there were still considerable hurdles to 

overcome. 

Low transparency of information 

Thanks to globalisation and internationalisation, transparency in Vietnam, particularly in 

higher education, has taken considerable strides in comparison to the past, but it was still 

low due to the unavailability and inaccessibility of information. The respondents, 

especially academics and students, agreed that there was not enough information 

available for either internal or external stakeholders. An academic commented:  

The website is generally poor. Updated information about the institution’s 

performance is rarely available to read or be downloaded let alone the English 

version. The “Three Disclosures”, one of the very few instruments that require 

clear and public disclosure, can provide only very basic data, not to mention its 

accuracy. The same happens all over the country. Every year, HEIs do loads of 

statistics and send numerous reports to MOET, but they seem to lie somewhere in 

MOET’s filing cabinet. (17TSA) 

The criticism might reflect leadership ignorance regarding knowledge sharing, especially 

given that some parts of the web pages of all three institutions have been “under 

construction” since work on this thesis started. Even when the information was available, 

seeking access to some kinds of information was like ‘nailing jelly to a tree’ as a 

postgraduate reflected:  
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If we want the data which is not disseminated officially we have to apply the 

personal ask-and-give policy or negotiate with them to have the data though it is 

not classified as confidential. This is a challenge for a student. Likewise, data about 

the Communist Party Committee, top management, and finance is almost 

inaccessible. (01STB) 

The excerpt suggests that information management was fragmented and problems 

related to information were treated on a case by case basis. In such an environment best 

practices rarely exist. Ineffective knowledge sharing as a weakness seemed to be 

distinctive of HEIs in general due to the fundamental characteristics of higher education 

institutions, for instance, the unit nature and poorly coordinated mechanisms amongst 

academic units and administrative structures.  

The low integrity of information 

While low transparency was officially a hot topic in Vietnam in general and in higher 

education in particular, low integrity in data was not as publicly discussed, but it ironically 

existed everywhere in a hidden way. However, in recent years, it has become no longer a 

taboo word as it has featured in many important meetings even in the National Assembly 

conferences. Therefore, it is not surprising when an academic was straightforward:  

The main purpose of getting data is for writing reports on the demands of the 

institution or MOET or other related organisations. Therefore, the numbers and 

the ideas must be “beautiful” and appropriate to show at least the achievements 

of that unit. The data for publicity can be different from the original data. It is 

widely known that each organisation has two systems of finance in Vietnam. The 

newspapers and the annual conferences at the institution, Vietnam National 

University, or MOET usually complain that those statistics are not to be trusted. 

After all, it is just face-saving, achievement orientation, and the like. (06TSB)   

The comment implies that it is not easy to get the original data as the information 

accessible may be inaccurate or inconsistent. This concurs with what the media was 
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claiming. Through the Vietnam Government Portal, Kim (2013) confirmed that “it is said 

that our statistics are not reliable due to achievement orientation” and “there is a worry 

about questionable data in the publicity of HEI quality” (Thanh, 2017). Prof Nguyen Quy 

Thanh, director of the VNU Centre for Education Accreditation warned that many of the 

statistics in the Three Disclosures were not accurate, and in 2017 MOET started to ask four 

accreditation centres to check the integrity of these data (Hoang, 2017). 

Limited Information Management capability 

Limited IM capability seemed to be linked to the low integrity and consequently low 

transparency of information. Regarding the current IM at these HEIs, as the stakeholders 

stressed, the overlapping collection of data prepared by different units with different 

purposes may lead to the inconsistency and inaccuracy of the data, which was complained 

about in the media (Kim, 2013). In addition, professionalism in data analysis and synthesis 

also produced questionable data, as a middle manager highlighted: “If you want accurate 

data, you have to increase the samples, time of data collection, and eventually money–the 

eternal demand. Besides, we do not have the professional instruments, tools, or qualified 

staff at hand.” (31MMB) 

Thus, lack of qualified human resources and budget influences the checking, upload and 

publication of all the related information. For instance, uploading information 

systematically and professionally needs a good internet infrastructure, computer system, 

software, time, energy and skills, which were also constraints here and could not be done 

in a trice. A supporting staff member added: “It takes a lot of time, energy, money, and 

commitment for raw data to become useful information not to mention the working 

ethics and compliance with regulations on information management and the professional 

management process of information” (05SSC). This excerpt suggests that the translation of 

data into information ready for use requires comprehensive and systematic analysis, while 

qualifications on the part of human resources, advanced statistical instruments, and data 

analysis tools were limited. It may involve risk if those collecting the data cannot analyse 

them. Thus, it may be messy to publicise the data while information storage and 
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management mainly depended on unconnected Excel or Word files. The 

inappropriateness of data interpretation may mislead the stakeholders. Perhaps, the weak 

demand for information in the previous socio-economic system led to insufficient 

professional knowledge in the country in transition. The result has been ineffective 

databases which stored uncoordinated, fragmented, and even conflicting pieces of 

information. All of these have compromised the integrity of the data.  

The reasons for the low transparency and integrity of information are endless, but the 

poor information management system can partially account for this: “The poor IM system 

clearly hindered the information being disseminated” (06SSB). Due to the separation of 

collecting and processing data as discussed in Section 7.4.2 and challenges in the 

availability and accessibility of information mentioned, the above inconsistency of 

statistics within the campus and particularly across the higher education sector was highly 

likely, leading to hesitation in making the information public. This leads to many 

implications given the complicated regulations regarding being careful about information 

leaks. Thus, being aware of the poor IM system, nobody desired to publicise incomplete 

information while they still lacked an effective way to deal with it.  

8.3.3 Inadequate resource management 

Poorly qualified staff 

Despite efforts from the top management and many excellent staff, data analysis also 

confirms what was discussed in Chapter 2. The qualified workforce deficit including 

academics and senior leaders was one of the significant disadvantages that hindered these 

HEIs from becoming major economic and social drivers. “Most of the leaders lack practical 

training, experience, and knowledge of QM in higher education. They mainly focus on 

theoretical knowledge but not deep theories” (06TSB). Other participants also pointed out 

that a lack of training for the administrative staff, managers, and leaders, most of whom 

are academics, contributed to unprofessional management and administration.  
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Furthermore, from the interview analysis, lack of pedagogical experience was an obstacle 

in these institutions. Just a few colleges or faculties provided their graduates with 

pedagogical education. Critical voices argued that: 

Pedagogical education should be the precondition for joining the profession. Many 

people from natural sciences or aquaculture and fisheries have only the barest 

idea of curriculum development, syllabus design, teaching methodology, student 

assessment, and other skills of managing a class or supervising students in doing 

research. You can imagine the serious effect of this practice on the quality of 

teaching and learning. (20TSC) 

Hence, most leaders and staff suggested that, for better student engagement, acquiring a 

pedagogical education should be a must in the staff recruitment process. This should be 

done in the University of Pedagogy or other centres of pedagogy at these institutions.  

Many stakeholders emphasised that academics lacked the necessary skills to do their jobs 

better. Though these institutions were orienting towards becoming research universities, 

most of the staff still squirmed in discomfort due to a lack of methodological knowledge, 

let alone time and facilities. The lack of staff with adequate English competency was 

another challenge for them to increase their qualifications, hampering their access to 

knowledge and research as well as internationalisation, impeding them from working and 

communicating effectively. ICT skills and professional knowledge were also mentioned as 

staff’s weakness in the information age. The insights possibly indicate that a low-quality 

workforce was still a challenge, and the picture was not as bright as painted by leaders in 

Chapter 7. 
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Dissatisfied staff 

The quality practices did not always bring about satisfaction to staff, especially in staff 

evaluation, appraisal, workload, and professional development. Not many teaching staff 

felt pleased with the students’ evaluation through anonymous questionnaires:  

Some students gave low or high scores to teachers for some personal reason or 

sometimes for no particular reason at all.  It is said that this is only a channel of 

reference but all faculty think that it may have some influence on the dean’s mind. 

(23TSC)   

As Westerheijden (1990) mentions, when rewards and punishments are associated with 

evaluation results, a “game” of doing the minimum to comply appears:  

We usually joke it is not difficult to get high scores from students at all. Just 

provide them with fancy teaching material, easy examinations, and high marks. 

You know students could not always be impartial or objective. Eventually, this way 

of evaluation will compromise the quality of teaching. (17TSA) 

The excerpts suggest that academics did not believe that the students were mature and 

knowledgeable enough to judge the staff performance, and it was not an effective way to 

measure lecturers’ effectiveness, leaving aside the confusion in the questionnaire itself. 

They also added that this way of measuring teaching performance effectiveness may 

dampen lecturers’ enthusiasm.  

Further, staff also raised concerns about the abrupt switch to a research orientation:  

Recently, research duty has seemed more important than teaching. However, with 

such a workload in teaching, it is really difficult for us to have time for research 

given that research has not been a popular practice here for ages. Many did not 

pass the evaluation last year, being marked as having “not accomplished the 

annual duty” while spending much time on teaching and interactions with 

students. After all, isn’t our university’s function transferring knowledge? (23TSC) 
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The concern implies that they were caught in a dilemma of expansion and quality and 

under constant pressure not to use research as an excuse. This in part reflects “the 

conflicting nature among the primary goals” (Manning, 2013, p.14) of HEIs when different 

stakeholders have different perspectives on what should be their most important goal. In 

the same vein, a lecturer who supported research initiatives said:   

Doing research is not quite easy here due to lack of time and equipment. It takes a 

lot of time for participants to be open and tell you what they think. The equipment 

is on and off and we have to exploit all kinds of connections to get access to it. 

However, motivated by recent policies, we feel happier with research, and 

research helps us perform better in our classroom (19TSB). 

It is suggested that the motive of the staff appraisal, that is, identifying the staff’s weak 

and strong points and assisting them towards CI, was not successful. Consequently, it was 

reported that there was little correlation between staff appraisal and staff development 

except for the high reward for scientific research (23TSC, 17TSA, 06TSB, 19TSB). From the 

above perspectives, it can be seen that evaluation and appraisal are necessary, but how 

they encourage teaching, learning, and research activities to strive for academic 

excellence is another issue. Communication is essential, and appropriate policies are 

needed.  

Concerns about workload coupled with a “managerial” culture were also raised from the 

interviews above. These respondents reported that massification with enrolment 

expansion brought about an excessively full calendar. A managerial attitude was 

developed through the instruments that measured academics’ outcomes, which provoked 

academics’ discontent. Drowned beneath the increasing number of tasks with mountains 

of paperwork and those measurements, they sensed “something like 

unprofessionalisation or deskilling” and feared becoming a kind of “teaching worker”. 

Because of insufficient human resources, most lecturers were overloaded, leaving them 

little time for broadening their skills and knowledge (23TSC, 06TSB). This tension adversely 

influenced their attitude toward their profession. Besides a limitation in resources to 



Analysis-Findings-Discussion-Part 2 

220 
 

operate their mission, managerialism brought about higher workloads for lecturers 

(Anderson 2006; Coates, Dobson, Goedegebuure, & Meek, 2010). The situation became 

worse for junior academics: 

We have to teach daytime and night-time, do research, study for a higher degree, 

take charge of all extra-curricular activities for staff and students, work as 

teachers-in-charge for at least one class, attend meetings after meetings, and 

prepare documents for QA practices, not to mention our personal commitment. I 

had many sleepless nights especially when we had an event or preparation for self-

assessment. (19TSB) 

The fact that juniors have to do all the odd jobs in the unit is prevalent at all the 

universities, which could presumably explain their low satisfaction. This agrees with the 

results of the Changing Academic Profession Survey administered to tertiary staff around 

the world stating that junior academics are least satisfied on management issues (Coates 

et al., 2010). 

Moreover, low investment in staff professional development contributed to staff low 

qualifications and capabilities. From the participants’ insights, while the institution and 

even MOET organised courses to meet staff demands for professional development and 

HEIs’ needs regarding the quantity and quality of leaders and staff (18TMB, 27TMC, 19TSB, 

29SSB), the beneficiaries found it time-consuming and even useless (19TSB, 29TSB, 

17TSA). The finding is similar to Bentley et al.’s (2013) in an Australian context, that is, 

academics view some academic training and QA operations as unnecessary and a waste of 

time.  

Moreover, in such circumstances, an internal brain drain began. Private universities and 

companies could pay higher salaries for a person of the same educational background and 

skills, let alone foreign companies or universities. Coupled with low salaries and poor 

incentives, the spiralling inflation made academics struggle to live on their salary. That was 

why they turned to exhausting themselves with other jobs to make ends meet or left the 
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institution or the higher education sector. The respondents repeated the perennial 

concerns about the allure of academia especially when it became harder to get a tenured 

position. This agrees with Coates and co-authors who raised the alarm of the low 

attraction of academia as a profession (Coates et al. 2009; Coates & Goedegebuure, 2012). 

Additionally, this somewhat damaged the collegial environment when “people are too 

busy here and there, and the sense of belongingness is corrupted” (06TS). This important 

issue seriously influences the quality of teaching, research and services as a leader shared: 

“The thorny problem is that some staff think the satisfactory level is enough due to the 

low salary” (22TM). The interview analysis confirmed that a shortage of adequate staff 

with expertise and experience was a hindrance in these institutions. 

Inadequate facilities 

Almost all the participants noticed that the preparation for QA exercises had a positive 

impact on improving the resources shown in the new purchase of facilities and the 

resources the units obtain from the institution to prepare for assessment and 

accreditation. Though the institutional SARs 2016 and all the internal stakeholders 

acknowledged better changes in these types of resources, many of them remarked that 

there were still many problems: “I think the list is endless. We are short of resources, and 

the quality of the available resources is low” (13SSC). The libraries had very few official 

subscriptions to international journals and a limited access to textbooks and reference 

materials. The internet connection was poor; the ICT support system was inefficient; the 

counselling services were inadequate because the staff was not professional; the available 

laboratory facilities and equipment were not properly maintained or utilised and 

inadequate for the increasing number of students (17TSA, 06TSB, 26SSB, 10STB, 11 STC, 

01 STB).  

The majority of staff complained that they did not “have enough time or money to do 

research or to offer any service even with QA initiatives such as a learning the 

management system or test banks” (17TSA, 06TSB, 26SSB). Furthermore, while there were 

not enough facilities, materials and the like, there were also dysfunctional states of the 
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physical resources due to poor maintenance and utilisation. To make it more complicated, 

a support staff member observed:  

while students and academic staff complained that there were not enough 

learning and teaching resources, the number of students and academics accessing 

and using the resources did not increase after this centre had been equipped with 

the most up-to-date books and software for program accreditation. It is also 

ironical when it is easier to get funding for accreditation, but it is much more 

difficult to get funding for improvements after accreditation. (05SSC) 

This implies that communication may be malfunctioning or the resource upgrade may not 

go through a PDCA with a comprehensive needs analysis. 

The responses indicate that there was a lot of difficulty with financial autonomy. 

“Financial autonomy in Vietnam is understood as placing state-owned universities in the 

market economy and telling them to survive”, and “many important decisions and policies 

still depend on MOET” (VietnamNet Bridge, 2016, p. 1). This hinders accountability, for 

example: “Due to overlapping and unclear regulations and lack of professional software as 

well as qualified staff, sometimes we cannot set up and report the revenue estimates in an 

exact manner” (02SSC). As discussed in the IM dimension, accountability was a drawback 

here as shared by a member of the support staff in the Office of Finance: “Actually, the 

Board of Presidents and the Finance Office know how to increase the institutional 

revenue, but constrained by all the rules and regulations, they cannot fully exploit their 

available resources. So, they will find it hard to answer to the stakeholders” (02SSC). From 

the interview data analysis, the requirements for improving financial efficiency were 

ensuring transparency and a high synchronisation between institutional units, linking the 

distribution of financial results with the dedication of members and units in the 

institution, and ensuring the correct implementation of the State's regulations (12TMB, 

22TMC, 27TMA). This seemed to be quite challenging. 
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The insights discussed showed that problems of availability, adequacy, and misuse of 

resources were common in the three institutions under study. To some extent, these 

resources did not adequately serve the three core functions of an HEI as expected. Some 

administrators could not properly maintain the infrastructural facilities because they 

utilised a reactive approach to resource management. The phenomenon supports Pham’s 

(2010) summary of the challenges in higher education during the reform. Among the 

challenges is a lack of resources to reinforce a sustainable educational infrastructure. The 

situation seems to be prevalent in developing countries during the stage of massification 

as Johnstone (2011) observed: when institutional revenue cannot keep up with the 

increasing number of students, facilities and infrastructure cannot be appropriately 

invested in, and institutions have to manage with “inadequate resources for books and 

journals, equipment, computers and telecommunications” (p. 177). Strategic planning 

should be adopted. There should be systematic planning of the direction and total 

resources of an institution to achieve pre-determined objectives within a specific period. If 

these resources of the institution are well planned, they will be effectively managed to 

achieve quality learning outcomes. 

8.3.4 Weak education and research management 

Challenges to education management 

Data analysis revealed that all the education procedures and practices were in place, but 

there was still a gap between policy and practice. Though the Government agrees on 

“exercising decentralisation on education management; strengthening the autonomy and 

accountability of education institutions” (NAV, 2005, Article 14), the reality was 

inconsistent with the rhetoric. As many stakeholders mentioned, since MOET still 

controlled student admission quotas and procedures including the budget, the 

institutional role was only to place students in different faculties and programs according 

to their performance in the high school graduation examination. Consequently, many 

students join the institution regardless of whether they have the appropriate background 

for their academic studies and are stuck in the program until the end of the 
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undergraduate journey as it is complicated to switch programs in a so-called 

multidiscipline university with a credit-based program. This may lead to students’ low 

motivation and commitment (23TSC, 29SSB, 19TSB). 

As presented in Section 7.6, curriculum planning and development were centralised and 

performed by MOET. In this top-down approach, institutions found it hard to 

institutionalise the curriculum in terms of the amount of time for professional knowledge 

and the order of courses as the stakeholders emphasised. For example, the obligatory 

course components occupied too much time compared to the professional course 

components. Moreover, the priority of the obligatory components made it impossible for 

students to have a chance to approach their professional knowledge and experience 

earlier in their course of study (17TSA, 19TSB, 20TSC). Furthermore, there were not 

enough electives to choose from and the order of the units of study not logical, just based 

on the availability of lecturers, as reflected by a student: 

We cannot choose the course/subject we like because many courses on the list are 

not open. The institution leaves the soft skills to the clubs or student union. I have 

studied here for three years, but I have never seen any class or seminar on 

interview skills in English, which we badly need. (10STB)  

The excerpt possibly demonstrates that students were not fully equipped with academic 

and soft skills and the institution was not truly operating a credit-based system when 

students could not choose the subjects they wanted, and all the courses were organised 

as in the year-based system. This implies that their requirements are consistent with 

Massy’s (2003) study, that is, curriculum design emphasises not only the content and the 

perspectives but also the order of the courses/subjects and their impact of the order on 

student learning outcomes.  

Furthermore, regardless of regulations, employers were consulted in curriculum design on 

an ad-hoc basis, and consultations from others were somewhat symbolic and inconsistent. 

A year-3 student who was Vice President of the Student Union and supposed to 
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participate in all the meetings that require the presence of all stakeholders said: “We have 

never been asked to contribute to the curriculum design” (10STB). A few also raised the 

concern that academic quality required a close and continuing collaboration between 

undergraduate programs and secondary school programs and a systematic design that 

could build upon students’ prior knowledge and abilities as well as respond to the market 

needs (20TSC, 19TSB, 03MMB).  

Regarding the teaching and learning process, academics’ intensifying workload due to 

increasing class working hours and moonlighting jobs could impair the teaching quality. 

The infrastructure and facilities could not keep up with changes in the forms of delivery, 

that is, credit-based education and its associated teaching methodology and assessment. 

Many lecturers still used teacher-centred methods, many lacked pedagogical skills, and 

the renovation of teaching methodology was not carried out regularly (10STB, 24TSA). 

Moreover, teaching received higher attention than learning, and consequently students’ 

engagement was not properly focused, which undermined lecturers’ efforts (24TSA, 

05MMC). Hence, follow-up and controlling mechanisms for course implementation were 

in place, but this did not work regularly or efficiently.  

Concerning the assessment practices, in some courses, there was no continuous 

assessment, which was supposed to be essential in the credit-based system. Hence, such 

assignments as projects and term papers rarely appeared in many courses. Most 

obligatory courses on Marxism-Leninism still featured the following scenes: teachers 

slowly read, and students copied the words down in their notebooks and then reproduced 

their memorised knowledge and facts in the exams (09STA, 14STA, 16STC).  

There was considerable concern about the level of difficulty for exams and questions in 

exams and the effectiveness of statistics for exam results. Students were concerned about 

partiality and subjectivity in the assessment practices. Improvement seemed to be 

compromised by lecturers’ failure to provide students with reliable and timely feedback 

for their assignments. Unfortunately, cheating was widespread and was becoming a 

culture at HEIs. Gaining high marks or passing the tests by the use of cheating was found 
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acceptable, especially in the so-called tedious or unnecessary subjects for students’ future 

profession like Basics of Marxism-Leninism. (28SSA, 09STA, 14STA, 10STB, 29SSB, 20TSC). 

All of these undermined the quality of education and all the resources allocated in the 

assessment procedures. 

Challenges to Research Management 

Though striving to lead in research in the higher education sector, the three institutions 

under investigation still adopted a compliance-driven rather than a strategy-based 

approach to research management. The role definition was still confusing though all three 

institutions established a full structure for research management: 

Our strategy for research mainly reflects MOET, the city, and the nation’s strategy. 

However, leaders and especially the Research Office seem to spend most of their 

time solving daily paperwork and urgent administrative problems. (24TSA) 

It appears that the Research Office did not fulfil management responsibilities–planning, 

organising, leading, and controlling as defined by Scheermerhorn et al. (2014)-though they 

seemed to be better at organising and controlling. Similarly, though every academic unit 

had a Board of Science and Training and a Vice Dean of Research, they worked as a 

contact point between the Research Office and the staff. They were in charge of 

disseminating the information from the Research Office, collecting proposals, and 

submitting them to the Research Office for approval or to a higher level or agents from 

outside the institution (24TSA, 07MMC). The Board members were often absent in the 

meetings, and the common practice was that there were not enough members present in 

a meeting to vote for a decision though they were supposed to meet twice a year (24TSA, 

07MMC). Hence, though all structural components were established as required by MOET, 

their roles and responsibilities in RM seemed to be blurred and confused with a focus on 

administrative jobs. 

Regulations, policies and procedures for research activities were still very complicated, 

bureaucratic and unaligned with research policies and procedures in the rest of the world 
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leading to difficulties in managing research activities. This is clarified in SAR-B (2016) 

“Regulations and procedures for Science and Technology Implementation from different 

administrative levels are still complicated and bureaucratic” (p.106). Though only one 

among the three institutions published regulations on research ethics, all of them were 

fully aware of research integrity and applied the Law on Intellectual Property and Law on 

Science and Technology. However, the mismatch between theory and reality was rather 

considerable: “The institution has not organised workshops to train all lecturers on 

intellectual property and has not introduced any measures to fight against plagiarism but 

depended on students’ honesty” (19TSB). This was also confirmed by SAR-B (2016). 

However, a primary concern was “the project grant approval procedures at all levels were 

ambiguous, complicated and sometimes mysterious” (06TSB). All the SARs of the three 

institutions mentioned this as a significant limitation to the number of their projects at the 

ministry or national level as they were inexperienced in designing a proposal, 

presentation, and participating in the project approval procedure, quite apart from the 

burden of paperwork (SARs, 2016). This hindered academics’ projects from being 

approved by a higher level and strongly suggests that young researchers had few 

opportunities to get access to research budgets at institutional or higher levels due to 

limited connections. Similarly, the project outcome evaluation procedure was also 

different from international research procedures as an academic stated:  

The question in focus is whether the project is completed on time or not. The 

researcher has to make a presentation about the research in front of a committee. 

After that two examiners will read their comments about the research and then 

the committee will give some feedback only based on the presentation and the 

two readings. The project then ironically ends its lifetime in a cabinet (20TSC).   

This may be a reason why all the SARs 2016 highlighted that the number of projects that 

got intellectual property registration was not high, and many projects did not have many 

applications. It suggests that rules of peer-review or publications for these research 

projects, which is a common practice in research worldwide, seemed to be absent here.  
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The infrastructure serving scientific research was still weak despite institutional efforts to 

upgrade it from different sources. These institutions experienced a high shortage of 

“[h]igh-grade computing systems and modern research facilities. Some staff in charge of 

these facilities had no knowledge about them. The library should invest more in books, 

journals, professional journals, and software that can prevent plagiarism and ensure 

academic integrity” (11STC). The mechanisms for recording, storing, and retrieving 

intellectual property were not available (07MMC, 06TSB, 17TSA). All the staff talked at 

length about lack of funding, which decided the success of any research project. The 

researchers found it hard to upskill their competencies when the institution could not 

provide researchers with sufficient inputs such as workspace, computers, standard 

electronic databases, and field trip expenditures. The findings suggest that the biggest 

challenge to ensuring and improving research quality was associated with the incongruity 

between the availability of research resources and the research requirements. 

 Nonetheless, what all the three cases were most concerned about as reflected in their 

SARs (2016) was the non-uniformity of the participation of staff in research. They did not 

have many international publications in comparison with the number of staff. “Some 

lecturers are still passive in searching for information and understanding all the 

requirements and the ways to make an effective proposal and complete all the 

procedures” (SAR-B, 2016, p.108). However, this was also a challenge for academics in 

light of the current increase of students, classes, and programs. They did not have enough 

time and training and were not motivated to develop their competencies as discussed in 

Section 8.3.3. At these HEIs, some fields of study obtained more projects and research 

outcomes, especially international publications, than others. This could be explained as 

follows: “if the board of deans were passionate about doing research and had more 

connections and partnerships with the local communities or industry, that unit had more 

projects and more publications” (21MMA). Again, this emphasises the role of leadership in 

CI. However, this was also related to the ambiguous administrative and finance 

procedures mentioned above: “If they know the game, they will know how to play it. That 

means if they know the rules and know the people, they can get funds, they will have 
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projects, and then they will have publications” (06TSB). In short, the picture is consistent 

with Tran’s (2006) study stating that there is not enough encouragement for academics to 

be wholeheartedly committed to innovation and scholarship.  

8.3.5 Challenges to stakeholder focus and satisfaction (SFS) implementation  

It could be inferred from the discussion in Section 8.3.2 that one of the challenges to SFS 

implementation at these institutions was the difficulty in collecting the right information 

and analysing the information in the right way. HEIs found it hard to get feedback or ideas 

from stakeholders such as teaching staff’s perspectives on supporting staff’s service and 

behaviour or students’ viewpoints about the institution’s facilities. This was recorded in 

the SARs-2016 of all the three institutions:  

We have many campuses scattered around the city, so communication with each 

member of the staff is rather challenging. Besides, […] some staff have not 

exploited their right to democracy and still feel hesitant about contributing their 

ideas to the institutional activities. (SAR-A, 2016, p.43) 

Conversely, it was not easy for stakeholders to be heard:  

The institution and each unit have a suggestion box, and the senior leadership 

schedules time to meet staff and students directly, but most think that it is just 

formal, and our thoughts will not be appreciated. The evidence is that there are 

many voices at the annual conference at the institutional level and the annual 

meeting at the unit level, but things never change. (06TSB)  

It is likely that the grassroots level’s decisions and ideas were discouraged. The findings 

strengthen Dao’s (2015) study stating that across the university, institutional power is in 

the hands of the Board of Presidents while unit leaders have little power, and staff have 

none. A study on the influence of culture on managerial behaviour also reveals that top-

down decision making is preferred though the managers always request consensus 

(Berrell et al., 1999). Regardless, besides a more efficient database, better communication 
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and a change in leadership and management style were seemingly needed among the 

actors in the QA process. This possibly made it hard to determine stakeholders’ needs and 

expectations as an employer shared:  

More and more students cannot find a job or the right job that their study can 

serve. Though some students are brilliant, we have to retrain the students, and 

what is taught at the university seems to be of low use in our organisations. 

(25EPA)  

An academic also expressed his concern:  

The library has spent hundreds of millions of Vietnamese dong on books and 

journals while lecturers do not touch most of them and complain that they do not 

have enough books and articles to study or research. The university also spent a 

huge amount of money on the sports complex, but students still do not have space 

to play the sports they love. (17TSA) 

The excerpts suggest that these HEIs fail to identify or forecast the society’s needs, 

especially industry’s expectations, and even the internal stakeholders. These challenges 

were not uncommon in the higher education sector (see also Minh, 2016; Dang, Du, & 

Thien, 2015).  

It was also challenging to satisfy stakeholders’ expectations when the working, teaching, 

and learning environment was not well established. Academic staff explicitly expressed 

that they were overloaded with work. With the new curriculum with all its add-ons 

including new philosophy, new course syllabi, new methodologies and changes in the 

teaching practice coupled with designing and revising all these, lecturers had to spend a 

lot of time keeping themselves updated. Furthermore, the new internal measures 

required a lot of paperwork, more frequent training and meetings, which seemed to steal 

the time needed for investing in actual teaching and class preparation. Lecturers suffered 

more stress when undertaking more responsibilities in supervisory activities in students’ 

internship and research or working as tutors or advisors. However, the most time-
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consuming job was conducting research, especially when this had not been a practice for a 

very long time. The situation is not different for administrative professionals as one 

shared:  

The university does not have enough staff as we have to carry out extra work at 

low pay. We cannot handle everything especially the floods of queries during peak 

time. We have few opportunities for career development compared to lecturers. 

We somehow feel overshadowed by them. While lecturers receive praise for 

students’ success, we are not credited. (29SSB) 

The comment suggests that the services cannot be considered good. This is contradictory 

because, as discussed in Section 8.3.3, academic leaders claim that academic units do not 

have as much power as support units, implying the close relationship between the board 

of presidents and supporting units.   

In comparison with other stakeholders, students’ satisfaction with the current standard of 

quality at these three institutions seemed rather low. Their dissatisfaction ranged from 

the education process, namely, teaching staff’s competence and curriculum, support 

staff’s attitude to the output, that is, employability, though they admitted that many 

academics have good competence and behaviour, which meant high quality for students. 

This emphasis is supported by Telford and Masson (2005), who identify the critical 

evaluations of students as being related to the program design, delivery and relevance to 

the labour market needs. Their answers are straightforward, and they seem stringent on 

the quality of the institution.  

Generally, I do not think the university provides us with high quality as to my 

knowledge the courses are sometimes not necessary for my future job; the 

teaching methodology is not always interesting; the program does not guarantee 

us a good job; and the faculty does not give us any connections though I am now in 

my final year. We have to manage it by ourselves. (10STB) 
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In fact, the institution did have some connection with businesses for students’ work 

placements, but it did not cover all units and all students (SARs, 2016).   

There seemed to be a problem of approachability to people of power like staff and 

leaders. Though leaders confirmed that there was empowerment on the campus, staff and 

students admitted that they never dared to knock at the president’s door for a chat about 

what they are concerned about (09STA, 02SSC). The stakeholders’ insights possibly 

indicate that while collecting the right information was already difficult as mentioned 

above, collecting the real information may be even harder. 

For all students, competence should be associated with the appropriate professional 

attitude, including academic and staff’s personality and personal efforts, which may 

remain in students’ minds and may contribute to their professional and personal life, a 

factor which rarely features in the literature. So, quality involves staff competence and 

behaviour and good infrastructure.  

Many teachers are competent, enthusiastic, and committed. They know how to 

stimulate the interest in the subject. They care for their students at the personal 

level. What I feel dissatisfied about is support staff’s lack of attention though this 

commonly happens in the public sector, and the insufficiency of finance for 

appropriate infrastructure. (09STA) 

It is interesting that though the attitude of support staff was cited as an essential quality 

characteristic, students seemed to justify their behaviour. They explicitly connected staff 

lack of performance orientation to the public-sector tenure and culture. They appeared to 

blame the government for the way the public sector was organised and their universities 

underfinanced. Besides, undergraduates seemed to be unaware of the institutional 

strategy and the direct involvement of leaders in their learning experience. However, 

postgraduates seemed to be more informed about institutional leadership and strategy. 

They gave credit to their HEIs’ partnerships with industry and the community (11STC, 

01STB). In short, many stakeholders seemed not to be satisfied with the infrastructure, 
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facilities, education, and administrative processes of their HEIs. Though they 

acknowledged their institutions’ efforts in the past decades, all the processes needed re-

engineering and reforming to promote stakeholders’ engagement and belongingness. 

8.3.6 The difficulties in partnership development and management 

Data analysis from Chapter 7 shows that the three selected HEIs were indeed forging 

partnerships with their regional, national, and international counterparts. However, along 

with those exciting prospects came a large number of challenges including which models 

of partnership to follow, how to find partners, how to negotiate agreements and 

contracts, how to manage institutional and national cultural differences and expectations, 

how to perform evaluation and assessment, among others, as a middle manager reflected: 

We seem to adopt the reactive approach. Collaborations with other universities 

usually come from their initiatives. Research projects from the community are 

mostly based on their orders. Yet, we actively connect with employers and industry 

for their contributions to our curriculum and internships as this is obligatory. Most 

partnerships start from personal connections. Besides lack of funding, we still do 

not have any official mechanism to evaluate these partnerships. (03MMB) 

The quote seems to indicate that HEIs were not confident in negotiating with their 

potential partners, in learning, researching, sharing information, and absorbing new 

knowledge. This could be connected to leadership because according to Butcher, Bezzina, 

and Moran (2011), leadership is instrumental in inspiring the synergy, participation, and 

success of a partnership. As in other dimensions, policies seem to be an important factor 

in the procedures as identified by a member of the supporting staff. In fact, there are 

many challenges to effective partnerships, however, the most important is limited, 

overlapping, and inconsistent legal documents. Specific regulations, guidelines and action 

programs are needed to regulate and encourage the involvement (05SSC). Another 

lecturer added: 
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Up to now, this kind of cooperation has just happened on a voluntary basis. 

Additionally, businesses usually pay full attention to the results of their activities. 

For example, they questioned us about our framework for career-oriented 

curricula, the standards for training programs and management, and it turned out 

we were underprepared as we were not sure of the regulations. The complicated 

and more often unresponsive process of approving the opening of training 

programs also gave them a lot of doubt about the cooperation. This demotivates 

their spirit of engagement, which has been low already. (24TSA) 

From the stakeholders’ insights, it could be concluded that partnerships at these HEIs 

encountered a multitude of challenges coming from the external as well as internal 

factors. The extrinsic elements included the lack of a synchronised policy system 

regulating the activities, the complications of the overlapping and inconsistent legislation 

documents, the lack of policy on transparency and incentives, the HEIs’ limited autonomy, 

the lack of industry awareness of HEI teaching and research activities or potential 

contributions, and the incompatibilities in expectations, culture and practices among 

partners. The intrinsic determinants may consist of the lack of a framework and 

mechanism to create, manage, and evaluate the quality and impact of partnerships, the 

inactive participation of related staff, and the lack of experience in cooperation.  

8.3.7 Obstacles to benchmarking within the institution and beyond (BM) 

As acknowledged in Chapter 7, BM was popular in these HEIs under the form of private, 

individual, and spontaneous comparison. This suggests that many difficulties inhibited the 

practice of this component in the QM implementation. According to the stakeholders’ 

insights, these obstacles include but are not limited to: socio-cultural factors; lack of 

policy; obligations; lack of awareness, consensus, and commitment from all stakeholders; 

resource availability; weak capacity in data collection, analysis, and synthesis, and lack of 

principles, code of conduct, methodology, and mechanisms to initiate BM. A lecturer who 

is also a QA assessor commented: 
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At present, we do not have official BM except for some under the form of Self-

Evaluation Report, Self-Assessment Report, Peer Review prepared for 

Accreditation, Institutional Accreditation, and Program Assessment. The 

explanation for this may come from our culture which discourages the sharing of 

data highlighting the humiliation of an information leak. That is why we prefer 

private BM when necessary. Speaking about culture, we cannot deny that we tend 

to make use of estimations, so numbers, figures and external examinations and 

questions are what we are scared of. (06TSB) 

The idea suggests that the deployment of BM was essential but it depended a lot on 

having a growth mindset from the whole institution, especially the leaders. The 

development of BM may be inhibited by the fear of the misuse and misinterpretation of 

the information and the fear of the exact number or the culture of evidence which could 

make the leader or the institution lose their competitive advantage. However, most 

serious is the limited access to the BM methods and tools as reflected by the two directors 

of the QA units below: 

Actually, on the part of the government, there is a lack of policy and obligations for 

BM to start. On the part of the university, some people may know BM, but 

generally, there is a lack of awareness, consensus, and commitment to have official 

BM. (15MMC) 

For effective BM, many things need to be done. I rate our chances of preparation 

now as zero. We have to build the principles, code of conduct, methodology, and 

mechanism. Apart from the poor institutional and national databases, we do not 

know how to develop appropriate benchmarks and indicator systems. If we adopt 

an international benchmark system, is it comparable and compatible? How can we 

identify suitable BM partners and benchmarks? It may take time. (30MMA) 

It is apparent that generic BM can be initiatives for BM, but there seems to be a fair way 

to go so that official BM with its own methods can be established and can be ready to 
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provide good practices to aid institutional management. The cultural and legal context in 

which these HEIs operate seemed to make comprehensive and institution-wide quality BM 

initiatives quite challenging to implement. Poor IM, a poor data system across the higher 

education sector, transparency, and integrity of information are also great challenges to 

BM, which requires complete sharing of data. It appears that obtaining commitment to 

BM across the institution as a whole and further across the higher education sector was 

not an easy task. 

8.3.8 Suggestions for institutional capabilities  

 The findings indicate a need to upgrade information management to the next level so 

that it could contribute to QM effectiveness. There was an emerging tendency in these 

institutions to use scientific methods such as institutional research or evaluations for 

monitoring and improving the core processes, though there were still considerable 

impediments to make the process efficient and effective. According to the respondents, 

IM should be continually practised to help create and sustain an internal culture of 

evidence-based practice for QM improvement as a QA officer discussed: 

At the institutional level, we could think of creating an institutional research office 

to eliminate fragmentation and increase the professionalism of IM. To gain 

effectiveness, this office needs to help equip staff with the knowledge, ethics, and 

tools that inspire confidence and professionalism. (26SSB) 

The quote indicates that the generation and systematisation of information or 

institutional data should be introduced as a practice. As the stakeholders stressed, for 

transparency, integrity and professionalism in the IM process, all the steps must be 

observed strictly. In the current operation of these HEIs, they suggested the following 

process, which may sound feasible. The information management process starting with 

collecting data and transforming data into information may take different formats. In the 

beginning, it should concentrate on external and internal demands and data on these 

should be collected. During the transformation of data into information, standard 
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techniques can help with data analysis and electronic templates would facilitate 

consistency. Storage should ensure convenient accessibility, with information distribution 

complying with all institutional and governmental policies. Archived information may be 

stored with its specific notes of changes or sources in a database that allows convenient 

access (06TSB, 15MMC, 26SSB). However, the respondents also emphasised the 

effectiveness of data use (06TSB), which Woodhouse (2013) has warned about:  

HEIs gather enormous amounts of information and data—but use only a fraction of 

it. Thirty years ago, I urged my faculty to gather more data on student opinions; for 

the last ten years, I have been urging institutions to gather less data but to use it 

more effectively. (p.7)  

Bearing in mind this caveat, the creation of these mechanisms will bring about valid and 

reliable information within the institutions. With the commitment of building a quality 

culture and information management strategy, the culture of evidence will be developed 

and maintained together with an effective implementation of QM. 

Though acknowledging that it was much better than the past, all the leaders still 

confirmed that they did not have enough resources to carry out as many initiatives as 

necessary in the adaptation to a changing environment. They expected the government to 

allocate a higher budget for expert training and research in science and technology; to 

issue policies that help autonomous institutions seek for official development assistance 

(ODA) from other countries to fund training and research projects; and to authorize the 

institutions to determine enrolment quotas in accordance with their training capacity 

(22TMC, 27TMA) with the development of related institutional regulations. The leaders 

should focus on staff professional development with an emphasis on efficiency, ethics and 

a law-abiding spirit in the whole institution. Each person in charge of a post must 

understand their rights and responsibilities for their own job (15MMC, 06TSB). 

In an effort to orient itself towards becoming a research-intensive institution, each 

institution should introduce stronger measures to promote scientific research. As 
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discussed in Chapter 7, most institutional leaders and staff had an unshakable belief that 

research was essential to continuous quality improvement and the reciprocal effects 

between teaching and research played an essential role in transformative education 

(Sellers-Rubio, Mas‐Ruiz, & Casado‐Díaz, 2010). Therefore, more than half of the 

respondents agreed that it was a must to apply research outcomes into daily teaching and 

take advantage of this mutual benefit. In their turn, academics should impart the passion 

for doing research to students, facilitating students’ motivation, curiosity, interest and 

enthusiasm in researching, besides providing them with research skills and ethics. One 

member of staff suggested “using English in writing and presenting when participating in 

students’ research programs” (06TSB). This idea may support the current strategy of 

internationalisation.  

The leaders and staff also emphasised the collaboration in research between peer 

institutions and relevant research institutes, which was considered mutually beneficial. 

While the universities could provide institute researchers with the posts of teaching and 

supervision, the institutes could provide the universities with experience and facilities for 

conducting research.  

However, the most frequently mentioned factor was the regulations and policies which 

could motivate the love for research and help increase the efficiency of teaching and 

research as shown by Sellers-Rubio et al., (2010)’s research; and the requirement for 

research products that could be applied in daily life and industry, solve new or existing 

problems, or produce new knowledge. Research should be further supported, be 

connected with teaching and learning, other institutions and institutes, the local 

communities and industry, and consequently contribute to institutional resources (19TSB, 

20TSC, 24TSA, 17TSA, 06TSB, 21MMA, 22TMC, 11STC). 

The suggestions from interviewees mostly focused on how to deal with the ambiguous 

procedures and how to attract sponsorship from other partners apart from MOET or the 

government. The interviewed participants hoped for collaboration between the Research 

Office, the academic units, and the Board of Science and Training at both levels. To obtain 
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sponsorship from other agents, they should start to collaborate with the Administration 

Office and the International Relations Office to bring more research projects to the 

institution by strengthening existing and developing new links with industry and other 

local agents.  

They should actively disseminate impactful research by collaborating with scholarly 

journals and helping with the registration of intellectual property, publish institutional 

magazines, annual reports, and conference proceedings to make research outcomes 

known, and continuously update research abstracts on institutional websites. Besides, it is 

necessary to establish the research orientation of institutional specialisations and 

branches to look for research partnerships, push the quantity and quality of academics’ 

publications, and promote the conduct of research according to international standards 

through international publications and introduction of a transparent procedure of grant 

approval and research evaluation right at the institution. To increase the number of 

research projects approved by MOET, other ministries and the government, the leaders, 

staff and the SARs (2016) advised the institution to design a strategy for building research 

capacity in all the academic units, especially the weaker ones, develop research teams to 

participate in key national projects, programs, and most importantly to deliver fruitful 

research training for researchers on research skills, project management, and research 

ethics. The Research Office and academic units should organise training and share 

experience in how to design a proposal and project planning, how to write reports and 

how to master and follow the financial procedures as well as organise reviews for the 

proposals and researchers’ presentations for feedback before application. The Board of 

Science and Training at both institutional and unit levels should consist of qualified 

members working on objective criteria to choose the best research projects for a grant 

application (19TSB, 20TSC, 24TSA, 21MMA, 17TSA).  
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8.4 Institutional culture 

8.4.1 Challenges 

Though acknowledging that CI truly originated from leadership in the Vietnamese context, 

all the interviewees were aware that CI could never be successful when QM 

implementation was considered as managerial and lacked ownership from the staff and 

students. Internal QA would remain external unless these stakeholders were truly 

involved in the whole process of policy development and implementation (19TSB, 20TSC, 

27TMA, 06TSB). According to almost all stakeholders, resistance to change was a major 

barrier to the development of a quality culture and was manifested through 

miscommunication, extra workload and small incentives, inertia from a part of the staff, 

the inability to fire inadequate and unskilled staff, and centralised management. 

First, as required by MOET, QA needed to be carried out at the institutional level including 

both internal and external evaluation. IQA practices were perceived as a method to meet 

MOET demands. Some participants mentioned having ‘vague’, ‘global’, or ‘confusing’ 

understandings of how internal measures could be transformed from regulations on paper 

to actual daily activities: “I have not the faintest idea why we have to follow MOET Quality 

Standards. Many standards are not quite related to our teaching and research” (19TSB). 

Furthermore, some could not distinguish between the two different purposes of IQA and 

accreditation as a QA officer highlighted: 

The purpose of QA is improving institutional capacity not ranking. To improve the 

institutional quality, we have to maximise the efficiency of our operational 

procedures through incorporating the quality culture with our operational 

processes. Our people currently believe that accreditation and IQA are the same. 

This is really dangerous. If this misinterpretation continues, we cannot improve 

anything. (26SSB) 
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The comment suggests that without a thorough understanding of the practice, 

institutional members seemed not to feel the urge to change. All the four top leaders 

admitted that not all in their institutions were fully aware of and committed to quality 

culture because it was associated with people’s minds, ways of thinking, institutional 

culture, and the level of democracy. However, it was likely that communication did not 

play its role well in this context because it appeared that the quality objectives were not 

well communicated to all stakeholders. Therefore, staff’s low awareness and commitment 

brought about lack of staff involvement and lack of consensus among units, leading to the 

failure in accomplishing the predetermined goals and objectives of the institution.  

As discussed in Chapter 3, “Fitness for Purpose” is applied in Vietnamese higher 

education. “Fitness for purpose” indicates that the institutions are evaluated against their 

own purposes. However, most stakeholders, even managers who were very active in QA, 

were not aware of this:  

In my opinion, the institution has not got any official definition of quality or QM 

framework. Quality here I think is the quality of the curriculum as the institution 

started from that point and the institution manages the quality following MOET’S 

Quality Standard (06TSB). 

As quoted in Sections 7.6, 7.7, 8.3.3, and 8.3.4, when discussing the integration and 

reciprocal relationship between education and research, some leaders and staff possibly 

regarded quality as transformation while some staff and students regarded quality in 

terms of being exceptional when discussing their satisfaction (11STC, 02SSC, 23TSC, 

09STA, 14STA, 17TSA, 07MMC). This supports what Westerheijden, Hulpiau, and 

Waeytens (2007) found. Though QA is usually considered as a legislative policy 

instrument, academics are the ones who contribute and perceive that quality means 

excellence. Therefore, in these institutions there existed at least three major definitions of 

quality.  
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Second, the heavy workload and small incentives contributed to serious resistance from 

staff. Though the leaders were aware of encouraging the involvement of different actors 

in the process, the initial reaction of most academics was adverse. They considered the 

quality practices as interruptions since these extra jobs interfered with their teaching and 

research:  

Preparation of all kinds of evaluations requires a massive load of paperwork which 

takes a lot of time while we have other commitments related to teaching, 

research, and services. Besides, we have to take on more pressure due to the 

results of these evaluations. (23TSC)  

 Resistance to change resulted from lack of incentives for the QA process, which could be 

characterised by lack of funding, achievement orientation, and a high power-distance 

especially when only leaders or managers were perceived as worth receiving the rewards: 

It is not always easy to change a culture as the resistance is always tremendous. 

Changing the academic environment is even more challenging. Faculty rewards 

and recognition are critical to the change process (26SSB). 

The quotes demonstrate obstacles to the process of building a quality culture (QC) at 

these institutions. 

Third, inertia from a part of the staff led to the resistance to change. Affected by a non-

assertive, “femininity” (Hofstede et al., 2010) culture, some people were satisfied with 

what they had and did not bother expending the effort to change. For example, some 

obstacles with seniors of over 20 or 30 years’ experience were recalled. Raising awareness 

or persuading them to change required delicate skills with all respect: “Sometimes you 

just have to wait them out, and wait for their retirement” (07MMC). However, before they 

retired they had enough time “to pass their weariness, indifference, and stubbornness to 

the next generation” (07MMC). Another leader added “Raising staff’s awareness and 

changing their attitude would be extremely hard when they get their job done just to stay 
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on the payroll and are interested in something else outside” (03MMB). Inertia is also 

expressed through the refusal to work in teams, which QA practices require.  

Fourth, the inability to fire inadequate and unskilled employees negatively influenced the 

formation of institutional QC. As detailed in 7.5, centralised management made it 

impossible for leaders to fire their staff due to staff’s tenure. “After all, tenured staff are 

paid and managed by the government” (18TMB). Furthermore, due to the practice of 

saving face (Hofstede, 2010, Tran, 2006, Tran, 2008), the leaders found it hard to let them 

go because people may think that the leaders were not qualified enough or kind enough 

to keep them (02SSC). Because of the achievement orientation (Hofstede et al., 2010), if 

that person is a staff of high academic rank such as a professor or doctor, their leaving will 

“decrease the number of professors or doctors of the institution” (07MMC). The 

interviews suggest that these unwanted staff may have a negative impact on QC building. 

Fifth, respondents revealed that this resistance seemed to be fiercer when the IQA 

practices had already been exercised at the level of the central office. Most people were 

convinced that “this was the job of the QA Office” (31MMB). This typically underpins 

Brennan and Shah’s (2000) argument that institutional QM becomes more centralised by 

establishing formal QA systems and procedures, especially the QA unit. When HEIs apply 

centralised management in such a context, they propagate the idea that QA is not 

everybody’s job. 

It is likely to be challenging to apply CI in such an environment as one middle manager 

raised his particular concern on this issue, which is also consistent with the remark from 

an expert recorded in Chapter 6, “HEIs are very good at planning, rather good at doing, 

bad at checking and worse at acting” (I21): 

In fact, QA is not fully implemented at our institution as it comes from compliance 

rather than from willingness. The QA process should be systematically performed 

by identifying the weaknesses and then promoting improvement. The PDCA cycle 

should be well articulated to ensure the success of CI. (03MMB) 
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The excerpt suggests that these institutions may need a strong will to go to the end point. 

The participants also admitted that the QA structures were not effective at the time of 

study. As mentioned above, even though some practices were in place, they were not 

performed well, and there was a mismatch among different units in the implementation 

and cooperation. Lack of coordination still existed mostly due to the Quality Office’s poor 

performance.  

8.4.2 Suggestions for improving the institutional culture  

First, many stakeholders highlighted clear communication as an effective way to improve 

the institutional culture. According to them, all the community must share a common 

point of view on what to do and how to do it and a common language to lubricate the 

process, as stated by Pfeffer (1992). On the part of the leaders, they seemed to perceive 

the same:   

For our vision to 2030, we desire to become a research-intensive institution which 

ranks among the elite universities in Asia. We have defined our strategic goals and 

periodic development planning, but we might not realise the vision if we are not 

well-prepared. We aim to help all the unit leaders to be enlightened on this vision 

and share with their staff the enthusiasm and enable them to implement it. 

(27TMA)  

The excerpt possibly indicates that the leaders’ clear and well-communicated orientation 

could develop the awareness and heighten the need to improve quality in accordance 

with the institutional goals. However, as many respondents stressed, to do all that, a clear 

vision, mission, management aims, advancement, and outcomes of the QM 

implementation should be communicated across the institutional community. In doing 

this, the leaders should exploit both a bottom-up and top-down approach right from the 

development of the strategic planning process and use the QA Office as well as the quality 

teams to closely support the implementation of the operational framework to continually 

promote institutional efficiency and effectiveness.  
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Second, accompanying that mechanism is an effort to understand and share and a just 

and transparent reward and punishment mechanism to encourage people to join in the 

new practice and raise their awareness. A leader revealed: “Resistance and reluctance to 

change are so enormous. Staff rewards and recognition are critical to the change process” 

(15MMC). Moreover, leaders should continually recognise and celebrate team and 

individual efforts towards improvement via mechanisms such as the annual awards or “on 

the spot” awards (02SSC). These actions can promote continuous quality improvement 

because active participation of all kinds of stakeholders including leaders and staff may 

increase greater ownership of CI in accordance with their own history and goals. 

Third, enabling CI across the whole campus through all stakeholders’ involvement, 

consensus, and harmony is an essential practice to build up a QC. As discussed elsewhere, 

CI should originate from leaders. That is why an academic who was also a member of a 

quality team shared:  

Leaders should motivate their staff to build up a quality culture. They have to 

encourage the staff to contribute an innovation in QM. They should also design a 

strategic QM framework with a long-term focus on people, partnership, 

infrastructure, communication, and accountability to facilitate institutional 

improvement. (20TSC) 

The excerpt demonstrates that leaders had to get stakeholders excited and stimulated 

about change and help them be transformed. The leaders should consistently integrate 

QM with the PDCA principle into their strategic planning process in an operational 

framework to enable continuous quality improvement across campuses (03MMB). 

Moreover, a leader critically remarked that the Vietnamese culture of compliance should 

be exploited at the beginning of building the quality culture. When people got used to it, it 

would become a habit and a new environment would start. Therefore, the leaders should 

understand the staff characteristics and give it a thrust by issuing strong policies with 

internal regulations and processes (18TMB). Surprisingly, the participants did not provide 

any suggestions for improving the staff or leaders’ characteristics to help leaders respond 
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to those cultural challenges. Most of the suggestions for improvements focused on 

leaders’ competence and the internal system of higher education and the institution. This 

can be explained by their national characteristics: femininity–let it be, and it is traditional, 

no change and no discussion. The interviews suggest that beliefs, traditions, norms and 

behaviours are deeply rooted in their blood. Thus, national culture is most challenging. 

Regardless, these respondents did recognise that creating an institutional environment 

that enhances quality with such challenges was a long-term project performed in a tactful 

manner (27TMA, 31MMB, 03MMB). Regardless, to respond to this issue comprehensively, 

top management should adapt the quality practices to the national characteristics and the 

existing institutional culture (31MMB). Thus, quality should be integrated into the 

institutional culture to break down the resistance to change and to raise quality 

consciousness among all stakeholders. 

8.5 Discussion  

8.5.1 Possible explanations for challenges for QM implementation through the lens 

of national culture  

As discussed in Chapter 7, the institutional leaders strongly confirmed that they launched 

a comprehensive strategic planning process believing that the institutional culture must 

be transformed, making it different from the traditional environment, and linking QM to 

strategic planning tailored to the institution. Nevertheless, among the stakeholders, there 

was a general feeling that the reforms had little effect in terms of education and research 

improvement. While top management may be responsible for the decision to engage the 

institution in QA activities, this single decision is only the commitment of a small group. 

Support from all the stakeholders is required to move this decision forward. However, it 

was not easy at all. As discussed above and in Chapter 3, national culture, especially 

Hofstede et al.’s (2010) cultural dimensions including high power distance, high 

collectivism, high femininity, low uncertainty avoidance, and medium long-term 

orientation, may help understand the challenges to the QM implementation at these 

three HEIs. 
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Anxiety about being exposed  

Despite the increasing influence of western culture and the score of 20 in the 

individualism dimension, these institutions experienced a serious lack of sharing:  

This is the weak point of the Vietnamese employees. They never voice anything in 

the meetings. No questions and no answers. This also leads to the refusal to work 

in teams which QA practices require. It is tough to know what they are thinking or 

feeling. We cannot persuade them or propose a solution if we do not know their 

problems. (07MMC) 

Another middle manager also remarked that: “[m]ost academics are highly self-respecting. 

If they are against the policies or procedures, they just try to do their job as they are told 

without saying a word straight into their leader’s face” (30MMA). The critical quotes 

sound contradictory when these staff come from a collective culture. Three reasons can 

account for this phenomenon.  

First, due to high power distance, subordinates found it challenging to speak against their 

superiors, especially in a public place. A supporting staff member shared: “Actually, my 

leaders can get access to important information and know everything. We just follow 

them” (02SSC). This comment suggests that they may be in awe of the senior leaders and 

their leaders’ experience and knowledge. With the lack of a critical view toward their 

leaders, they felt that what was inside their head was too silly to speak out. This trait 

agrees with the concept of harmony.  

Second, because of high femininity, they were satisfied with what they had and accepted 

what was decided by others without complaining in public according to an accepted way 

of life: ‘silence is golden’ and ‘grin and bear it’, which may resonate with the traditional 

Buddhist culture. However, later, they refused to cooperate or became indifferent or even 

fought against the process silently, which was an enormous barrier to the efforts of 

institutional leadership and management to procure stakeholders’ involvement. The data 

analysis also revealed that the consequences of this behaviour could be avoiding to 
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provide feedback or providing unreliable feedback to please the superiors, feeling too 

frightened to contribute ideas, refusing to share data or know-how, and destroying 

communication as discussed in Section 8.3.2.  

Third, the anxiety about being exposed could originate from in-group loyalty and face-

saving practices. As discussed in Chapter 3, though Vietnam is a collective society where 

people find it easy to share what they have, in daily communication, they corner 

themselves in an in-group and consider others as out-group members. In-group members 

call themselves ‘I’ or ‘we’ with a special spirit of cherishing a close relationship, sharing 

identical cultural standards and behaving as ‘family members’ while the so-called 

outsiders may not offer ‘the same voice’ or be ‘in the same boat’. As in-group members 

always desire to be recognised as joined together with high consensus in actions and 

words, when they have their say as a group or on behalf of a group, the face of their group 

is the priority; and as individuals they are inclined to ‘bite their tongue’ refusing to express 

their true feelings (Nguyen, 2015; Tran, 1999). This was also confirmed by the SARs 2016 

of all the three institutions stating that a significant part of the employees did not actively 

voice their ideas on institutional activities. Furthermore, this feature always forced the 

management team to experience the detachment from other staff or individuals, and they 

all tended to keep their own information to themselves during the struggle for power or 

influence. This may be deeply rooted in the local village spirit, balkanization and factions, 

which supports Tran (1999)’s study.  

This poor culture of sharing is an enormous obstacle to QA as the process is fundamentally 

based on data sharing for mutual learning and understanding. This anxiety about being 

exposed may ruin all efforts to communicate, adversely influence the practices in learning, 

teaching and research, information management, partnership development and 

management, benchmarking, among others, as well as disadvantaging the culture of 

evidence and QM implementation.  
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A worry about being judged  

Similar to the above challenge, the worry about being judged hindered the process of 

involvement in QM implementation as shared by a member of the support staff:  

Both teaching and support staff are extremely unhappy and anxious when 

evaluated by their subordinates–students. It is hard for them to accept students’ 

comments on their teaching methodology or behaviour. Cooperation is very low in 

this aspect, which has become a kind of self-defence instead of active 

improvement. (05MMC) 

The comment possibly indicates that stakeholders tended to avoid peer assessment or 

evaluation, refused to appreciate student feedback or to provide evidence of what they 

had done except perhaps achievements, and most importantly, were ready to hide 

weaknesses and errors from outsiders. Though scoring 30 in the Uncertainty Avoidance 

dimension, meaning that the Vietnamese people are ready to take risks, they seemed to 

avoid uncertainty when they were not sure of the results of these kinds of evaluations. 

This seems to contradict Hofstede et al.’s (2010) conclusion for this dimension. However, 

the reason may be compatible with the saving face feature in the collectivism dimension 

accompanied by the old saying ‘Covering the bad, exposing the good’, which is ingrained 

in their mind. This behaviour may be associated with the high femininity attribute, which 

suggests that stakeholders may prefer to leave things as they are, fearful of investigation 

or examination even though they are very responsible. They seem to prefer compromise 

and negotiation to concrete ideas or numbers to protect their high self-esteem. That is 

why it was tough for a culture of evidence to find its way into these institutions as 

presented in Section 8.3.2. 
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An expectation of being told what to do  

A quality culture can only be successful when there is a true involvement of everybody in 

the institution. Involvement can be characterised by voluntariness and dedication which 

may lead to innovation. However, as reported by the data, “there is a high expectation 

from subordinates of being told what to do” (22TMC) as shared by a middle manager:  

This can be reflected through the reluctance to initiate discussions on planning 

procedures, an action or a process while they are keen on them, the refusal to 

consider any variation or innovation or adjustment. The routine is to observe the 

rules and regulations and to wait for guidelines or assignments. (05MMC) 

The comment suggests that subordinates’ obedience and submission were still dominant 

even when Vietnam was in the process of integration and globalisation. Influenced by a 

high power-distance society, they do not want to show that they are better than their 

superiors for fear that the superiors may be unhappy, leading to a stormy relationship. 

This is a typical example of saving face. Besides, in a high femininity environment, 

employees try to avoid unnecessary conflicts, so compromise and obedience are useful 

strategies to lead to harmony, a Confucian trait (Nguyen, 2015; Tran, 2006). Most 

seriously, with a low score in uncertainty avoidance, staff may not find innovation urgent. 

They only do the jobs assigned and never want to know more or make their jobs better. 

Additionally, this may come from the numerous, overlapping, and inefficient policies in 

the centralised system where people may be wrong if they do not know for sure what is 

going to happen with their new practices. In a low information flow environment and with 

a high ignorance of information, “there may be a regulation that they do not know and 

that is against what they want to try” (06TSB).  
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Nervousness about a culture of evidence 

A culture of evidence requires transparency and integrity of data. However, these aspects 

did not seem to be fully exercised at these HEIs, as discussed in Section 8.3.2. Though 

Vietnam is a collective society, the units in charge of the so-called information may find it 

unsafe to expose what they are doing to all stakeholders, not to mention unknown 

stakeholders or the public, considering their in-group loyalty and face-saving practices, 

especially when constrained by numerous overlapping and complicated rules and 

regulations. Moreover, according to Tran (1999), the local village spirit and traditional 

family-owned business encourage people to utilise their know-how as a secret tool for the 

sustainability and prosperity of their own business. This practice has penetrated intensely 

‘into their blood’ and formulated their behaviour and mindsets. With this in mind, HEI 

people tend to keep the information for their own use to exercise their power. Moreover, 

being aware of the weakness in IM, especially lacking in confidence in their data analysis 

capability, they are inclined to hide the data for fear of being judged as discussed above. 

Furthermore, in a low uncertainty avoidance environment, Vietnamese people tend to be 

more emotional than rational. This can be reflected through estimations or approximation 

instead of numbers or figures. Daily practices are mostly based on emotion and 

experience rather than facts and evidence. That could explain why most people including 

HEI leaders tended to avoid data, statistics or the like.  All of these greatly contribute to 

the unavailability and inaccessibility of data though transparency has been placed in focus 

by the government, MOET and HEIs. 

The low integrity of data is understandable when a culture of evidence was initially 

imported into a culture of emotion and achievement orientation with extreme care about 

what other people think. It is unfortunate that the modification or falsification of data was 

carried out with the connivance of people around, which could be explained by the impact 

of the Vietnamese national characteristics, namely, high power-distance, high collectivism, 

high femininity, and low uncertainty avoidance.  
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In a high power-distance environment, the ones who collect data are supposed to be 

representatives of authority and are seemingly scrutinising what is going on in the 

respondents’ workplace. Therefore, the respondents may feel under pressure to supply 

the information. With all their respect, they tend to give the data collectors impressive 

numbers and figures. Coupled with the local village spirit (Tran, 1999; Tran, 2006), the 

respondents may believe they have the right to keep the information for their own sake 

with the purpose of ensuring their power and status. Furthermore, false data or 

misleading interpretation of information can result from the achievement orientation 

where the desire for achievement wins out over the responsibility to give out the truth, 

which they believe may do no harm.   

Besides, low uncertainty avoidance means the Vietnamese people have a more relaxed 

attitude in which experience is more important than principles, and divergence from the 

conventions is more easily approved (Hofstede et al, 2010). Due to the rice-paddy 

agricultural style and the local village spirit in which the feudal centralized cultural 

principles were carried out within a flexible range of possibilities, as the Vietnamese 

promoted the spirit ‘Royal law is not as effective as the village’s unwritten rules’–the 

result of a thousand years’ dealing with Chinese policies-one can be rule-breaking, 

random, and careless (Tran, 1999; Tran, 2006). Thus, unreliable information is unavoidable 

if there is no absolute commitment. 

Furthermore, in a high collectivist environment, face saving is highly other-oriented. This is 

consistent with Nguyen (2015) and Tran (1999) stating that face saving is not only 

associated with one’s own face but also with the faces of others that matter to them. 

Together with in-group loyalty, face-saving asks respondents to preserve their dignity or 

reputation and increase the power of their own or their group under the local village 

spirit’s effect (Tran, 1999). Thus, one is inclined to hide the original information or is apt to 

think that one should not tell the truth to a person who does not belong to their group 

and may ‘beat around the bush’ when asked to reveal the information. The practice of 

face saving and in-group loyalty also results in a worry about being exposed and anxiety 
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about being judged as discussed in the previous sections. Being afraid that their true level 

of knowledge, skills, and status may be shown, this habit dramatically influences the 

failure of the data collection and sharing stages. 

Moreover, affected by the high femininity trait, ones care deeply what other people think 

and thus have the tendency to please the data collector as much as possible, considering it 

a white lie and a good deed. Eventually, the results were inconsistent and unreliable data 

as a QA staff commented:  

In our daily practice, we find it hard to decide due to the sensitiveness in 

interpersonal relationships. We sometimes know that some lecturers do not follow 

the syllabus, but we cannot obtain the evidence. Since students respect their 

teachers, they refuse to score low rating on the questionnaire, and likewise, 

lecturers give students high marks to express love to students. (26SSB) 

 It can be inferred that people preferred to avoid the truth to stay in harmony, a 

characteristic of Confucianism (Nguyen, 2015; Tran, 1999). Emotion, experience, 

ambiguity, and indecisiveness are the obstacles to IM. The national culture may bring 

about nervousness about a culture of evidence, which could make the data collection, 

analysis and synthesis components in QM problematic. This may result in insufficient 

identification and analysis of errors and inadequacies, which would make decision making 

based on facts and logic impossible.  

8.5.2 Possible explanations for challenges for QM implementation from the Deming 

principle perspective 

Building a culture of evidence seems to be tough in a culture of low uncertainty avoidance 

where people tend to be careless, and act randomly and ad hoc (Hofstede et al., 2010) 

with low patience and awareness of recording anything relevant. A middle manager raised 

his concern on the implementation of the true process: 
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As IM is quite new at the institution, we have to admit that we are not good at 

collecting systematic evidence. The documents are never sufficient and often 

misplaced. The high request for information for institutional accreditation, for 

program evaluation, for the annual institutional self-evaluations coupled with 

other unexpected or regular documentation appears too tremendous to carry out 

other courses of action that are more crucial to the improvement of the core 

processes. (05MMC) 

The excerpt suggests that the staff were not ready for the QA practices, and meeting 

these requests may have a negative impact on the internally driven institutional 

commitments. This viewpoint was shared by several leaders and staff who were well 

trained for QA and QM. On the one hand, they pointed out the difference in purpose 

between accreditation and QM. They also emphasised that these requests were 

commanded and dominated from the top echelons, and had to be performed at a specific 

point of time. Moreover, there seemed to be no link between the tasks and CI.  

However, it was also an excuse to stop the process, as the workforce may have become 

too tired or too happy with their achievement of submitting all the documents, causing 

the discontinuity of the follow-up activities of improvement to return to their daily 

operations. This contributed to the practice of the ‘halfway done’ job. This is supported by 

the practice ‘đánh trống bỏ dùi’ meaning irresponsibly leaving work unfinished. Femininity 

could also explain this: it was enough to make an attempt and they should stop to enjoy 

what they had done (Hofstede et al., 2010). This is really controversial: the desire for self-

satisfaction hindered the love for achievement. On another note, the Deming cycle 

seemed not to be performed correctly as remarked by an expert recorded in Chapter 6 

(I21). For example, among many others, professional development was not efficient or 

effective in accordance with the modified Plan–Act–Evaluate (Monitor and Review)–

Improve cycle detailed in Chapter 3. 

At these institutions, autonomy helped them to increase the quantity and quality of the 

teaching staff, and professional development was in place. During the Plan Stage, all 
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academics were encouraged and forced to pursue further studies with clear policies. For 

example, the workload was lightened if an academic attended a part-time course in 

Vietnam, or an academic could receive 40% of their salary and keep their job while 

studying overseas (18TMB). During the Act stage, the operations were not efficient 

because of time constraints, overlapping regulations from a higher level, poor 

communication, and insufficient budget. For example, due to lack of analysis and 

mismatches between the plan and the receipt of the budget, courses were not organised 

as expected. During the Evaluate Stage, monitoring was not carried out seriously, and the 

reviewing was somewhat symbolic. For instance, at the end of each course, there was 

usually an assignment, but this was just a kind of formality, so nobody knew if the course 

was successful or beneficial to the participants. It can be inferred that in these two stages, 

Act and Evaluate, a poor two-way communication process contributed to staff 

dissatisfaction and the bad results of these training initiatives. During the Improve stage, 

there was a lack of desire to innovate coupled with the term-in-office consciousness and 

more importantly, lack of budget for improvement. A lecturer added: “Many staff were 

sent out for QA training, but it was doubtful if they could understand it and whether it 

could help with the process” (06TS). The insights suggest that what was required was an 

emphasis on advancing human resource management structures and mechanisms, which 

select high profile personnel for the institution, support continuous professional 

development for all staff, and consequently strengthen enthusiasm and expertise in 

academia, administration and management. This is consistent with the promotion of 

managing resources–especially human resources–stated by Graetz, Rimmer, Smith, and 

Lawrence (2011), Palmer, Dunford, and Akin (2009), and Ramsden (2003). 

Based on an analysis of some of the practices put in place at the institution, it was 

necessary that these institutions should strictly follow the Plan–Act–Evaluate (Monitor 

and Review)–Improve cycle to manage their resource more effectively and efficiently 

given a keen awareness and commitment from the leaders and a part of the staff of the 

need and ways to support change for quality improvement. 
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8.5.3 Conclusion on ideals and practice  

The findings from Chapters 7 and 8 reveal a discrepancy between the actual operations at 

these HEIs under investigation and the ‘ideals’, that is, the QM framework, literature-

based and empirically validated, and the stakeholders’ confirmation of the necessity of the 

dimensions.  

These gaps were manifested in three areas: institutional leadership, institutional 

capabilities, and institutional culture. To close these gaps, the stakeholders provided 

suggestions for improvements in these three respects, which are discussed in respect of 

the implications for national policy and HEI practice in Chapter 9. Coupled with the 

suggestions, a good understanding of the reasons for these challenges through the lens of 

national culture and the Deming principle would help remove the disadvantages and 

exploit the advantages to make the QA system more consistent and to support 

improvement and innovation. Generally, Chapters 7 and 8 have thoroughly answered the 

second sub-question of the study by exposing the actual characteristics of QM in 

Vietnamese higher education concerning the discrepancy between ‘ideals’ and the current 

practice.  

It can be inferred that the QM mechanism was in place, but its existence sounded 

somewhat symbolic, especially for the quality teams at the unit level. Most respondents 

agreed that the institution’s continuous quality improvement program must be regularly 

and consistently updated in accordance with the external and internal expectations, 

especially MOET standards, labour-market needs, and prospective student expectations, 

among others. Its efforts should focus on professional training, improvement in 

administrative processes, strategic planning, and operational issues. These suggestions 

aimed to help improve the quality of teaching, research, and services that affected the 

institutional reputation and finance. In general, the participants hoped for effective 

institutional leadership, improved institutional capabilities, and a genuine quality culture 

that could promote continuous quality improvement in these institutions to develop the 

desired quality culture. The institutional capabilities greatly inhibited CI development at 
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these institutions because of considerable insufficiency of finance, qualified human 

resources, transparent and effective policies and communication, the operation of PDCA 

with its full meaning, and most of all because of the negative influence of the national 

characteristics. Hence, apart from obstacles from the internal system of higher education 

and HEI and the leaders’ incompetence, institutional leadership and management had to 

face cultural challenges, which requires relationship skills and understanding of the 

national culture. This idea possibly implies measures to connect QM implementation with 

the national culture through some healthy relationship management quality practices to 

help leaders build up institutional involvement and ultimately continuous improvement.   

8.6 Summary  

The chapter has complemented Chapter 7 in answering the second subsidiary research 

question. The insights from the interviews have pictured the challenges to QM 

implementation at the selected HEIs, and as such, the chapter has clearly shown the gap 

between the ‘ideals’ and the actual operation. The suggestions from the stakeholders 

have closed the gap though these will be discussed in the next chapter regarding their 

implications for the national policy and institutional operations. The chapter also 

tentatively suggests the formation of some cultural quality practices to support QM 

implementation. The insights from Chapters 7 and 8 help define the next chapter.



  

 

9 Chapter 9:  The Way Ahead 

Conclusions, Implications, and Recommendations 

9.1 Introduction 

This chapter will first summarise the findings presented in Chapters 6, 7, and 8. These 

findings are interpreted from the participants’ descriptions, observations, experience, and 

perceptions of QM in Vietnamese higher education. These findings emerged from the 

incorporation of what the experts agreed during the two-round survey, what the 

stakeholders said during the interviews, and what was explored and documented in the 

literature review and the context in previous chapters. This chapter also presents some 

theoretical, practical, and methodological implications of the conceptual QM framework, 

both literature-based and empirically validated. Recommendations to different levels of 

government, MOET, and HEIs are introduced to shape future directions for QA 

development. Finally, the chapter puts forward suggestions for further research and 

concludes the thesis. 

First of all, the chapter revisits the thesis aim and research questions. The overall aim of 

the thesis is to investigate the nature of QM in Vietnamese public HEIs and the factors 

that have influenced the implementation of that system. Accordingly, one overarching 

research question was set: What is the nature of quality management in Vietnamese 

public HEIs? To facilitate the data collection and analysis, three subsidiary research 

questions were posed via which findings are interpreted:  

What are the characteristics of a conceptually rigorous and empirically validated 

framework of QM for Vietnamese public HEIs?  

What are the actual characteristics of QM in Vietnam higher education in relation 

to the potential discrepancy between ‘ideals’ from the literature and the current 

practice? 

What are the implications for national policy and HEI practice in view of the quality 

framework and the current state of play? 
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Within the interpretivist research methodology paradigm, a mixed methods approach was 

adopted for this project. Accordingly, the study developed a conceptual framework to 

determine how QM was being carried out in Vietnamese HEIs. The main argument for this 

development is that many frameworks in the world are affected by particular traits in 

their contexts which have limited generalisability to Vietnam with its unique personality, 

culture, and contexts. The conceptual framework was based on the literature review on 

the relevant higher education characteristics, the quality concepts in higher education, 

and national culture theory. The primary argument for this combination was that quality 

practices cannot exist in a vacuum but only in their own environment. During this stage of 

conceptualisation, the study also adopted the most common best QM practices found in 

the world literature to test their relevance within the context of Vietnamese higher 

education. The rationale for this step was that there was no need to build a framework 

from scratch. To establish the validity of this contextualised QM framework and to garner 

additional input for it, an expert review based on a two-round survey with 47 participants 

totally was conducted for practicality and feasibility. 

This empirically driven framework was then used to advance an understanding of the 

nature of QM implementation in the three HEIs in Vietnam through a review of relevant 

documents and semi-structured interviews with 31 stakeholders. The findings are related 

to the context in which the HEIs in focus operate and the culture that defines the 

characteristics, behaviours, and practices of all stakeholders. The outcomes of the 

extensive document review and in-depth interviews defined the answer to subsidiary 

research question 3. Thus, the research questions framed the analysis of the empirical 

components of the study, which, in turn, influenced the interpretation of the results and 

helped guide successful research outcomes.  
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9.2 Summary and analysis of major findings 

This section summarises and analyses the answers to the first two sub-questions above. 

Several external and internal influences drove the institution’s commitment to building a 

quality culture (QC) and QA system, but there were still challenges to the implementation. 

First, the conceptual framework is introduced followed by a summary of significant 

findings of how QM was implemented, the facilitating and inhibiting factors influencing 

this implementation process, and the contribution of the conceptual QM framework. This 

section serves as a fundamental basis for the implications for national policy and HEI 

practice and the recommendations for further research in the subsequent sections. 

9.2.1 Quality management implementation in the three selected HEIs 

As discussed in Chapter 6, the outcome of the first subsidiary research question is a 

literature-based and empirically validated framework consisting of eight dimensions as 

illustrated in Figure 3 below. The framework focuses on the importance of continuous 

improvement (CI) as the centre of the framework, especially in the current context of 

Vietnamese higher education. 

 

Figure 3: The proposed framework for quality management in higher education 
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From the stakeholders’ insights, these three HEIs had made remarkable progress during 

the past decades together with the reform of higher education after the Open-Door 

Policy. Compared to other HEIs in the country, these three selected HEIs were among the 

leading ones though they may not compare as favourably to others globally. Nevertheless, 

they enjoyed a long tradition of providing higher education, enrolled students of higher 

enthusiasm for studying with more relevant and better prior-knowledge, offered a larger 

variety of both undergraduate and postgraduate courses and programs, engaged in better 

research activity, and had higher qualified staff, among others. That is why they could 

maintain a prestigious reputation in education and the labour market and activate the 

research potential of the teaching staff and students. For these reasons also, these HEIs 

were among the HEIs that performed complete QA practices as required by MOET with all 

the accompanying negative and positive factors. The achievements in the eight respects as 

presented through the stakeholders’ insights could somewhat reflect these ideas.  

It is encouraging to note that the QM practices seemed to be on a par with international 

QM concepts and covered all the dimensions recommended in the conceptual framework. 

Though many stakeholders did not know if there was a QM framework at their HEI, almost 

all the proposed items from the framework were currently implemented at these 

universities in their full form with all their necessary elements. However, they remained 

inauthentic and lacked a real QA culture, as indicated in Table 17 below. This could be 

observed in most HEIs across the country. 

As discussed in Chapter 2, by law these HEIs had to adopt the formal and explicit QA 

mechanisms suggested by MOET. These mechanisms were aligned with the APQN 

framework through the Chiba principles, which aim to provide consistency in QA in the 

area. MOET demanded all HEIs apply both internal and external QA for CI and 

accountability. The structure aimed to focus on the three missions of an HEI and 

integration of other processes which operated from program to institutional level. Their 

considerable efforts contributed to positive changes and transformation, curricular 

innovations, increased staff, finance and infrastructure capacity, and students’ better 
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learning environment and experience. All helped them achieve not only nationally but also 

internationally comparable recognised standards of quality to some extent. It is possible 

to conclude, therefore, that the IQA mechanisms and instruments were somewhat 

integrated into institutional management processes with the transformation of the 

institutional structure and the establishment of new administrative structures at all levels 

of the institution. Consequently, during the past decades, several quality practices were 

put into practice, governed by the institutional strategic plans and translated into lower 

levels’ action plans at these HEIs. This is consistent with the review conducted by Manatos 

et al. (2017) about the mainstreaming of IQA practices into institutional management 

processes. 

However, these quality practices were not consistently implemented by all the HEIs or all 

the units, at all levels, or for all dimensions. One significant point was the prevalence of a 

weak quality culture, because a shared quality culture requires the participation of 

everybody in the institution, not only the quality staff (Harvey & Green, 1993). According 

to Srikanthan and Dalrymple (2004), the traditional management approach needs two 

conditions to satisfy the demands of a quality culture approach: empowering all actor 

groups and creating trust so that all members can have power and responsibility for 

institutional development. Based on this idea the quality culture at these HEIs was weak 

as these two conditions could not be met. This also suggests that these HEIs did not yet 

have effective QM structures, policies, and systems at the time of the study. However, 

these HEIs were on the journey of doing and learning, through the stage of awareness, on 

the way to the stage of total commitment. They took advantage of these structures and 

practices to heighten their capacity. To conclude, the QM system of the HEIs under study 

seemed to be aligned with QM frameworks utilised around the world reflected through 

the coverage of the eight suggested dimensions in their daily operations, albeit at 

different levels of efficiency and effectiveness. 

For instance, these HEIs did establish a communication system from top-down and 

bottom-up, but it did not work very well. Consequently, not all the stakeholders knew fully 
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about their rights and responsibilities or the vision, mission, and objectives of their 

universities. However, this seemed to be a common practice in Vietnam when citizens 

seem not to be interested in and to understand regulations and law (Cham, 2016) fully.  At 

the time of the study, none of the HEIs under investigation had a QA handbook that 

documented all regulations, processes, and procedures concerning QA, which was known 

to all the people concerned. Neither was there a well-functioning IM system to support 

evidence-based decision-making by internal and external stakeholders. Under 

accountability pressures, all HEIs were supposed to provide reliable information to both 

internal stakeholders and the public about their institutional quality performance. These 

suggest that IM was perceived by stakeholders as ineffective.  

BM was also considered ineffective because this was correlated with IM. When the 

management of information was ineffective, the institution could not have sufficient and 

reliable data to engage in benchmarking. However, these institutions tried to compare 

some of their programs with other universities in the country, the area, and the world in 

several ways. They also performed institutional accreditation and compared some of their 

program self-assessments with external reference points to AUN-QA standards and 

others.  

The findings indicate that all the essential practices were put in place, but their 

effectiveness was at different levels because they failed to follow the Deming cycle or 

some practices were only there in theory. The analysis of the research indicates that six 

dimensions were evaluated as moderately effective while the dimensions of Information 

Management (IM) and Benchmarking within the institution and beyond (BM) were 

considered ineffective. No dimension was regarded as effective, which conflicted 

somewhat conflicting with the content of the SARs-2016 (Self-Assessment Report for the 

period of 2010-2015 for MOET’s second round accreditation) prepared by the three HEIs 

under investigation. Table 17 below presents the key findings from the experts and     

stakeholders’ insights on the implementation of QM at the three selected HEIs.  
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Table 17: The evaluation of QM implementation in the three selected HEIs 

 

DIMENSIONS AND ITEMS CRITERIA RECOMMENDATION 

ESSENTIAL CURRENT STATE 
OF PLAY 

EFFECTIVENESS 

CONTINUOUS IMPROVEMENT YES YES Moderately 
Effective 

Keep 

The university commits itself explicitly to the development of quality culture and quality 
awareness. 

YES YES Moderately 
Effective 

Keep with 
recommendations  

Quality objectives are tied to the university’s mission, vision and objectives. YES YES Effective Keep 

QA Unit/Committee at three levels, including university, faculty and department exists 
with qualified staff. 

YES YES Moderately 
Effective 

  Keep with 
recommendations 

Well-designed IT systems are in place. YES YES Moderately 
Effective 

  Keep with 
recommendations 

The QM process effectively supports improvements in student, staff and faculty 
teaching, learning and research.  

YES YES Moderately 
Effective 

Keep with 
recommendations 

The quality requirements are continuously examined and the QM system is continuously 
improved.  

YES YES Moderately 
effective 

Keep with 
recommendations  

LEADERSHIP and MANAGEMENT  YES YES Moderately 
Effective 

Keep  

Top and middle management has knowledge about Quality Management System (QMS) 
and its implementation. 

YES YES Moderately 
Effective 

Keep with 
recommendations 
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Top and middle management actively participates in QMS and supports quality 
initiatives and the improvement process. 

YES YES Moderately 
Effective 

Keep with 
recommendations 

Top and middle management allocates adequate resources on QM activities. YES YES Moderately 
Effective 

Keep with 
recommendations 

Top and middle management ensures clear and adequate governance structure of the 
university.   

YES YES Moderately 
Effective 

Keep with 
recommendations 

Top and middle management promotes policies and does strategic planning with a clear 
mission, goals and objectives for teaching, learning, research and community service 

YES YES Ineffective Keep with 
recommendations 

Top management implements QMS that improve organisational performance 

 

YES YES Moderately 
effective 

Keep with 
recommendations 

INFORMATION MANAGEMENT YES YES Ineffective Keep 

The university has a well-functioning Information management system to support 
evidence-based decision-making by institutional leaders and all internal and external 
stakeholders. 

YES YES Ineffective Keep with 
recommendations 

The university has a QA handbook that documents all regulations, processes and 
procedures concerning Quality Assurance, public and known to all the people 
concerned. 

YES YES Ineffective Keep with 
recommendations 

The students, faculty and staff are aware of the vision, mission and objectives of the 
university.  

YES YES Ineffective Keep with 
recommendations 

The students, faculty and staff are fully informed of their rights and responsibilities.  YES YES Ineffective Keep with 
recommendations 

There is an established communication system from top-down and bottom-up. YES YES Ineffective Keep with 
recommendations 
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RESOURCE MANAGEMENT 

 

YES YES Moderately 
effective 

Keep  

There are sufficient and appropriately qualified human resources to support and do the 
teaching, learning and research at the university. 

YES YES Moderately 
Effective 

Keep with 
recommendations 

The university encourages teaching, learning and research activities of faculty and staff 
for academic excellence. 

YES YES Moderately 
Effective 

Keep with 
recommendations 

The university encourages a collegial environment to achieve performance excellence, 
full participation and institutional growth. 

YES YES Moderately 
Effective 

Keep with 
recommendations 

The university has an adequate financial management system to ensure the available 
financial resources for its overall activities. 

YES YES Ineffective Keep with 
recommendations 

The university has clear procedures to ensure that the quality of its facilities needed for 
teaching, learning and research are adequate and appropriate for each activity. 

YES YES Ineffective Keep with 
recommendations 

EDUCATION AND RESEARCH MANAGEMENT 

 

YES YES Moderately 
Effective 

Keep  

A clear and appropriate procedure for Program Design is in place. YES YES Moderately 
Effective 

Keep with 
recommendations  

Clear and appropriate Teaching Processes are in place. YES YES Moderately 
Effective 

Keep with 
recommendations  

Clear and appropriate Assessment Processes are in place. YES YES Moderately 
Effective 

Keep with 
recommendations  

Clear and appropriate Students Induction Processes are in place. YES YES Moderately 
Effective 

Keep with 
recommendations  
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The university has a clear research policy, setting the direction of research and deciding 
about research profile and research activities. 

 

YES YES Ineffective Keep with 
recommendations  

The university supports scholarly research, innovation, invention, creative works and 
technology transfer. 

YES YES Moderately 
Effective 

Keep with 
recommendations  

The university is committed to the highest professional standards of scholarly research 
and research ethics.  

YES YES Ineffective Keep with 
recommendations  

The university has a clear policy, for the protection of creative efforts and especially for 
the protection of economic investment in creative efforts. 

YES YES Ineffective Keep with 
recommendations 

STAKEHOLDER FOCUS AND SATISFACTION YES YES Moderately 
effective 

Keep  

The university is highly focused on stakeholder satisfaction. YES YES Moderately 
effective 

Keep with 
recommendations  

The university has a structured method for obtaining the needs and expectations from 
internal and external stakeholders, has a clear idea about those relevant demands and 
needs and makes corrective actions where necessary. 

 

YES YES Moderately 
effective 

Keep with 
recommendations  

The university has a feedback system to assure that the stakeholders know that their 
ideas are of use. 

YES YES Moderately 
effective 

Keep with 
recommendations  

 The university has a positive social and psychological environment that is supportive of 
learning and researching, and is appropriate to the activities involved. 

YES YES Ineffective Keep with 
recommendations  

There is effective coordination and collaboration among staff and lecturers at the 
university. 

 

YES YES Ineffective Keep with 
recommendations  
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PARTNERSHIP DEVELOPMENT AND MANAGEMENT YES YES Moderately 
effective 

Keep 

The university establishes dynamic relationships with internal stakeholders. YES YES Moderately 
effective 

Keep with 
recommendations  

There exists close interaction and collaboration between the university and industry. YES YES Ineffective Keep with 
recommendations  

There are strong partnerships between the university and employers. YES YES Ineffective Keep with 
recommendations  

The university achieves bilateral international, national and institutional agreements 
with peer universities. 

YES YES Moderately 
effective 

Keep with 
recommendations  

The university has clear guidelines on consultancy and community outreach. YES YES Moderately 
effective 

Keep with 
recommendations  
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BENCHMARKING WITHIN AND WITH OTHER INSTITUTIONS YES YES Ineffective Keep 

The university has formal mechanisms to identify, understand and adopt outstanding 
practices from different departments and faculties within the university. 

 

YES YES Ineffective Keep with 
recommendations  

There are procedures for internal verification and evaluation of all aspects of self-
assessment process in accordance to the university’s mission, vision and objectives.  

YES YES Ineffective Keep with 
recommendations  

There is a comparison between the results of self-assessments and external reference 
points to External Quality Assurance Framework (EQAF) from MOET, AUN-QA (ASEAN 
University Network- Quality Assurance) standard and AQAF (ASEAN Quality Assurance 
Framework). 

YES YES Moderately 
effective 

Keep with 
recommendations  

 Programs are compared for quality improvement with those of other universities in the 
country, in the region and in the world. 

YES YES Moderately 
effective 

Keep with 
recommendations  

The university benchmarks academic and administrative processes with other 
universities in the country, in the region and in the world. 

YES YES Ineffective Keep with 
recommendations  
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9.2.2 The major facilitators influencing QM implementation 

From the findings of the study, the most significant facilitators of QM initiatives 

emerged from three areas: policies and procedures, resources, and culture.  

Policies and procedures  

Timely and appropriate policies from the government brought about pull and push 

drivers for the creation of new QA and QM. On the one hand, they empowered HEIs to 

accumulate capital and build sound infrastructures, which they could not perform 

before. On the other, they created changes, competitiveness, and new opportunities 

with lots of challenges. This created the prerequisites for innovations in HEIs, especially 

the dramatic change in the mode of operation. Consequently, HEIs could try to 

institutionalise QM through the eight dimensions identified in this thesis.  

The findings indicate that leaders’ expertise and commitment to QA were advantageous 

to QM implementation. Their commitment brought about explicit quality-oriented 

policies and activities. Their knowledge about the QM system could efficiently assist 

with quality development and management. This demonstrated the crucial role of 

leadership in QM. 

A significant point is the ownership of the QA units in these HEIs. The staff from these 

units were adequately trained and empowered to build QA awareness and commitment 

within their institutions. As discussed in Chapter 7, the leaders from these HEIs saw 

quality as transformation, so QM appeared to be decentralised and exercised by the 

units and individually by the staff to some extent. This supports Niedermeier’s (2017) 

viewpoint when discussing QA in HEIs in South East Asia that there is a correlation 

between quality as transformation, decentralisation, and greater autonomy when 

discussing QA in HEIs in South East Asia. That is why the leaders felt attached to the 

institution in their daily operations. Their QA expertise and commitment could help 

them persuade institutional staff that QA practices were not a burden but an integral 
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part of academic life, which could better improve their mission performance. There 

seemed to be a correlation between empowerment and expertise and the success of QA 

in these HEIs. This ownership was a decisive factor in the process. 

Another vital facilitator was the devolution of responsibility at different levels from 

MOET to the grassroots.  MOET gave the initial steer, and the presidents were held 

accountable for the quality of HEIs. At the unit level, the deans were fully in charge of 

the QA mechanism at their units. This responsibility was devoted to the Department 

head and then to the Subject head, though sometimes it may have lacked monitoring, 

reviewing, and evaluation, leading to unintended outcomes. Evidently, when everybody 

could decide what, when and how to do their job, they would feel more responsible and 

have a real sense of belonging to the institution. This is consistent with the literature 

discussing the context of staff’s involvement in QA (Bendermacher et al., 2017; Newton, 

2000). This practice underlined the importance of the balance between centralisation 

and decentralisation though there were still many challenges in this practice.  

Resources 

Though most stakeholders agreed that policies and leadership were the essential factors 

for the success of QM implementation, they also admitted that the next most important 

was resources. Enthusiastic and qualified people including internal and supporting 

external stakeholders, advantageous geographical positions, and good infrastructure 

supported by different kinds of stakeholders substantially contributed to the 

achievements during the past decades. Resources were indeed a decisive factor in the 

management of quality. 
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National culture 

It can be inferred from the findings that, despite some countervailing tendencies, 

Vietnamese national culture was one of the facilitators in actualising QM initiatives at 

these selected HEIs. Power distance and a compliance culture were the essential push 

for the start of a habit, creating an awareness which could lead to later commitment. 

Through its high flexibility and adaptability, the aspect of femininity facilitated the spirit 

of working within the limitations of autonomy granted and the available resources. This 

cultural characteristic helped these institutions manage to perform the QM practices 

based on their current conditions. With this ability to be flexible and adaptable, leaders 

at different levels shared their power with their subordinates in managing the quality 

though they had limited autonomy. Thus, trust and empowerment could be built as a 

prerequisite for dedication to QM and quality improvement.  

Collectivism with its in-group loyalty made leaders create elite or task force groups 

around them to facilitate quality practices. These high-quality relationships in the 

workplace made staff reciprocate positively and beneficially. This practice built up 

strong groups with a shared goal and commitment. The strong bond helped make them 

overcome all the difficulties to reach their purpose. The traditional Vietnamese virtue of 

loyalty continued to bear fruit in the contemporary university environment.  

Short-term orientation with the desire for achievement was surprisingly a facilitator 

during the process. Being aware that achievement in QA, especially accreditation, could 

bring them reputational benefits and a competitive edge, the leaders took advantage of 

the general desire for achievement and short-term orientation, quickly launched the QA 

process, managed to apply all the quality practices, and invested in the preparation to 

get as many certificates on the program and institutional assessment as possible. 

Though this might cause some drawbacks, at the beginning of the process, this helped 

the HEIs quickly finalise the governance structure, allocate adequate funding for QM 

initiatives, and institutionalise the process. It can be concluded that the achievement 
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orientation pushed QM initiatives forward at a higher speed than would otherwise have 

been possible. 

9.2.3 The major inhibitors influencing QM implementation 

Though these HEIs were proud of what they had achieved during the past decades, they 

still encountered many conceptual, contextual, and cultural inhibitors while making an 

effort to keep up with leading universities in the area not to mention around the world. 

It should be noted that in a complicated environment, several factors are both 

facilitators and inhibitors. 

Conceptual inhibitors 

As mentioned in Section 9.2.1, the leaders sounded more positive, while other 

stakeholders, especially teaching staff, seemed to be sceptical about the QM 

implementation process. This may be due to a gap in concepts. Though most academics 

agreed that the suggested dimensions in the QM framework were essential in the 

management of quality, it did not necessarily mean that there was not any resistance 

from the teaching staff who were used to having their own ways–and emphases–of 

controlling quality in their daily operations. Basically, QM aimed to improve the capacity 

of accountability and outcomes of HEI education, research, and services, whereas 

academics found it bureaucratic, resource consuming, and cumbersome because the 

process created a lot of nuisance, including paperwork, meetings, and reviews from the 

people who did not know much about their discipline. More seriously, it even 

threatened the quality of teaching when academics had to deal with too many 

inappropriate priorities with less time left for teaching and research. Besides, they did 

not believe that the current tools employed for evaluation were valid. From their 

perspectives, the process may badly influence their own autonomy, academic freedom, 

and the quality of teaching and research, though they admitted the current QM could 

be valuable to some extent, and they still participated in it. This factor appears to 

confirm Kleijnen, Dolmans, Willems, and van Hout’s (2011) observation: staff’s 



Conclusions, Implications, and Recommendations 

274 
 

perception about QM impact will be positive regarding improvement but negative in 

terms of control. 

Another negative conceptual factor which emerged from the findings is the 

complacence prompted by achieving accountability, whereas QA and QM aim to 

improve and enhance quality, and where possible exceed the required standard. Though 

these HEIs started from a compliance-led process and did express a commitment to 

quality, they seemed to focus on accountability due to such various reasons as having 

limited resources, unclear strategy and policies, an achievement orientation, and the 

spirit arising from having only a short term in office. It could be argued that at a specific 

point in time, the focus could be different. With all the current internal capacity and 

constraints, leaders needed to reach accountability to prove to themselves and 

stakeholders where they were, what they had achieved, and what they could do. During 

the process, there was already an improvement to reach the required standard as 

required by the external forces. When the institutional capacity was stretched, nobody 

wanted to make it harder than it already was to deal with QA requirements. Thus, the 

concept of enhancement was still far from being achieved despite the existing 

consciousness. 

Contextual inhibitors  

The most common theme which emerged in this area was also policies. Though the 

government and MOET made a lot of effort to promote decentralisation and devolution, 

it seemed that close control and management was still dominant, exerting a negative 

impact on institutional QM implementation. Inadequate policies related to resources, 

education and research, and partnerships such as the poor teaching and research 

workload framework, remuneration policies, or lack of legal identity and mechanisms 

for partnerships seemed to hinder the realisation of QM initiatives. A slow response 

from MOET to the need for an available and reliable national database across the higher 

education sector appeared to hinder BM and IM, which were essential in making 
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strategic decisions. However, most important of all was the lack of synchronisation 

between the system, institutions, and units. 

At the institutional level, decentralisation was not sufficiently supported with resources. 

Though HEIs and lower levels frequently asked for more autonomy, they did not seem 

to be ready for accountability. Additionally, the promotion of QA appeared to create 

more pressure and expanded the workload for all the units and especially academics 

when it was already hard due to extensive changes in the new era. Obstacles to QM also 

resulted from insufficient and inadequate resources, lack of a capable unit of 

institutional research with the available and reliable database, a paucity of tools for data 

analysis and synthesis, and insufficient qualified human resources to perform the job. 

Difficulties in curriculum planning and development, the teaching and learning process, 

and assessment underpinned the challenges to the implementation of QM initiatives. 

The incompatibility between the available research resources and the research 

requirements restricted the goal of becoming a leading research-oriented university. All 

of these led to the ineffectiveness of stakeholder focus and satisfaction. Most of all, the 

failure of the Deming cycle application made the management of quality at these 

institutions only moderately effective. Hence, the primary inhibitor seemed to be a lack 

of support for institutional capabilities with the best possible skills, tools, and resources.   

Cultural Inhibitors 

It could be inferred from the findings that the next major obstacles to QM initiatives in 

part originated from negative cultural factors. All the national characteristics presented 

in Chapter 8 to some extent adversely contributed to QM implementation. Resistance to 

change resulted from conceptual factors, contextual factors as discussed above and also 

cultural factors. This behaviour may be associated with the high femininity attribute 

(Hofstede et al., 2010) and the spirit of ‘Lực bất tòng tâm’ meaning that ‘I am 

committed, but the resources and environment do not suit me’. This suggests that 
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stakeholders may prefer to leave things as they are, fearful of investigation or 

examination, even though they are very responsible.  

Ignorance of rules and regulations associated with issues of transparency, integrity, and 

the choice between the right information and the real information was possibly the 

product of low uncertainty avoidance. This characteristic pictures the Vietnamese 

people as having a more relaxed attitude in which experience is more important than 

principles, and divergence from the conventions is more easily approved (Hofstede, 

2010). Given the rice-paddy agricultural style and the local village spirit in which the 

feudal centralized cultural principles were carried out within a flexible range of 

possibilities, people felt they could be rule-breaking, random, and careless. These 

cultural traits built up the obstacles to priorities, rules, and practices imposed by 

managerialism. 

Involvement issues related to communication, collaboration, consensus, trust, decision-

making, reluctance to raise issues, and sharing information appeared to be brought 

about by high power distance and the compliance culture. As argued in Chapter 8, 

though Vietnamese people come from a collectivist culture the in-group loyalty and high 

power-distance culture seemed to be inhibitors to total involvement. 

Lack of innovation closely connected to short-term thinking and lack of strategy, likely 

stemming from femininity, short-term orientation, and achievement orientation, 

contributed to concluding that cultural factors had negative impacts on QM 

implementation. 
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9.2.4  The contribution of the QM framework  

The methodological implications  

Though it has its shortcomings which need to be remedied, the literature-driven and 

empirically validated conceptual framework of the study was beneficial in framing the 

complexities surrounding the nature of QM implementation in Vietnamese public HEIs 

and mapping how QM was performed at the three selected HEIs.  

The conceptual framework effectively functioned as a roadmap for exploring the nature 

of QM implementation in the three case-study HEIs. It helped the research design to be 

carried out successfully, especially in improving the research objectives, determining 

appropriate research methods, framing pertinent interview questions, directing data 

collection, and guiding the discussion and presentation of the data analysis. 

The framework was immensely helpful in the process of data collection and data 

analysis. The framework itself suggested relevant questions for the semi-structured 

interviews. Consequently, the questions were grouped into themes, which were closely 

associated with the eight dimensions of the framework. This clear structure helped 

make the researcher more confident when meeting the participants, even the ones who 

had a lot of power or conversely who did not know much about QM. After the 

interviews, all the data could fit into themes easily in accordance with the eight 

dimensions. The data analysis, discussion, and presentation of data analysis also 

followed this structure.  

The theoretical implications   

Theoretically, the thesis has examined QA in Vietnamese HEIs from the QM perspective, 

mapped QM implementation in Vietnamese HEIs, looked at QM through a cultural lens, 

and suggested a unique framework and measures for Vietnamese HEIs. Hence, the 

thesis advocates the idea that QA and QM are both contextually and culturally bound. 

Looking from the QM perspective, the study has contributed to the literature on 
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Vietnamese higher education a holistic and comprehensive framework with its unique 

items and dimensions. This section discusses some typically essential components, 

amend some items and dimensions, and suggests some new elements from both Stage 

One and Stage Two of the study.     

Some typically essential but not unique elements are looked at first. Apart from other 

dimensions, the framework upholds Research Management as important; this is a weak 

area due to history but needs a push to meet the demand of world dynamics. 

Information Management also needs a strong focus due to the notorious lack of 

transparency and integrity, which inhibits sustainable HEI development.  

Furthermore, a unique approach is required for unique challenges. At the item level, 

there was consensus from both experts and stakeholders that some items should 

appear in the framework due to HEI’s specific context and culture. For instance, while 

some developed countries had abandoned their QA units devoted to QA work 

exclusively (Land & Gordon, 2013), in Vietnam higher education these are a must. “QA 

Unit/Committee at three levels, including university, faculty and department exists with 

qualified staff.” was added as an important item to the institutional operation. The 

rationale is that the HEIs should take advantage of the compliance culture to force 

themselves at the beginning of the QM process to build up a quality culture. When 

quality becomes an inseparable part of the institutional life, these units can be 

abandoned and transfer the responsibility to each institutional member as in other 

mature HEIs. In this continuum, the framework also advocates a balance between a top-

down and bottom-up approach and harmony between centralisation and 

decentralisation.  

At the dimension level, though the literature on leadership and management widely 

distinguishes the difference between the two concepts (Davies et al., 2001), the 

framework advocates the dimension of Leadership and Management. In the Vietnamese 

higher education sector where leaders and managers are identical, that is, the same 
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person does two jobs, both experts and stakeholders agree that the dimension of 

Leadership should include management as in Leadership and Management. This 

viewpoint is consistent with the pragmatic perspective stating that leaders can also be 

managers (Newton, 2002; Ramsden, 2003). In such cases, leaders or managers should 

possess adequate management knowledge and capabilities and sufficient leadership 

skills for overall functioning in the institution. 

Moreover, the study suggests an emphasis on Partnership Development and 

Management and the addition of Benchmarking within the Institution and beyond for 

the sake of keeping up with universities in the developed countries. With the trends of 

internationalisation and globalisation becoming unavoidable, these two dimensions 

function as the push drivers for QM implementation. Notably, the ineffective 

implementation of Benchmarking at these HEIs emphasises the timeliness of this 

dimension, given that both experts and HEI stakeholders agree that it is essential. These 

two dimensions will advise and monitor how HEIs learn from better or best practices 

from their own universities and other peer institutions and organisations related to their 

vision, missions, and objectives. That is why, while other QM models ignore them or 

tuck them somewhere under a different dimension, this framework elevates them to 

dimensions with their own essential features. 

In contrast to some other QM models, Continuous Improvement is transferred to the 

level of dimensions instead of being a purpose, a result, or an item because, in the 

Vietnamese context and culture, these HEIs often chose priorities due to certain ways of 

thinking coupled with lack of resources and seemed to neglect CI. Furthermore, due to 

the adverse influence of the achievement orientation and femininity, surface 

compliance may prevail. Hence, HEI leaders and staff may be satisfied with their initial 

results and temporarily or permanently stop the process until it is time to be reviewed 

by the upper level, whereas the essence of QM is continuous. However, together with 

the application of the modified Deming cycle, CI was empirically accepted by both 

experts and stakeholders as the essence of QM that determines the success of an HEI. 
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More importantly, CI was put in the centre of the framework to highlight its crucial 

importance in institutional QM. Nonetheless, it should be noticed that, due to the 

context and culture, CI should originate from leaders and would be embraced by all 

kinds of stakeholders later. 

Most important of all, besides the addition of the dimension “Benchmarking within the 

institution and beyond” in Stage One, the findings from Stage Two suggest a new 

dimension that can substantially contribute to CI by solving the problems of CI discussed 

in Chapter 8.  

From the cultural perspective, the thesis advocates the idea that culture cannot be 

straightforwardly changed (Schein, 2010) or directly created or controlled (Van Maanen 

& Barley, 1984). It is even more difficult for HEIs where different cultures or subcultures 

are likely to exist and insist on their own ways which they think appropriate (Becher, 

1989).  

However, from the management-based approach, quality practices can be developed to 

navigate the traditionally established ways of thinking and behaviour because the 

proper investment in the culture can help with the success of quality. Thus, 

management can understand and use the national culture (Hofstede et al., 2010), and 

create and sometimes change an organisational culture (Harvey & Stensaker, 2008). In 

this sense, the thesis proposes a dimension to fill the gaps in the data on the 

implementation, challenges, and suggestions from the stakeholders and the 

recommendations from the thesis: Healthy Relationship Management (HRM), with its 

items: 

All institutional members are willing to establish a family environment where 

people can find it easy to communicate. (Bolman & Deal, 2008; Palmer, Dunford, 

& Akin, 2009; Sultan & Wong, 2014). 
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All institutional members agree to uphold institutional beliefs, visions and 

objectives. (Anyamele, 2005; Lacy & Sheehan, 1997; Pfeffer, 1992; Sultan & 

Wong, 2014). 

All institutional members freely discuss with one another about the difficulties in 

the QM process. (Chua, 2002; Lacy & Sheehan, 1997; Sultan & Wong, 2014). 

All institutional members understand one another’s viewpoints and approaches. 

(Chua, 2002; Lacy & Sheehan, 1997; Sultan & Wong, 2014). 

All institutional members trust and respect one another’s professional and/or 

academic capabilities. (Chua, 2002; Lacy & Sheehan, 1997; Sultan & Wong, 

2014). 

The study argues that during the process of adopting, adapting and implementing QM 

by borrowing a concept or transferring it from a completely different culture, such as a 

western culture, a method of achieving harmony is needed. This is important because 

national culture can have a strong influence on the members involved in terms of 

values, attitudes, and behaviours even on individuals’ sharing behaviours (Pauleen, Wu, 

& Dexter, 2007).  

Empirically, concerns about opinion sharing, effective communication, transparency, 

and trust as well as a desire for a sense of togetherness, belongingness, and affective-

based closeness, as discussed in Chapter 8, demand the addition of this dimension to 

the framework. From the stakeholders’ insights, among the main obstacles to QA and 

QM are resistance to change and the top-down nature of QA and QM in Vietnam.  

Originally, as presented in Chapters 7 and 8, QA came from MOET and then within the 

HEIs it was top-down, driven by the leaders.  What is missing is for the whole institution 

to buy into QA and QM. Additionally, Sections 8.4.2 and 8.5 highlighted a need to get 

stakeholders excited and stimulated about change and help them be transformed. 

Interview data suggested a poor sharing culture due to anxiety about being exposed, a 
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worry about being judged, an expectation of being told what to do, and nervousness 

about a culture of evidence, along with a failure to perform the Deming cycle due in part 

to the negative influence of the national characteristics. Regardless of these 

impediments, the respondents from the study did recognise that to respond to this 

issue comprehensively, HEIs should adapt the quality practices to work harmoniously 

with the national characteristics and the existing institutional culture.  

In a context where quality practices, used for accountability purposes, were claimed to 

follow the managerialist approach (Kogan & Hanney, 2000) and to inhibit trust (Trow, 

1996), there is a need for the soft supportive measures conducive to a healthy 

relationship environment that complements those hard structural processes. Thus, 

quality should be integrated into the institutional culture to break down the resistance 

to change, to gain quality commitment among all stakeholders, and ultimately to ensure 

that QA and QM are performed at all levels. The dimension of HRM proposes a co-

existence of these two elements: structural and cultural quality practices, and a broader 

understanding of quality in HEIs.  

This dimension, hence, could help deal with these issues systematically by advising the 

HEIs what they should do as they plan, carry out, monitor, review, and implement their 

activities in a cycle of continuous improvement. Though the effect of CI takes a long 

time to be recognised, the success of HRM can speed up, the process as healthy 

relationships encourage detailed, in-depth top-down and bottom-up communication 

enhancing information exchange, ultimately reduce possible obstacles to the 

institutional operations and involve all stakeholders (Kraatz, 1998; Chua, 2002). 

To conclude, the thesis supports the idea that QA and QM are contextually and 

culturally dependent. Overall, with the new dimension of Healthy Relationship 

Management derived from the stakeholders’ insights, the framework represented in 

Figure 4 below endeavours to motivate, inform, and support HEIs to refine existing 
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practices, engage all stakeholders in fulfilling HEI missions, and contribute to the society 

better.  

 

Figure 4: A framework for quality management in higher education 

The practical implications    

The framework set normative values concerning institutional QM. The dimensions and 

items were regarded highly in the literature, empirically validated by experts, and 

evaluated by stakeholders from the three selected HEIs as essential and shown as 

feasible and relevant as manifested in their daily operations. The framework arguably 

has the capacity to perform its purpose.  

The framework can help inform researchers, practitioners, decision-makers, and policy 

planners of aspects to consider in the adoption, adaptation, integration, and 

implementation of QM in the setting of public HEIs in a unique context and culture of a 

developing country. It has also identified the facilitators and inhibitors for the QM 
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implementation at the three HEIs under investigation and offered recommendations for 

quality improvement at different levels. Only when the nature of QM implementation is 

characterised can adequate decisions be made on allocating resources and initiating 

quality practices. For instance, with an awareness of the shortcomings in performance, 

more resources can be directed to the weak areas to make improvements and seek 

excellence within the autonomy and resources available to the institution. 

It should be noted that this framework does not endeavour to cover all of the 

characteristics of any particular HEI’s QM implementation. Instead, it focuses on nine 

dimensions, as in Figure 4 above, which are considered indispensable to QM through 

the lens of world literature and the participants in this study. Additionally, as discussed 

in Chapter 3, the framework exploits the application of the modified Deming cycle Plan-

Act-Evaluate (Monitor-Review)-Improve for the procedure of using the framework. As 

Lemaitre (2002) put it, coming from a developing country we have to create the 

conditions so that we can adopt and adapt those western ideas of quality successfully. 

The importance or weight given to each dimension will depend on the context and 

culture of the institution concerned. For example, to accommodate the needs and 

targets of other types of HEIs, adjustments should be considered. For teaching-only 

institutions, the research section may be less relevant. Furthermore, the framework has 

not defined what quality is or how qualified the staff members need to be for different 

levels of institution, unit or department but leaves these aspects open to the 

determination of the institution concerned. Although the framework could be 

generalised for use in similar contexts, its relevance has only been verified by the 

experts participating in this project and the stakeholders at the three leading HEIs 

involved in the investigation. The framework is still in progress and needs validating on a 

larger scale. 
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9.3 Implications for national policy and HEI practice    

While examining the nature of QM implementation in Vietnamese public HEIs with all its 

complexities as presented in the study, the empirical findings revealed evidence of a gap 

between the current practice and the ‘ideals’ from the literature, as well as the experts 

and stakeholders’ beliefs. This discrepancy has implications for how the different 

governance levels frame their policy and practice regarding these developments. In an 

effort to close this gap, Chapter 8 of the thesis has attempted to make specific 

suggestions. Therefore, along these lines but at a higher level, this section aims to 

answer the third secondary question of the study with more general implications: What 

are the implications for national policy and HEI practice in view of the quality 

framework and the current state of play? 

9.3.1 Implications for HEI practice  

Pathways 

Considering three QA levels–government and MOET policy and directions, institutional 

system and processes, and individual responsibility–the recommendations outlined in 

this section extend from policies, mechanisms, approaches, and methods to resources 

and culture. Overall, for short-term strategies, the following implications could be 

considered.  

The findings suggest an imbalance between centralisation and decentralisation in 

management at the three HEIs. Some aspects experience too much centralisation while 

others have too much decentralisation. For example, poorly qualified casual lecturers do 

not follow the syllabi for semesters, especially in evening classes, whereas units and 

staff have very little power in using or managing resources necessary for teaching, 

research, and services. For improved management, leaders should know how and when 

to centralise and decentralise. Under these circumstances, Jarzabkowski (2002)’s 

strategic implications from an examination of resource allocation at three universities in 

the United Kingdom may be relevant. A higher level of decentralisation can bring about 
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the high involvement of stakeholders who can make decisions in the QA process though 

it can be dangerous to carry it to extremes. To avoid unexpected outcomes, “internal fit 

is, ideally, flexible to changes in the university and the wider environment” 

(Jarzabkowski, 2002, p.20). Thus, these institutions need to sustain a balance between 

centralisation and decentralisation and transfer adequate resources and authority to 

their lower level decision makers for the devolution needs. 

The results of the study indicate that a greater emphasis was placed on accountability 

compared to improvement or enhancement as a result of EQA focus and national 

cultural interference. However, QA should achieve both accountability and 

improvement (Harvey & Newton, 2007; Shah & Jarzabkowski, 2013). Therefore, HEIs 

should promote harmony between accountability and improvement. In doing so, the 

leaders should allocate adequate resources for both accountability and improvement, 

closely follow the modified Deming cycle of Plan–Act–Evaluate (Monitor–Review)–

Improve, and timely initiate manageable targets for improvement after each period of 

evaluation. Leaders should avoid thinking of giving up real improvement and all 

resources for the sake of short-term EQA missions. As such, the whole institution will 

get involved in activities targeting accountability with the commitment to CI, and in 

return, the result of CI can strengthen accountability. Thus, HEIs can avoid the tension 

between IQA and the currently compulsory EQA.  

The management at the participating institutions seemed to operate for the sake of 

meeting MOET’s demands and accordingly, there would be no guarantee of QM’s 

effectiveness in the long run. As illustrated throughout the study, QM is contextually 

and culturally dependent. Thus, it is time for HEIs to develop a QM Framework for their 

own institution and customise performance measurement tools appropriate for their 

context and culture. This may add an emphasis to the implementation of IQA. In the 

process, they should strengthen IM by creating an institutional research unit and 

developing reliable, comprehensive, and connected databases together with 

appropriate indicators. Positive results in IM would reinforce a systematic benchmarking 
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deployment at HEIs, which can help HEIs catch up with international standards. The 

framework should help these institutions explore more opportunities for partnerships 

because such partnerships help them justify their existence, enhance their reputation in 

the society, achieve a strong position in the innovative national mechanism, and 

connect with global dynamics. Most important of all, HEIs need to focus more on 

enhancing the quality of research and teaching rather than merely measuring 

performance. As a measure for transformative education, HEIs should provide quality 

services for quality teaching and research. 

The findings also imply that a quality culture can help improve institutional 

effectiveness. However, it has to co-exist with the institutional culture. The insights from 

the participants highlight a significant impact of national characteristics on QM 

practices. A cultural approach is needed to navigate existing cultural effects. In doing so, 

top and middle leaders need to shape and modify the institutional mindset, attitude, 

and behaviour (House, Hanges, Javidan, Dorfman, & Gupta, 2004) through trust building 

and shared commitment. Developing a healthy relationship management as a 

dimension in the QM framework as discussed in Section 9.2.4 may help leaders 

minimise the adverse effects of the national culture and consolidate the quality culture 

when quality is integrated into the institutional life. It should be noted that these 

measures take time. However, in the immediate future, leaders can capitalise on the 

high power-distance culture and the top-down approach to launch QM initiatives and at 

the same time take advantage of other positive cultural traits to avoid symbolic 

compliance. After being well established, CI will be in the hand of the grassroots level to 

build up sustainability. After all, external drivers can have a profound impact on 

institutional QM, but all-level stakeholders’ long-term commitment and participation 

will decide the success of daily operations of an HEI. All these measures will contribute 

to making the institution a complete and harmonious whole through sharing and 

understanding. In this sense, among others, the dimension of Healthy Relationship 
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Management as presented in Section 9.2.4 could solve these problems and could be key 

to all stakeholder involvement. 

As a result of all the above, another significant implication for HEIs in developing 

countries is the need to strengthen human and physical resources to support QA 

development and to prepare for the next step, where each institutional member is a QA 

expert responsible for the institutional quality. These HEIs should step by step erase the 

current QA units and QA teams and delegate those responsibilities to the individuals 

because participation and involvement from all individuals of the institution is the key to 

QM implementation. To achieve this, first and foremost, there should be transparency 

and trust among the top, middle, and lower levels. Every individual should be aware of 

their rights and responsibilities, and communication should be ensured. As resources 

play a critical role in the sustainability of QM initiatives, it is advisable that HEIs should 

capitalise on their granted autonomy and their current resources to enlarge their 

resources and prioritise them in accordance with QA needs. However, the most crucial 

element is developing human resources with productive capacity. Every individual 

should be equipped with the skills and knowledge to manage their job with high quality 

and should be held accountable for their education, research, and services activities. 

Every individual should have opportunities to develop their expertise, to discuss 

institutional issues, to share experience relating to jobs, to know each other better, and 

to collaborate with others based on mutual trust and cooperation to achieve quality 

goals. That includes involving and encouraging staff and students in QM, helping them 

to see what their role is, what they can do, and how vital their contribution is to overall 

institutional quality. However, to prepare for this next step, the new dimension Healthy 

Relationship Management is absolutely necessary as this dimension could create a 

favourable climate to develop all other quality initiatives and ultimately help QM fit into 

the HEI’s culture. 
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Connecting to Innovation in Uncertainty 

The negative conceptual, contextual, and cultural factors these HEIs are facing are not 

likely to change rapidly, while HEIs are coming under pressure to respond immediately 

to rapid social changes including those in their own sector. Against this backdrop, 

compromising and maintaining harmony between centralisation and decentralisation, 

between top-down and bottom-up approaches, and between accountability and 

improvement will continue to be important in the future. As discussed in Section 4.4.1, 

HEIs must be ready to respond to the changing environment through innovation.  

Therefore, they have to be more adaptive and take advantage of what they have in 

order to push innovative ideas and efforts and take the initiatives to shape and reshape 

the social needs. Nevertheless, the most crucial strategy is to build trust within the 

institution to cope with this kind of uncertainty.  

A feature of note is the application of the compliant culture. At present, a top-down 

management approach appears unavoidable to jump-start QM initiatives. However, in 

the long run, stakeholders’ substantial involvement will be required because they are 

the ones who can collectively discover improvement opportunities as opposed to their 

leaders as indicated by McCaffery (2018) and Westerheijden et al. (2007). This concern 

suggests that building up involvement will be a tough task because it will involve 

confronting a lack of trust. 

Another feature affected by culture is exemplified by one of the most frequently 

occurring phrases from the interviews: ‘innovative thinking pattern’. The challenge to 

develop this pattern was indeed of high importance in a context influenced by 

Confucianism. Hence, to connect to innovation, the first step is to change the attitude 

and the ways of thinking of leaders to welcome new concepts and QM practices. The 

next big step will be to adapt management interventions and establish a family-like 

environment where people can find it easy to communicate, share institutional beliefs, 

visions and objectives, freely discuss with one another the difficulties in the QM process, 
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understand one another’s viewpoints and approaches, and trust one another’s 

professional and/or academic capabilities. Emerging from this concern is the 

requirement to initiate the quality practices to build trust.  

To enhance trust, leaders must view this challenge from a long-term perspective and 

identify solutions in the strategic thinking process. The literature and evidence from the 

study have shown that leadership and communication were essential in connecting 

managerial and cultural constituents. As demonstrated earlier, it is agreed that leaders 

play an important role in the QA process and QC development through their power of 

influencing resource allocation, defined roles and responsibilities, and people and 

process management. Top-down and bottom-up communication is regarded as a useful 

tool to disseminate policies, regulations and rules, monitor and evaluate the initiatives, 

and understand stakeholders’ beliefs, values, and behaviours. To build trust in a 

Vietnamese higher education context and culture, leaders should navigate the practices 

of understanding, sharing, and thorough communication. This will result in transparency 

within the institution and stakeholders’ heightened knowledge, commitment, shared 

ownership, and empowerment. Although it is impossible to manage people’s minds, 

inspirational leaders can help transform them by promoting novel ideas, visions, or 

perspectives (Browaeys & Price, 2011). Good QM will create stakeholders’ satisfaction 

and continuous improvement of the education, research and service process. Thus, with 

an intelligent management strategy, the leaders who proceed in an honest, open and 

authentic way can move the whole institution forward. 

With this kind of contingency approach, all the institutional members will be prepared 

for the next step: each institutional member is a QA expert responsible for the 

institutional quality, which requires both trust and transparency in a reciprocal 

relationship, a transparent HEI grounded in trust and a trusted environment supported 

by transparency. Trust will help members deal with immediate and future uncertainty, 

including social, economic and technological changes, uncertain governmental tactics, 

and uncertain students’ attitude, levels, background, knowledge, and behaviours 
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(Tierney, 2008). Trust will play a critical role in connecting to innovation in times of 

uncertainty. 

9.3.2 For national policy  

It could be inferred from Chapter 2 that the Government and MOET have been 

committed to increasing quality in the higher education sector. In light of the findings in 

the case study of the three key HEIs in Vietnam on the nature of QM implementation, 

the thesis proposes immediate recommended actions and the next steps. 

Immediate recommended actions 

The findings from the study imply that for institutional effectiveness, it is imperative 

that the government should consider granting further autonomy to HEIs while providing 

adequate funding support for increasing HEI quality. This supports Seyfried and 

Pohlenz’s (2018) extensive investigation revealing that “autonomy (in the sense of 

independence from external demands and the opportunity to act according to internally 

driven, strategic considerations in the field of QA and quality development) [..] best 

promotes a sense of effectiveness [of QM]” (p.268). Since 1986, initiatives to increase 

the degree of autonomy have been introduced, but they have still been limited in scope 

or not very effective (Dao, 2015). Data analysis highlighted that these three HEIs were 

having difficulty in dealing with the negative impacts of centralised management and 

the potential decrease in funding, which was already low. It is recommended that 

greater autonomy should be granted, especially to leading HEIs like these three HEIs 

with a stronger academic and management background. 

Furthermore, the present study shows that these HEI were struggling with a tortuous 

maze of overlapping, conflicting, and ineffective policies. The databases managed by the 

General Statistics Office of Vietnam (GSO) and MOET about the higher education sector 

are very basic and often mismatched. These discouraged all the efforts of benchmarking 

at all levels and had adverse effects on QA development at both institutional and 
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national levels.  It is advisable that the Government and MOET should consider changes 

to policies to improve HEI transparency, accountability, and academic freedom more 

effectively, simplify the procedures and processes in administration and management, 

and develop a reliable and comprehensive database for the higher education sector. 

Like the institutional research unit in HEIs, MOET should establish a professional 

national agency with qualified staff and appropriate tools that can contribute to the 

consistency, integrity and transparency of information leading to higher quality across 

the sector. 

The findings also suggest that QA activities have been engaged, but the practices at 

these HEIs have not shown signs of sustainability. This is partly due to the lack of 

capacity building and continuous improvement. To give it a push, the newly established 

Accreditation Agencies, once operating, should consider their policies and methods to 

focus on HEIs’ capacity building and continuous improvement. All evaluations should be 

contextualised and benchmarked against peer institutions’ experience for better 

practice. 

The next step: transparency is the best policy 

From the 1950s to the 1980s, there was a movement of continuous quality 

improvement, quality management, and total QM in the business world (see Maguard, 

2006; Pereira et al., 2002, Woodhouse, 2012). A little bit later, the 1980s to 2020 

witnessed a steady movement of QA in higher education (see Pereira et al., 2002, 

Woodhouse, 2012). This movement brings about a focus on institutional quality and 

accountability discussions about input-focused and bureaucratic approaches, outcome-

focused and performance-based approaches, and the appearance of numerous EQAs in 

various cultural contexts with the overarching purpose of increasing the quality of 

higher education (see Pereira et al., 2002; Woodhouse, 2012). In such a context, from 

2003 onwards, a world class university movement is prevailing in higher education 
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across the continents affecting the postsecondary sector worldwide in several ways 

(Hazelkorn & Gibson, 2018). So, what will QA in Vietnam look like after 2020?  

As discussed in Section 2.3.3 about the vision for QA development in Vietnam after 

2020, QA in Vietnamese higher education has followed the sequence of nation–

institution–people. Therefore, the next step will be going straight to the people. That 

includes involving and encouraging faculty, staff, and students in QM, helping them to 

see how vital their contribution is to overall institutional quality. Faculty engagement, 

staff engagement, and student engagement are needed. This appears to be relevant in 

the Vietnamese context where the national culture requires trust in the workplace 

through understanding and sharing in practice. This is also consistent with world QA 

evolution.  

While positioning quality enhancement against QA, Land and Gorden (2013) raised the 

question of the abandonment of dedicated quality units at many universities. This 

seems to be timely regarding the movement of distributed leadership, empowerment, 

and especially academic leadership and management. According to Scott et al., (2008), 

academic leadership and management can contribute to institutional effectiveness, 

improvement and development through collegial activities among academics; have a 

profound impact upon the quality of relationships and teaching given opportunities to 

lead; can affect curriculum, teaching and learning as instructional leaders; and can help 

reshape the institutional culture through the dynamics of interpersonal relationships 

from the cultural perspective. In the same vein, Coates & Goedegebuure (2012) 

advocate leadership and management as a pillar to Boyer’s 1990 typology of scholarship 

when discussing roles of academic and professional staff in the 21st century. In this 

sense, besides highlighting centralisation, QA units could negate the expertise, rights, 

and responsibilities of the staff members especially since in the Vietnamese higher 

education context, many of them also work as accreditors, assessors, or validators. 

However, abandoning this centralised support model depends on institutional quality 

capacity and the government’s policies related to transparency.   
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One of the prerequisites of staff leadership and management is transparency. Without 

transparency, people cannot make effective decisions, a significant characteristic of 

leadership and management. It is proposed that not only staff but also all stakeholders 

should have access to comprehensive and relevant information about higher education. 

Transparency in the higher education sector would be tremendously beneficial to the 

society at large. As Dill and Soo (2004) put it, better information is essential for both the 

education stakeholders’ protection purposes and the education providers’ effectiveness. 

Students can evaluate what they can obtain when they invest both time and money in 

their education or in a course or a subject, which becomes more seriously crucial as they 

have little opportunity to learn from the experience. Potential employers can assess the 

calibre of that potential employee. It allows HEIs to maintain healthy relationships 

within the institution during the process of moving the institutional agenda forward. 

Lack of transparency and consequently trust could make HEIs fail to align priorities and 

efforts and compromise institutional effectiveness. In the higher education sector 

background, lack of transparency may hinder effective partnerships, healthy 

competitiveness and learning between HEIs and from other leading HEIs in the world. In 

short, this transparency is of crucial importance in enabling data-driven decisions, 

building up a culture of accountability, and supporting continuous improvement 

concerning institutional performance at all levels. When these constituents become 

rooted in policies and practices, they will improve quality, create trust, and lead to 

shared power, distributed leadership, or-again-decentralisation. When trust and 

transparency prevail, people would be authorised or entrusted to decide their job at 

their level where they are the ones who know the job best. These suggested changes 

cannot be done without explicit action by the government.  

Fukuyama (2000) indicates that the social, economic, and cultural achievements of a 

country mainly depend on trust that people have in one another and in the institutions 

to which they are supposed to belong. Coates (2017, p.v) confirms “Improving 
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transparency offers the jolt required to shift practice and reinforces the infrastructure”; 

transparency and trust should be upheld in the government and institutional policies. 

9.4 Recommendations for further research 

As the research methodology in Stage 2 is a case study, not all the major findings can be 

generalised to other HEIs in Vietnam, or those in developing countries. Furthermore, the 

object of this study is leading public HEIs located in the south of Vietnam, and there are 

different forms of HEIs whose operations are greatly influenced by their surrounding 

environment. Thus, further research is strongly recommended to explore QM 

implementation in the so-called weak or newly established or upgraded HEIs, private 

HEIs, HEIs in the northern and the central parts of Vietnam, and HEIs in other developing 

contexts, especially in South East Asia, to contribute to the theory and practice of 

adopting, implementing, and sustaining QM initiatives. In addition, a large-scale 

quantitative study of QM implementation in HEIs could be conducted, which can 

facilitate the expansion in scope. Only with a comprehensive and profound 

understanding of QM implementation at the institutional level could the phenomenon 

be theorised and modelled. 

The present study provides a broad picture of QM implementation covering many 

dimensions of quality in higher education. It would be beneficial if further research 

could focus on a specific dimension which has not been studied in depth such as 

partnership development and management, information management, or 

benchmarking within the institution and beyond. Some specific issues need to further 

studied, such as the reciprocal relationship among these dimensions or to what extent 

and in what way an individual ensures their quality in teaching, research, and service. A 

deeper understanding of these issues will help minimise possible adverse effects in the 

effort of increasing higher education quality. 

 The QM framework proposed in the study remains in progress; more work could be 

done to put the framework into practice. The items, the terminology, and the 
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application need to be standardised. The framework needs to be validated on a larger 

scale and scope. The reciprocal relationship between the dimensions needs to be 

further studied through statistical analysis. With improved data collection, the 

framework could become more refined, valid, and reliable. Such a holistic and 

comprehensive framework for QM implementation is considered strategically important 

in Vietnamese HEIs in the immediate future. 

9.5 Conclusion 

Evidence from the study has shown that Vietnamese public HEIs were still in the early 

stage concerning QM implementation at the time of the study. It supports the 

conclusion that “QM is already a reality in a majority of the responding institutions” 

(Martin, 2017). The case study HEIs have been the “key” institutions in the higher 

education sector, which have functioned as leading contributors to the national QA 

system. The findings reveal that QA has been introduced and developed at these 

universities through accountability, compliance, and accreditation with the purpose of 

improving the quality of HEI in all related aspects. All the three HEIs under investigation 

have been aware of QA and invested in QA initiatives with all their efforts and 

resources. From the QM perspective, these case HEIs have shifted from being externally 

led to being internally driven while integrating all the institutional operation processes 

including education and research into the QA mechanism.  

The recent efforts to improve QA that emphasise performance-based assessment have 

solved many weaknesses and pushed these HEIs up to a new level. However, they have 

insufficiently accommodated unique institutional requirements, done little to support 

improvement and ultimately enhancement, not to mention that they have met some 

resistance and seem to be lost in some essential dimensions such as information 

management and benchmarking.  

The findings advocate the idea that QA is contextually and culturally dependent and 

suggest a QM framework to reinforce examining and operating an HEI’s quality practices 
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and exploiting the effects of those practices, especially the healthy relationship 

management dimension, in a cycle of continuous improvement. The purpose of this 

framework is to make the QA system more consistent and supportive of sustained 

improvement and innovation. The implications for national policy and institutional 

practice help the system and HEIs to increase their efficiency, effectiveness, and 

transparency and to cope with immediate and future challenges embracing both 

opportunities and threats.  
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APPENDIX A 

STAGE 1 

SIGNIFICANT POLICIES RELATED TO QUALITY ASSURANCE IN HIGHER EDUCATION 
QUOTED IN THE THESIS 

 

YEAR ORGANISATI
-ON 

NAME CONTENT SOURCE 

1993 Communist 
Party of 
Vietnam 

Resolution 
04-
NQ/HNTW 
DATED 
14/01/1993 

on the continued 
renovation of education 
and training. 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Nghi-
quyet-04-NQ-HNTW-tiep-
tuc-doi-moi-su-nghiep-giao-
duc-va-dao-
tao/127647/noi-dung.aspx 

1993 Government 
of Vietnam 

Resolution 
90/CP dated 
24/11/1993 

identifying the structure 
of the national education 
system and the system of 
degrees in the Socialist 
Republic of Vietnam. 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Nghi-
dinh-90-CP-quy-dinh-co-
cau-khung-cua-he-thong-
giao-duc-quoc-dan-he-
thong-van-bang-chung-chi-
ve-giao-duc-va-dao-tao-
cua-Viet-Nam-38646.aspx 

2004 Ministry of 
Education 
and Training 

Directive 
25/2004/CT-
BGD&ÐT 
dated 
02/08/2004 

on missions of the whole 
education system in the 
academic year 2004–
2005 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Chi-thi-
25-2004-CT-BGDDT-nhiem-
vu-nganh-giao-duc-nam-
2004-2005-55290.aspx 

2005 National 
Assembly of 
Vietnam 

Law No. 
38/2005/QH
11 dated 
14/06/2005 

Law on education https://thuvienphapluat.vn
/van-ban/Giao-duc/Luat-
Giao-duc-2005-38-2005-
QH11-2636.aspx 

2005 Government 
of Vietnam 

Resolution 
14/2005/NQ
-CP dated 
02/11/2005 

on substantial and 
comprehensive renewal 
of Vietnam’s tertiary 
education in the 2006-
2020 period [Higher 
education reform 
agenda-HERA] aiming 
generally to build by 
2020 a higher education 
system that is advanced 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Nghi-
quyet-14-2005-NQ-CP-doi-
moi-co-ban-va-toan-dien-
giao-duc-dai-hoc-Viet-Nam-
giai-doan-2006-2020-
5013.aspx 

 

https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-04-NQ-HNTW-tiep-tuc-doi-moi-su-nghiep-giao-duc-va-dao-tao/127647/noi-dung.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-04-NQ-HNTW-tiep-tuc-doi-moi-su-nghiep-giao-duc-va-dao-tao/127647/noi-dung.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-04-NQ-HNTW-tiep-tuc-doi-moi-su-nghiep-giao-duc-va-dao-tao/127647/noi-dung.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-04-NQ-HNTW-tiep-tuc-doi-moi-su-nghiep-giao-duc-va-dao-tao/127647/noi-dung.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-04-NQ-HNTW-tiep-tuc-doi-moi-su-nghiep-giao-duc-va-dao-tao/127647/noi-dung.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-04-NQ-HNTW-tiep-tuc-doi-moi-su-nghiep-giao-duc-va-dao-tao/127647/noi-dung.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-dinh-90-CP-quy-dinh-co-cau-khung-cua-he-thong-giao-duc-quoc-dan-he-thong-van-bang-chung-chi-ve-giao-duc-va-dao-tao-cua-Viet-Nam-38646.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-dinh-90-CP-quy-dinh-co-cau-khung-cua-he-thong-giao-duc-quoc-dan-he-thong-van-bang-chung-chi-ve-giao-duc-va-dao-tao-cua-Viet-Nam-38646.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-dinh-90-CP-quy-dinh-co-cau-khung-cua-he-thong-giao-duc-quoc-dan-he-thong-van-bang-chung-chi-ve-giao-duc-va-dao-tao-cua-Viet-Nam-38646.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-dinh-90-CP-quy-dinh-co-cau-khung-cua-he-thong-giao-duc-quoc-dan-he-thong-van-bang-chung-chi-ve-giao-duc-va-dao-tao-cua-Viet-Nam-38646.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-dinh-90-CP-quy-dinh-co-cau-khung-cua-he-thong-giao-duc-quoc-dan-he-thong-van-bang-chung-chi-ve-giao-duc-va-dao-tao-cua-Viet-Nam-38646.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-dinh-90-CP-quy-dinh-co-cau-khung-cua-he-thong-giao-duc-quoc-dan-he-thong-van-bang-chung-chi-ve-giao-duc-va-dao-tao-cua-Viet-Nam-38646.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-dinh-90-CP-quy-dinh-co-cau-khung-cua-he-thong-giao-duc-quoc-dan-he-thong-van-bang-chung-chi-ve-giao-duc-va-dao-tao-cua-Viet-Nam-38646.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-dinh-90-CP-quy-dinh-co-cau-khung-cua-he-thong-giao-duc-quoc-dan-he-thong-van-bang-chung-chi-ve-giao-duc-va-dao-tao-cua-Viet-Nam-38646.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Chi-thi-25-2004-CT-BGDDT-nhiem-vu-nganh-giao-duc-nam-2004-2005-55290.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Chi-thi-25-2004-CT-BGDDT-nhiem-vu-nganh-giao-duc-nam-2004-2005-55290.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Chi-thi-25-2004-CT-BGDDT-nhiem-vu-nganh-giao-duc-nam-2004-2005-55290.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Chi-thi-25-2004-CT-BGDDT-nhiem-vu-nganh-giao-duc-nam-2004-2005-55290.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Chi-thi-25-2004-CT-BGDDT-nhiem-vu-nganh-giao-duc-nam-2004-2005-55290.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-Giao-duc-2005-38-2005-QH11-2636.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-Giao-duc-2005-38-2005-QH11-2636.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-Giao-duc-2005-38-2005-QH11-2636.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-Giao-duc-2005-38-2005-QH11-2636.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-14-2005-NQ-CP-doi-moi-co-ban-va-toan-dien-giao-duc-dai-hoc-Viet-Nam-giai-doan-2006-2020-5013.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-14-2005-NQ-CP-doi-moi-co-ban-va-toan-dien-giao-duc-dai-hoc-Viet-Nam-giai-doan-2006-2020-5013.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-14-2005-NQ-CP-doi-moi-co-ban-va-toan-dien-giao-duc-dai-hoc-Viet-Nam-giai-doan-2006-2020-5013.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-14-2005-NQ-CP-doi-moi-co-ban-va-toan-dien-giao-duc-dai-hoc-Viet-Nam-giai-doan-2006-2020-5013.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-14-2005-NQ-CP-doi-moi-co-ban-va-toan-dien-giao-duc-dai-hoc-Viet-Nam-giai-doan-2006-2020-5013.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-14-2005-NQ-CP-doi-moi-co-ban-va-toan-dien-giao-duc-dai-hoc-Viet-Nam-giai-doan-2006-2020-5013.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-14-2005-NQ-CP-doi-moi-co-ban-va-toan-dien-giao-duc-dai-hoc-Viet-Nam-giai-doan-2006-2020-5013.aspx
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and highly competitive 
by international 
standards, while also 
appropriate to a socialist-
oriented market 

2007
a 

Ministry of 
Education 
and Training 

Regulation  
65/2007/QĐ
-BGDĐT 
dated 
01/11/2007 

promulgating regulations 
on criteria for assessing 
the education quality of 
universities. 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Quyet-
dinh-65-2007-QD-BGDDT-
Quy-dinh-tieu-chuan-danh-
gia-chat-luong-giao-duc-
truong-dai-hoc-57902.aspx 

2007
b 

Ministry of 
Education 
and Training 

Regulation 
76/2007/QD
-BGDDT 
dated 
20/12/2007 

on procedures and cycle 
for accreditation at HEIs.   

 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Quyet-
dinh-76-2007-QD-BGDDT-
quy-dinh-quy-trinh-chu-ky-
kiem-dinh-chat-luong-giao-
duc-truong-dai-hoc-cao-
dang-trung-cap-chuyen-
nghiep-60465.aspx 

2009 Ministry of 
Education 
and Training 

Circular 
09/2009/TT-
BGDĐT 
dated 
07/05/2009 

regulations on 
transparencies of 
education institutions in 
the national education 
system 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Thong-
tu-09-2009-TT-BGDDT-quy-
che-cong-khai-co-so-giao-
duc-he-thong-giao-duc-
quoc-dan-89997.aspx 

2009 Ministry of 
Education 
and Training 

Report 
760/BC-
BGDĐT 
dated 
29/10/2009 

on the development of 
higher education system, 
the solutions to ensure 
and improve education 
quality 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Bao-
cao-760-BC-BGDDTsu-phat-
trien-he-thong-giao-duc-
dai-hoc-cac-giai-phap-dam-
bao-nang-cao-chat-luong-
dao-tao-96869.aspx 

2009 National 
Assembly of 
Vietnam 

Law No. 
44/2009/QH
12 dated 
25/11/2009 

amending and 
supplementing a number 
of articles of the law of 
education 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Luat-
giao-duc-sua-doi-nam-
2009-98730.aspx 

 

2010 Ministry of 
Education 
and 
Training–
Communist 
Party 
committee 

Resolution 
05-
NQ/BCSĐ 
dated 
06/01/2010 

 

on the renovation of 
higher education 
management for the 
period 2010-2012 with a 
strong emphasis on the 
connection between 
management and quality 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Nghi-
quyet-05-NQ-BCSD-doi-
moi-quan-ly-giao-duc-dai-
hoc-giai-doan-2010-2012-
134780.aspx 

https://thuvienphapluat.vn/van-ban/Giao-duc/Quyet-dinh-65-2007-QD-BGDDT-Quy-dinh-tieu-chuan-danh-gia-chat-luong-giao-duc-truong-dai-hoc-57902.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Quyet-dinh-65-2007-QD-BGDDT-Quy-dinh-tieu-chuan-danh-gia-chat-luong-giao-duc-truong-dai-hoc-57902.aspx
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https://thuvienphapluat.vn/van-ban/Giao-duc/Quyet-dinh-65-2007-QD-BGDDT-Quy-dinh-tieu-chuan-danh-gia-chat-luong-giao-duc-truong-dai-hoc-57902.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Quyet-dinh-76-2007-QD-BGDDT-quy-dinh-quy-trinh-chu-ky-kiem-dinh-chat-luong-giao-duc-truong-dai-hoc-cao-dang-trung-cap-chuyen-nghiep-60465.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Quyet-dinh-76-2007-QD-BGDDT-quy-dinh-quy-trinh-chu-ky-kiem-dinh-chat-luong-giao-duc-truong-dai-hoc-cao-dang-trung-cap-chuyen-nghiep-60465.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Quyet-dinh-76-2007-QD-BGDDT-quy-dinh-quy-trinh-chu-ky-kiem-dinh-chat-luong-giao-duc-truong-dai-hoc-cao-dang-trung-cap-chuyen-nghiep-60465.aspx
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https://thuvienphapluat.vn/van-ban/Giao-duc/Quyet-dinh-76-2007-QD-BGDDT-quy-dinh-quy-trinh-chu-ky-kiem-dinh-chat-luong-giao-duc-truong-dai-hoc-cao-dang-trung-cap-chuyen-nghiep-60465.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Thong-tu-09-2009-TT-BGDDT-quy-che-cong-khai-co-so-giao-duc-he-thong-giao-duc-quoc-dan-89997.aspx
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https://thuvienphapluat.vn/van-ban/Giao-duc/Bao-cao-760-BC-BGDDTsu-phat-trien-he-thong-giao-duc-dai-hoc-cac-giai-phap-dam-bao-nang-cao-chat-luong-dao-tao-96869.aspx
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https://thuvienphapluat.vn/van-ban/Giao-duc/Bao-cao-760-BC-BGDDTsu-phat-trien-he-thong-giao-duc-dai-hoc-cac-giai-phap-dam-bao-nang-cao-chat-luong-dao-tao-96869.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-giao-duc-sua-doi-nam-2009-98730.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-giao-duc-sua-doi-nam-2009-98730.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-giao-duc-sua-doi-nam-2009-98730.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-giao-duc-sua-doi-nam-2009-98730.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-05-NQ-BCSD-doi-moi-quan-ly-giao-duc-dai-hoc-giai-doan-2010-2012-134780.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-05-NQ-BCSD-doi-moi-quan-ly-giao-duc-dai-hoc-giai-doan-2010-2012-134780.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Nghi-quyet-05-NQ-BCSD-doi-moi-quan-ly-giao-duc-dai-hoc-giai-doan-2010-2012-134780.aspx
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2010
a 

Prime 
Minister’s 
Office 

Directive 
296/CT-TTg 
dated 
27/02/2010 

on renewal of tertiary 
education administration 
during 2010-2012 

 

https://thuvienphapluat.vn
/van-ban/Xuat-nhap-
khau/Directive-No-296-CT-
TTg-of-February-27-2010-
on-renewal-of-tertiary-
education-administration-
during-2010-
2012/104502/noi-
dung.aspx 

2010
b 

Prime 
Minister’s 
Office 

Decision 
58/2010/QĐ
-TTg  dated 
22/09/2010  

on promulgating the 
university charter 
(providing a guiding 
framework and a set of 
principles for HEIs 
related to organisational 
structure and operational 
activities in different 
administrative areas 
within the HEI) 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Quyet-
dinh-58-2010-QD-TTg-Dieu-
le-truong-dai-hoc-
112226.aspx 

 

2012
a 

Government 
of Vietnam 

Resolution 
10/NQ-CP 
dated 
24/04/2012 

the socio-economic 
development strategy for 
the period 2011-2020 

https://thuvienphapluat.vn
/van-ban/Van-hoa-Xa-
hoi/Nghi-quyet-10-NQ-CP-
Chien-luoc-phat-trien-kinh-
te-xa-hoi-2011-2020-
138515.aspx 

 

2012 National 
Assembly of 
Vietnam 

Law No. 
08/2012/QH
13 dated 
18/06/2012 

Law on higher education  https://thuvienphapluat.vn
/van-ban/Giao-duc/Luat-
Giao-duc-dai-hoc-2012-
142762.aspx?tab=1 

2012
b 

Government 
of Vietnam 

Decree 
73/2012/NĐ
-CP dated 
26/09/2012 

on the foreign 
cooperation and 
investment in education  

 

https://thuvienphapluat.vn
/van-ban/Dau-tu/Nghi-
dinh-73-2012-ND-CP-quy-
dinh-ve-hop-tac-dau-tu-
cua-nuoc-ngoai-trong-linh-
vuc-148609.aspx 

2012 MOET Circular No. 
61/2012/TT-
BGDDT 
dated 
28/12/2012 

promulgation of 
regulations on conditions 
for foundation and 
dissolution, missions and 
rights of education 
accreditation 
organisations 

https://thuvienphapluat.vn
/van-ban/Giao-
duc/Circular-61-2012-TT-
BGDDT-foundation-
dissolution-missions-rights-
education-accreditation-
organizations-380105.aspx 

https://thuvienphapluat.vn/van-ban/Xuat-nhap-khau/Directive-No-296-CT-TTg-of-February-27-2010-on-renewal-of-tertiary-education-administration-during-2010-2012/104502/noi-dung.aspx
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https://thuvienphapluat.vn/van-ban/Xuat-nhap-khau/Directive-No-296-CT-TTg-of-February-27-2010-on-renewal-of-tertiary-education-administration-during-2010-2012/104502/noi-dung.aspx
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https://thuvienphapluat.vn/van-ban/Giao-duc/Quyet-dinh-58-2010-QD-TTg-Dieu-le-truong-dai-hoc-112226.aspx
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https://thuvienphapluat.vn/van-ban/Giao-duc/Quyet-dinh-58-2010-QD-TTg-Dieu-le-truong-dai-hoc-112226.aspx
https://thuvienphapluat.vn/van-ban/Van-hoa-Xa-hoi/Nghi-quyet-10-NQ-CP-Chien-luoc-phat-trien-kinh-te-xa-hoi-2011-2020-138515.aspx
https://thuvienphapluat.vn/van-ban/Van-hoa-Xa-hoi/Nghi-quyet-10-NQ-CP-Chien-luoc-phat-trien-kinh-te-xa-hoi-2011-2020-138515.aspx
https://thuvienphapluat.vn/van-ban/Van-hoa-Xa-hoi/Nghi-quyet-10-NQ-CP-Chien-luoc-phat-trien-kinh-te-xa-hoi-2011-2020-138515.aspx
https://thuvienphapluat.vn/van-ban/Van-hoa-Xa-hoi/Nghi-quyet-10-NQ-CP-Chien-luoc-phat-trien-kinh-te-xa-hoi-2011-2020-138515.aspx
https://thuvienphapluat.vn/van-ban/Van-hoa-Xa-hoi/Nghi-quyet-10-NQ-CP-Chien-luoc-phat-trien-kinh-te-xa-hoi-2011-2020-138515.aspx
https://thuvienphapluat.vn/van-ban/Van-hoa-Xa-hoi/Nghi-quyet-10-NQ-CP-Chien-luoc-phat-trien-kinh-te-xa-hoi-2011-2020-138515.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-Giao-duc-dai-hoc-2012-142762.aspx?tab=1
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-Giao-duc-dai-hoc-2012-142762.aspx?tab=1
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-Giao-duc-dai-hoc-2012-142762.aspx?tab=1
https://thuvienphapluat.vn/van-ban/Giao-duc/Luat-Giao-duc-dai-hoc-2012-142762.aspx?tab=1
https://thuvienphapluat.vn/van-ban/Dau-tu/Nghi-dinh-73-2012-ND-CP-quy-dinh-ve-hop-tac-dau-tu-cua-nuoc-ngoai-trong-linh-vuc-148609.aspx
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https://thuvienphapluat.vn/van-ban/Dau-tu/Nghi-dinh-73-2012-ND-CP-quy-dinh-ve-hop-tac-dau-tu-cua-nuoc-ngoai-trong-linh-vuc-148609.aspx
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https://thuvienphapluat.vn/van-ban/Dau-tu/Nghi-dinh-73-2012-ND-CP-quy-dinh-ve-hop-tac-dau-tu-cua-nuoc-ngoai-trong-linh-vuc-148609.aspx
https://thuvienphapluat.vn/van-ban/Giao-duc/Circular-61-2012-TT-BGDDT-foundation-dissolution-missions-rights-education-accreditation-organizations-380105.aspx
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https://thuvienphapluat.vn/van-ban/Giao-duc/Circular-61-2012-TT-BGDDT-foundation-dissolution-missions-rights-education-accreditation-organizations-380105.aspx
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2013 Prime 
Minister’s 
Office 

Decision 
37/2013/QD
-TTg dated 
26/06/2013 

adjusting the master plan 
on the university and 
college network during 
2006-2020 

https://thuvienphapluat.vn
/van-ban/Giao-
duc/Decision-No-37-2013-
QD-TTg-the-master-plan-
on-the-university-college-
2006-2020-217040.aspx 

2013 Communist 
Party of 
Vietnam 

Resolution 
29-NQ/TW 
dated 
04/11/2013 

on “fundamental and 
comprehensive 
innovation in education, 
serving industrialisation 
and modernisation in a 
socialist-oriented market 
economy during 
international integration” 
ratified in the 8th session 

https://thuvienphapluat.vn
/archive/Resolution-No-29-
NQ-TW-fundamental-and-
comprehensive-innovation-
in-education-
vb219442.aspx 

2015 Government 
of Vietnam 

Decree 
73/2015/NĐ
-CP dated 
08/09/2015 

on standards for 
stratification, framework 
and standards for ranking 
HEIs. 

https://thuvienphapluat.vn
/van-ban/Giao-duc/Decree-
No-73-2015-ND-CP-
standards-for-stratification-
framework-ranking-higher-
educational-institutions-
290646.aspx 

2015 Government 
of Vietnam 

Decree 
16/2015/NĐ
-CP 

stipulating the 
mechanism for exercising 
the autonomy of public 
administrative units 

https://thuvienphapluat.vn
/van-ban/Bo-may-hanh-
chinh/Decree-No-16-2015-
ND-CP-mechanism-
exercising-the-autonomy-
of-Public-Administrative-
Units-282898.aspx 

2017 Government 
of Vietnam 

Decree No. 
46/2017/ND
-CP dated 
21/04/201 

prescribing regulatory 
requirements for 
educational investment 
and operation in the 
education sector is 
supposed to ease the 
way for 100% private 
international investment 
in education in Vietnam. 

https://thuvienphapluat.vn
/archive/Decree-46-2017-
ND-CP-prescribing-
regulatory-requirements-
for-educational-
investment-operation-
vb353369.aspx 

https://thuvienphapluat.vn/van-ban/Giao-duc/Decision-No-37-2013-QD-TTg-the-master-plan-on-the-university-college-2006-2020-217040.aspx
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https://thuvienphapluat.vn/van-ban/Giao-duc/Decree-No-73-2015-ND-CP-standards-for-stratification-framework-ranking-higher-educational-institutions-290646.aspx
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https://thuvienphapluat.vn/van-ban/Bo-may-hanh-chinh/Decree-No-16-2015-ND-CP-mechanism-exercising-the-autonomy-of-Public-Administrative-Units-282898.aspx
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https://thuvienphapluat.vn/van-ban/Bo-may-hanh-chinh/Decree-No-16-2015-ND-CP-mechanism-exercising-the-autonomy-of-Public-Administrative-Units-282898.aspx
https://thuvienphapluat.vn/van-ban/Bo-may-hanh-chinh/Decree-No-16-2015-ND-CP-mechanism-exercising-the-autonomy-of-Public-Administrative-Units-282898.aspx
https://thuvienphapluat.vn/van-ban/Bo-may-hanh-chinh/Decree-No-16-2015-ND-CP-mechanism-exercising-the-autonomy-of-Public-Administrative-Units-282898.aspx
https://thuvienphapluat.vn/archive/Decree-46-2017-ND-CP-prescribing-regulatory-requirements-for-educational-investment-operation-vb353369.aspx
https://thuvienphapluat.vn/archive/Decree-46-2017-ND-CP-prescribing-regulatory-requirements-for-educational-investment-operation-vb353369.aspx
https://thuvienphapluat.vn/archive/Decree-46-2017-ND-CP-prescribing-regulatory-requirements-for-educational-investment-operation-vb353369.aspx
https://thuvienphapluat.vn/archive/Decree-46-2017-ND-CP-prescribing-regulatory-requirements-for-educational-investment-operation-vb353369.aspx
https://thuvienphapluat.vn/archive/Decree-46-2017-ND-CP-prescribing-regulatory-requirements-for-educational-investment-operation-vb353369.aspx
https://thuvienphapluat.vn/archive/Decree-46-2017-ND-CP-prescribing-regulatory-requirements-for-educational-investment-operation-vb353369.aspx
https://thuvienphapluat.vn/archive/Decree-46-2017-ND-CP-prescribing-regulatory-requirements-for-educational-investment-operation-vb353369.aspx
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PLAIN LANGUAGE STATEMENT FOR EXPERTS 

Dear ___________, 

You are invited to participate in the research project titled “Towards Effective 
Quality Management in Vietnamese Public Higher Education Institutions”, conducted by Phan 
Thi Kim Loan, a PhD student at Melbourne Centre for the Study of Higher Education, Melbourne 
Graduate School of Education, the University of Melbourne. This research project is conducted 
under the supervision of Professor Hamish Coates, Chair of Higher Education and Professor Leo 
Goedegebuure, Director of The LH Martin Institute for Tertiary Education Leadership and 
Management at the University of Melbourne. The Human Research Ethics Committee from the 
university has approved this research project.  

The main purpose of this project is to investigate the nature of quality management (QM) at 
Vietnamese public higher education institutions (HEIs) and to make recommendations for 
national policy and HEI practice with the purpose of enhancing QM performance at institutional 
level. In this project, we need a specific model against which the investigation can be 
performed. Therefore, you are invited to be an expert panel member to identify what aspects of 
QM are perceived as locally relevant and suitable for Vietnamese public HEIs. We are inviting 
people to participate as panel members if they have expertise in higher education, quality 
management in higher education, higher education in Vietnam and quality management in 
Vietnamese public universities. The panel members will be drawn from Vietnam and other 
countries.  

If you agree to participate, you will be asked to do the following via a questionnaire on the 
internet: 

1.  Rate whether certain items should be included in the model for effective QM Vietnamese 
public HEIs by rating the presented dimensions and their key items from 1- being unimportant 
to 4- being very important. 

2.  Modify or add as many other essential dimensions and key items to the collection. 

3.  Provide any comments on the draft and the design of the model.  

A maximum of two questionnaire rounds will take place as the aim of the project is to reach 
consensus about a model for effective QM in Vietnamese public HEIs. We estimate your total 
time commitment for this project to be approximately one hour.  

Participation in this project is voluntary. If you change your mind about participation, you are 
free to withdraw from the project at any time and you may also withdraw your data if you wish. 
Any data we collect from you will be held under password protection. We will only present the 
results in statistical summary form, and you will not be in any way identifiable in the model that 
is made available to the public. However, the small sample size may have implications for 
protecting the identity of the participants. The data will be kept securely in the Melbourne 
Graduate School of Education, the University of Melbourne for five years from the date of 
publication, before being destroyed. This research will lead to the production of a PhD thesis. If 
you decide to be a contributor, a summary of the research findings will be forwarded to you, if 
you agree to this. If you would like to participate, please indicate that you have read and 
understood this information by signing the accompanying consent form and returning it to the 
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researcher by email. Then, please get access to https://www.surveymonkey.com/r/75V52MV to 
participate into the survey before January 5, 2016. 

Should you require any further information, or have any concerns, please do not hesitate to 
contact either me or my supervisors, Prof. Coates and Prof. Goedegebuure. Our contact 
information is below. Should you have a concern about the conduct of the project, you are 
welcome to contact the Executive Officer, Human Research Ethics, the University of Melbourne, 
on ph: 83442073 of fax: 93476739. 

Yours sincerely, 

 

 

Phan, Thi Kim Loan 

PhD Candidate in Higher education 

Melbourne Centre for the Study of Higher Education 

Melbourne Graduate School of Education | The University of Melbourne 

Elisabeth Murdoch Building (Building 134), Spencer Road 

The University of Melbourne, Victoria 3010 Australia 

M1: +84 908 850 945| M2: +61 411 191 654 | E: phant2@student.unimelb.edu.au 

 

Professor Hamish Coates 

Chair 

Melbourne Centre for the Study of Higher Education 

Melbourne Graduate School of Education |The University of Melbourne 

Elisabeth Murdoch Building, The University of Melbourne. 

T: +61 3 9035 4928 | M: +61 423 475 605 | E: hamishc@unimelb.edu.au 

 
Professor Leo Goedegebuure 
Director 

LH Martin Institute for Tertiary Education Leadership and Management 

Melbourne Graduate School of Education | The University of Melbourne  

Elisabeth Murdoch Building, The University of Melbourne. 

T: +61 3 83440756 | M: +61 401 316 708 | E: director-mi@unimelb.edu.au 

 

 

 

https://www.surveymonkey.com/r/75V52MV
mailto:+84%20908%20850%20945
mailto:+61%20411%20191%20654
mailto:phant2@student.unimelb.edu.au
tel:+61%203 9035%204928
tel:%2B61%20423%20475%20605
mailto:hamishc@unimelb.edu.au
mailto:+61%203 83440756
mailto:+61401%20316%20708
mailto:director-mi@unimelb.edu.au
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CONSENT FORM FOR EXPERTS 

Project title: “Towards Effective Quality Management in Vietnamese Public 

Higher Education Institutions” 

Name of participant:  

Name of investigators: Professor Hamish Coates, Professor Leo Goedegebuure, and Phan Thi 

Kim Loan. 

1. I consent to participate in this project, the details of which have been explained to my 

satisfaction, and I have been provided with a written language statement to keep. 

2.  I understand that my participation will involve two questionnaires and I agree that the 

researcher may use the results as described in the Plain Language Statement. 

3. I acknowledge that: 

a. The possible effects of participating in the questionnaires have been explained to 

me with satisfaction; 

b. I have been informed that I am free to withdraw from the project at any time 

without explanation or prejudice and to withdraw any unprocessed data I have 

provided; 

c. The project is for the purpose of research; 

d. I have been informed that the confidentiality of the information I provide will be 

safeguarded subject to any legal requirements; 

e. I have been informed that with my consent the data from the questionnaire will be 

stored at the University of Melbourne and will be destroyed after five years; 

f. My name will not be referred to in any publications arising from the research; 

g. I am aware that the small sample size may have implications for protecting the 

identity of the participants; 

h. I have been informed that a copy of the summary of the research findings will be 

forwarded to me, should I agree to this. 

I wish to receive a copy of the summary project report on research findings. 

Yes       No (Please tick) 

 

Signature    Date 
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PERSONAL PROFILE  

 

Full name, optional: ________________ Age: ______  

Gender:    (1) Female ______ (2) Male  ______ 

Highest degree earned:  

(1) BA   Major in: ________________  

(2) MA Major in: ________________  

(3) PhD Major in: ________________  

(4) Others (pls. specify): ________________  

Years of experience in higher education: _______ years  

Institution: ________________  

Title (Prof., Senior Lecturer, Lecturer ...)  

Current position:  ________________ 

Years of experience in the current position: _________years  

Years of experience in quality management: ________ years 
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THƯ NGỎ DÀNH CHO CHUYÊN GIA 
 
Thưa _____________, 

Kính mời quý chuyên gia tham gia vào đề tài nghiên cứu mang tên  “Nâng cao hiệu quả quản lý 

chất lượng ở các trường đại học công lập ở Việt Nam” do Phan Thi Kim Loan, nghiên cứu sinh tại 

Trung tâm nghiên cứu giáo dục đại học Melbourne, Khoa giáo dục Melbourne, Đại học 

Melbourne thực hiện dưới sự hướng dẫn của Giáo sư Hamish Coates trưởng ban Giáo dục Đại 

học và giáo sư  Leo Goedegebuure, giám đốc Viện LH Martin về Quản lý và Lãnh đạo giáo dục đại 

học. Hội đồng về đạo đức trong nghiên cứu con người thuộc Đại học Melbourne đã thông qua 

đề tài nghiên cứu này. 

Mục tiêu của đề tài là nghiên cứu bản chất quản lý chất lượng ở các trường đại học công lập Việt 

Nam nhằm nâng cao hiệu quả quản lý chất lượng ở cấp trường. Vì vậy, chúng tôi cần một mô 

hình quản lý chất lượng hiệu quả phù hợp với thực tế các trường đại học công lập Việt Nam dể 

có thể thực hiện cuộc điều tra dựa trên cơ sở đó. Vì vậy chúng tôi mời quý chuyên gia tham gia 

khảo sát này để tìm ra những yếu tố cần thiết của một mô hình quản lý chất lượng hiệu quả cho 

các trường đại học công lập tại Việt Nam. Chúng tôi mời quý chuyên gia tham gia nghiên cứu này 

vì quý chuyên gia có hiểu biết sâu sắc về những vấn đề có liên quan đến nghiên cứu. 

Nếu quý chuyên gia đồng ý, chúng tôi sẽ mời quý chuyên gia tham gia hai vòng trả lời bảng hỏi 

qua mạng bao gồm: 

1. Đánh giá tầm quan trọng và sự phù hợp của một số tiêu chuẩn và tiêu chí bằng cách 

chọn các ô phù hợp từ 1- không quan trọng đến 4- rất quan trọng;  

2. Chỉnh sửa chúng và thêm vào các tiêu chuẩn và tiêu chí cần thiết khác để hình thành 

một mô hình quản lý chất lượng phù hợp với thực tế các trường đại học công lập Việt 

Nam;  

3. Đồng thời cho ý kiến về việc thiết lập mô hình này.  

Mục đích của hai vòng khảo sát này là tìm sự đồng thuận của quý chuyên gia về một mô hình 

quản lý chất lượng hiệu quả dành cho các trường đại học công lập tại Việt Nam. Thời gian để 

hoàn tất hai bảng hỏi dài khoảng một tiếng đồng hồ. 

Việc tham gia vào nghiên cứu này là hoàn toàn tự nguyện và quý chuyên gia có thể từ chối tham 

gia nghiên cứu vào bất kỳ lúc nào mà không cần giải thích lý do cũng như không bị ảnh hưởng gì. 

Ngoài ra, quý chuyên gia cũng có thể rút lại toàn bộ các thông tin mà quý chuyên gia đã cung 

cấp. Toàn bộ thông tin quý chuyên gia cung cấp sẽ được đảm bảo hoàn toàn bí mật. Tên của quý 

chuyên gia sẽ không được sử dụng trong bất kỳ ấn phẩm nào. Tất cả mọi dữ liệu sẽ được lưu giữ 

an toàn tại Khoa Giáo dục Melbourne, Đại học Melbourne trong thời gian năm năm sau khi luận 

án hoàn thành.  
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Sản phẩm của nghiên cứu là luận án tiến sỹ. Nếu quý chuyên gia quyết định tham gia vào nghiên 

cứu này, chúng tôi sẽ email quý chuyên gia bản Tóm tắt kết quả nghiên cứu nếu quý chuyên gia 

muốn. 

Nếu quý chuyên gia mong muốn trao đổi bất cứ khía cạnh nào của nghiên cứu này, đề nghị quý 

chuyên gia liên hệ với Giáo sư Coates hoặc Giáo sư Goedegebuure hoặc NCS Phan Thi Kim Loan 

theo thông tin bên dưới. Nếu quý chuyên gia có bất cứ lo ngại nào về việc thực hiện nghiên cứu 

này, đề nghị liên hệ với Chuyên viên chính của Hội Đồng về Đạo Đức Trong Nghiên Cứu Con 

Nguời, Đại học Melbourne theo số 83442073 hay fax: 93476739. 

Nếu quý chuyên gia đồng ý tham gia nghiên cứu này, đề nghị ký tên vào Phiếu ‘Đồng ý tham gia 

nghiên cứu’,  điền vào bảng thông tin cá nhân và gửi lại cho tôi qua email. Sau đó mời quý 

chuyên gia vào đường dẫn https://www.surveymonkey.com/r/CKGXHQS  đẻ tham gia nghiên 

cứu. Cám ơn quý chuyên gia đã dành thời gian cho nghiên cứu này. 

Trân trọng, 

 

 

Phan Thi Kim Loan 

PhD Candidate in Higher education 

Melbourne Centre for the Study of Higher Education 

Melbourne Graduate School of Education | The University of Melbourne 

Elisabeth Murdoch Building (Building 134), Spencer Road 

The University of Melbourne, Victoria 3010 Australia 

M1: +84 908 850 945| M2: +61 411 191 654 | E: phant2@student.unimelb.edu.au 

 

Professor Hamish Coates 

Chair 

Melbourne Centre for the Study of Higher Education 

Melbourne Graduate School of Education |The University of Melbourne 

T: +61 3 9035 4928 | M: +61 423 475 605 | E: hamishc@unimelb.edu.au 

 

Professor Leo Goedegebuure 
Director 

LH Martin Institute for Higher Education Leadership and Management 

Melbourne Graduate School of Education | The University of Melbourne  

T: +61 3 83440756 | M: +61 401 316 708 | E: director-mi@unimelb.edu.au 

 

 

 

mailto:+84%20908%20850%20945
mailto:+61%20411%20191%20654
mailto:phant2@student.unimelb.edu.au
tel:+61%203 9035%204928
tel:%2B61%20423%20475%20605
mailto:hamishc@unimelb.edu.au
mailto:+61%203 83440756
mailto:+61401%20316%20708
mailto:director-mi@unimelb.edu.au


Appendix A 

353 
Melbourne Graduate School of Education  HREC: 1545365.1 ; Date: 05/12/15; Version: 1B  

The University of Melbourne Victoria 3010 Australia  
 T: +61 3 8344 8285   F: +61 3 8344 8529   W: www.edfac.unimelb.edu.au 

PHIẾU ĐỒNG Ý THAM GIA NGHIÊN CỨU DÀNH CHO CHUYÊN GIA 

 

Tên đề tài: Nâng cao hiệu quả quản lý chất lượng ở các trường đại học công lập ở 

Việt Nam 

Tên của người tham gia: ................................................................... 

Nhóm nghiên cứu: Professor Hamish Coates, Professor Leo Goedegebuure, Phan Thi Kim Loan. 

 

1. Tôi đồng ý tham gia đề tài nghiên cứu. Tôi đã được giải thích về nội dung của nghiên cứu 

này và được cung cấp Thư ngỏ thông tin về nghiên cứu. 

2. Tôi hiểu rằng tôi sẽ tham gia hai vòng khảo sát qua mạng và cho phép nhóm nghiên cứu 

sử dụng kết quả khảo sát như mô tả trong Thư ngỏ.  

3. Tôi cam kết: 

i. Những ảnh hưởng của việc tham gia khảo sát đã được giải thich đầy đủ; 

j. Tôi đã được thông báo rằng tôi có thể từ chối tham gia nghiên cứu vào bất cứ lúc 

nào mà không cần giải thích và không hề có ảnh hưởng gì. Tôi có thể yêu cầu rút lại 

những thông tin mà tôi đã cung cấp;  

k. Đề án này chỉ phục vụ mục đích nghiên cứu; 

l. Tôi đã được thông báo tất cả những thông tin tôi cung cấp sẽ được giữ kín theo luật 

định; 

m. Tôi hiểu là những dữ liệu của nghiên cứu này sẽ được lưu giữ tại Đại học Melbourne 

và sẽ được huỷ bỏ sau 5 năm; 

n. Tên tôi sẽ không được đề cập đến trong bất kỳ ấn phẩm nào liên quan đến nghiên 

cứu này; 

o. Tôi hiểu rằng cỡ mẫu nhó có một số ảnh hưởng nhất định đến việc bảo vệ danh tánh 

của người tham gia nghiên cứu; 

p. Tôi đã được thông báo Bản tóm tắt của nghiên cứu sẽ được gửi cho tôi nếu tôi yêu 

cầu.  

Tôi muốn nhận Bản tóm tắt kết quả của nghiên cứu 

   Có         Không  

Chữ ký    Ngày/tháng/năm 
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BẢNG THÔNG TIN CHI TIẾT CÁ NHÂN 

 

 Họ & tên: ________________    

Giới tính:  (1) Nữ   (2) Nam   

Bằng cấp cao nhất:  

(1) Cử nhân  Chuyên ngành: ________________  

(2) Thạc sỹ Chuyên ngành: ________________  

(3) Tiến sỹ Chuyên ngành: ________________  

(4) Bằng cấp khác (xin nêu rõ): ________________  

Thâm niên công tác trong mảng giáo dục đại học: __________ năm 

Đơn vị công tác: __________________________________________  

Chức danh (GS, PGS, GVC, GV, CVC, CV...): _____________________ 

Chức vụ đương nhiệm:  ________________ 

Thâm niên công tác ở chức vụ đương nhiệm: ______________ năm 

Thâm niên công tác trong mảng quản lý chất lượng: _________ năm 
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EXPERT FEEDBACK RESOURCE INSTRUMENT 

 

Thank you so much for participating in the project:  

Towards Effective Quality Management in Vietnamese Higher Education Institutions 

Please review the following dimensions and key items by rating them from being Not Important to being Very Important. 

 
 

 

Dimensions and Items Not 

Important 

Slightly 

Important 

Important Very  

Important 

Continuous Improvement     

Leadership and Management     

Information Management     

Resource Management     

Education and Research Management     

Stakeholder Focus and Satisfaction     

Partnership Development and Management     

Benchmarking within and with other institutions     

Do you have any comments of your choice or modifications on the eight dimensions above? You may add as many essential dimensions for a quality 

management framework as possible in this box and clarify your rationale. 
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CONTINUOUS IMPROVEMENT 

The university commits itself explicitly to the development of quality culture.     

Quality objectives are tied to the university’s mission, vision and objectives.     

QA Unit/Committee at three levels, including university, faculty and department exists.     

Well-designed IT systems are in place.     

The QM process effectively supports improvements in student, staff and faculty teaching, learning 

and research. 

    

The QM system is continuously examined and improved.     

Do you have any comments of your choice or modifications on this key item description? Please add as many essential key items for this dimension as 

possible and clarify your rationale. 

LEADERSHIP and MANAGEMENT 

Top and middle management has knowledge about Quality Management System (QMS) and its 

implementation. 

    

Top and middle management actively participates in QMS and supports quality initiatives and the 

improvement process. 

    

Top and middle management allocates adequate resources on QM activities.     

Top and middle management ensures clear and adequate governance structure of the university.     

Top and middle management promotes policies and does strategic planning with a clear mission, 

goals and objectives for teaching, learning, research and community service 

    

Top management implements QMS that improve organisational performance.     
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Do you have any comments of your choice or modifications on this key item description? Please add as many essential key items for this dimension as 

possible and clarify your rationale. 

INFORMATION MANAGEMENT 

The university has a well-functioning Information management system to support evidence-based 

decision-making. 

    

The university has a QA handbook that documents all regulations, processes and procedures 

concerning Quality Assurance, public and known to all the people concerned. 

    

The students, faculty and staff are aware of the vision, mission and objectives of the university.     

The students, faculty and staff are fully informed of their rights and responsibilities.     

There is an established communication system from top-down and bottom-up.     

Do you have any comments of your choice or modifications on this key item description? Please add as many essential key items for this dimension as 

possible and clarify your rationale. 

RESOURCE MANAGEMENT 

There are sufficient and appropriately qualified human resources.     

The university encourages teaching, learning and research activities of faculty and staff for 

academic excellence. 

    

The university encourages a collegial environment to achieve performance excellence, full 

participation and institutional growth. 

    

The university has an adequate financial management system to ensure the available financial 

resources for its overall activities. 
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The university has clear procedures to ensure that the quality of its facilities needed for teaching, 

learning and research are adequate and appropriate for each activity. 

    

Do you have any comments of your choice or modifications on this key item description? Please add as many essential key items for this dimension as 

possible and clarify your rationale. 

 

EDUCATION AND RESEARCH MANAGEMENT 

A clear and appropriate procedure for Program Design is in place.     

Clear and appropriate Teaching Processes are in place.     

Clear and appropriate Assessment Processes are in place.     

Clear and appropriate Students Induction Processes are in place.     

The university has a clear research policy, setting the direction of research and deciding about 

research profile and research activities. 

    

The university supports scholarly research, innovation, invention, creative works and technology 

transfer. 

    

The university is committed to the highest professional standards of scholarly research and 

research ethics. 

    

The university has a clear policy, for the protection of creative efforts and especially for the 

protection of economic investment in creative efforts. 

    

Do you have any comments of your choice or modifications on this key item description? Please add as many essential key items for this dimension as 

possible and clarify your rationale. 
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STAKEHOLDER FOCUS AND SATISFACTION 

The university is highly focused on stakeholder satisfaction.     

The university has a structured method for obtaining the needs and expectations from internal and 

external stakeholders, has a clear idea about those relevant demands and needs and makes 

corrective actions. 

    

The university has a feedback system to assure that the stakeholders know that their ideas are of 

use. 

    

The university has a positive social and psychological environment that is supportive of learning 

and researching, and is appropriate to the activities involved. 

    

There is effective coordination and collaboration among staff and lecturers at the university.     

Do you have any comments of your choice or modifications on this key item description? Please add as many essential key items for this dimension as 

possible and clarify your rationale. 

PARTNERSHIP DEVELOPMENT AND MANAGEMENT 

The university establishes dynamic relationships with internal stakeholders.     

There exists interaction and collaboration between the university and industry.     

There are strong partnerships between the university and employers.     

The university achieves bilateral international, national and institutional agreements with peer 

universities. 

    

The university has clear guidelines on consultancy and community outreach.     

Do you have any comments of your choice or modifications on this key item description? Please add as many essential key items for this dimension as 

possible and clarify your rationale. 
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BENCHMARKING WITHIN AND WITH OTHER INSTITUTIONS 

The university has formal mechanisms to identify, understand and adopt outstanding practices 

from different departments and faculties within the university. 

    

There are procedures for internal evaluation of all aspects of self-assessment process in 

accordance to the university’s mission, vision and objectives. 

    

There is a comparison between the results of self-assessments and external reference points to 

External Quality Assurance Framework (EQAF) from MOET, AUN-QA (ASEAN University Network- 

Quality Assurance) standard and AQAF (ASEAN Quality Assurance Framework). 

    

Programs are compared for quality improvement with those of other universities in the country, in 

the region and in the world. 

    

The university benchmarks academic and administrative processes with other universities in the 

country, in the region and in the world. 

    

Do you have any comments of your choice or modifications on this key item description? Please add as many essential key items for this dimension as 

possible and clarify your rationale. 

Have you got any suggestions for designing a quality management framework specific and relevant to Vietnamese public higher education institutions? 
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APPENDIX B 

STAGE 2 

PLAIN LANGUAGE STATEMENT FOR INTERVIEWEES 

 
Dear ___________________, 

You are invited to participate in the research project titled “Towards Effective Quality 

Management in Vietnamese Public Higher Education Institutions”, conducted by Phan Thi Kim 

Loan, a PhD student at Melbourne Centre for the Study of Higher Education, Melbourne 

Graduate School of Education, the University of Melbourne. This research project is conducted 

under the supervision of Professor Hamish Coates, Chair of Higher Education and Professor Leo 

Goedegebuure, Director of The LH Martin Institute for Tertiary Leadership and Management at 

the University of Melbourne. The Human Research Ethics Committee from the university has 

approved this research project.  

The main purpose of this project is to investigate the nature of quality management at 

Vietnamese public higher education institutions and to make recommendations for national 

policy and higher education institutional practice with the purpose of enhancing quality 

management performance at institutional level. 

As a _____________, you might be well aware of the strategies and processes employed by your 

university to build and enhance quality management capacity. There might also be a number of 

strategies that you may want to propose to strengthen quality management practice at your 

institution. We value hearing your opinions about these issues. This can contribute to advancing 

an understanding of quality management in Vietnamese universities and contribute to 

recommending strategies for how to enhance quality management in Vietnamese public 

universities. 

Should you agree to participate in the research, you would be asked to take part in an interview. 

The interview will last from 45 minutes to an hour at a time convenient to you. The interview 

will be audio-recorded so that it can be translated into English.  

Please be advised that participation in the research is completely voluntary and you may 

withdraw from the research and withdraw any unprocessed data at any time. We intend to 

protect your anonymity and the confidentiality of your responses to the fullest possible extent, 

within the limits of the law. All information will be reported in such a way that individual 

persons cannot be identified. However, it should be noted that the small sample size may have 

implications for protecting the identity of the participants. The data will be kept securely in the 
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Melbourne Graduate School of Education, the University of Melbourne for five years from the 

date of publication, before being destroyed. 

This research will lead to the production of a PhD thesis. If you decide to be a contributor, a 

summary of the research findings will be forwarded to you, if you agree to this. If you would like 

to participate, please indicate that you have read and understood this information by signing 

the accompanying consent form and returning it in the envelope provided. The researcher will 

then contact you to arrange a mutually convenient time for you to conduct the interview. 

Should you require any further information, or have any concerns, please do not hesitate to 

contact us. Our contact information is below. Should you have a concern about the conduct of 

the project, you are welcome to contact the Executive Officer, Human Research Ethics, the 

University of Melbourne, on ph: 83442073 of fax: 93476739. 

Yours sincerely, 

 

Phan Thi Kim Loan 

PhD Candidate in Higher education 
Melbourne Centre for the Study of Higher Education 
Melbourne Graduate School of Education | The University of Melbourne 
Elisabeth Murdoch Building (Building 134), Spencer Road 
The University of Melbourne, Victoria 3010 Australia 
M1: +84 908 850 945| M2: +61 411 191 654 | E: phant2@student.unimelb.edu.au 
 

Professor Hamish Coates 

Chair 
Melbourne Centre for the Study of Higher Education 
Melbourne Graduate School of Education |The University of Melbourne 
Elisabeth Murdoch Building (Building 134), Spencer Road 
The University of Melbourne, Victoria 3010 Australia 
T: +61 3 9035 4928 | M: +61 423 475 605 | E: hamishc@unimelb.edu.au 
 

Professor Leo Goedegebuure 
Director 
LH Martin Institute for Tertiary Education Leadership and Management 
Melbourne Graduate School of Education | The University of Melbourne  
Elisabeth Murdoch Building (Building 134), Spencer Road 
The University of Melbourne, Victoria 3010 Australia 
T: +61 3 83440756 | M: +61 401 316 708 | E: director-mi@unimelb.edu.au 
 

mailto:+84%20908%20850%20945
mailto:+61%20411%20191%20654
mailto:phant2@student.unimelb.edu.au
tel:+61%203 9035%204928
tel:%2B61%20423%20475%20605
mailto:hamishc@unimelb.edu.au
mailto:+61%203 83440756
mailto:+61401%20316%20708
mailto:director-mi@unimelb.edu.au
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CONSENT FORM FOR INTERVIEWEES 

 

Project title:  

Towards Effective Quality Management in Vietnamese Public Higher Education Institutions 

Name of participant: ................................................................... 

Name of investigators: Professor Hamish Coates, Professor Leo Goedegebuure, and Phan Thi Kim Loan. 

 

I consent to participate in this project, the details of which have been explained to my 

satisfaction, and I have been provided with a written language statement to keep. 

I understand that my participation will involve an interview and I agree that the researcher may 

use the results as described in the plain language statement. 

I acknowledge that: 

a. The possible effects of participating in the interview have been explained to me with 

satisfaction; 

b. I have been informed that I am free to withdraw from the project at any time without 

explanation or prejudice and to withdraw any unprocessed data I have provided; 

c. I have been informed that the project is for the purpose of research; 

d. I have been informed that the confidentiality of the information I provide will be 

safeguarded subject to any legal requirements; 

e. I have been informed that with my consent the interview will be audio-taped and I 

understand that audiotapes will be stored at the University of Melbourne and will be 

destroyed after five years; 

f. I have been informed that my name will be referred to by a pseudonym in any publications 

arising from the research; 

g. I am aware that the small sample size may have implications for protecting the identity of 

the participants; 

h. I have been informed that a copy of the summary of the research findings will be 

forwarded to me, should I agree to this. 

Please check 

I consent to this interview being audio-taped. 

 Yes        No  

I wish to receive a copy of the summary project report on research findings. 

 Yes        No  

 

 

Signature    Date 



  

364 
Melbourne Graduate School of Education  HREC: 1545365.1 ; Date: 05/12/15; Version: 2B  

The University of Melbourne Victoria 3010 Australia  
 T: +61 3 8344 8285   F: +61 3 8344 8529   W: www.edfac.unimelb.edu.au 
 

THƯ NGỎ DÀNH CHO NGUỜI THAM GIA PHỎNG VẤN 
 
Kính thưa ____________, 
 
Kính mời quý cô tham gia vào đề tài nghiên cứu mang tên “Nâng cao hiệu quả 

quản lý chất lượng ở các trường đại học công lập ở Việt Nam” do Phan Thi Kim Loan, nghiên cứu 

sinh tại Trung tâm nghiên cứu giáo dục đại học Melbourne, Khoa giáo dục Melbourne, Đại học 

Melbourne thực hiện dưới sự hướng dẫn của Giáo sư Hamish Coates trưởng ban Giáo dục Đại 

học và giáo sư  Leo Goedegebuure, giám đốc Viện LH Martin về Quản lý và Lãnh đạo giáo dục đại 

học. Hội đồng về đạo đức nghiên cứu con người thuộc Đại học Melbourne đã thông qua đề tài 

nghiên cứu này. 

Mục tiêu của đề tài là nghiên cứu bản chất quản lý chất lượng ở các trường đại học công lập Việt 

Nam nhằm nâng cao hiệu quả quản lý chất lượng ở cấp trường. Chúng tôi mời quý cô tham gia 

nghiên cứu này vì quý cô có hiểu biết sâu sắc về những vấn đề có liên quan đến nghiên cứu. 

Những hiểu biết và kinh nghiệm của quý cô sẽ giúp hình thành những đề xuất nhằm cải thiện 

chất lượng giáo dục đại học tại Việt Nam. Tham gia vào nghiên cứu này, quý cô sẽ có cơ hội thể 

hiện ý kiến của mình về thực tế quản lý chất lượng tại trường mình. 

Nếu quý cô đồng ý, chúng tôi sẽ mời quý cô tham gia 45 phút đến 1 tiếng phỏng vấn vào thời 

gian thuận tiện nhất đối với quý cô. Phỏng vấn này sẽ được thực hiện bằng tiếng Việt và sẽ được 

ghi âm để hỗ trợ chúng tôi trong việc văn bản hóa được chính xác hơn. 

Việc tham gia vào nghiên cứu này là hoàn toàn tự nguyện và quý cô có thể từ chối tham gia 

nghiên cứu vào bất kỳ lúc nào mà không cần giải thích lý do cũng như không bị ảnh hưởng gì. 

Ngoài ra, quý cô cũng có thể rút lại toàn bộ các thông tin mà quý cô đã cung cấp. Toàn bộ thông 

tin quý cô cung cấp sẽ được đảm bảo hoàn toàn bí mật. Tên thật của quý cô sẽ không được 

nhận dạng, hay sử dụng trong bất kỳ ấn phẩm nào. Tuy nhiên, cần lưu ý rằng cỡ mẫu nhỏ có thể 

có ảnh hưởng nhất định đối với việc bảo vệ danh tính của những người tham gia. Tất cả mọi dữ 

liệu sẽ được lưu giữ an toàn tại Khoa Giáo dục Melbourne, Đại học Melbourne trong thời gian 

năm năm sau khi luận án hoàn thành.  

Sản phẩm của nghiên cứu là luận án tiến sỹ. Nếu quý cô quyết định tham gia vào nghiên cứu 

này, chúng tôi sẽ email quý cô bản Tóm tắt kết quả nghiên cứu nếu quý cô muốn. 

Nếu quý cô mong muốn trao đổi bất cứ khía cạnh nào của nghiên cứu này, đề nghị quý cô liên 

hệ với Giáo sư Coates hoặc Giáo sư Goedegebuure hoặc NCS Phan Thi Kim Loan theo thông tin 

bên dưới. Nếu quý cô có bất cứ lo ngại nào về việc thực hiện nghiên cứu này, đề nghị liên hệ với 

Chuyên viên chính của Hội Đồng về Đạo Đức Trong Nghiên Cứu Con Nguời, Đại học Melbourne 

theo số 83442073 hay fax: 93476739. 

Nếu quý cô đồng ý tham gia nghiên cứu này, đề nghị ký tên vào Phiếu ‘Đồng ý tham gia nghiên 

cứu’. Cám ơn quý cô đã dành thời gian cho nghiên cứu này. 
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Trân trọng, 

 

 

 

Phan Thi Kim Loan 

PhD Candidate in Higher education 

Melbourne Centre for the Study of Higher Education 

Melbourne Graduate School of Education | The University of Melbourne 

Elisabeth Murdoch Building (Building 134), Spencer Road 

The University of Melbourne, Victoria 3010 Australia 

M1: +84 908 850 945| M2: +61 411 191 654 | E: phant2@student.unimelb.edu.au 

 

Professor Hamish Coates 

Chair 

Melbourne Centre for the Study of Higher Education 

Melbourne Graduate School of Education |The University of Melbourne 

Elisabeth Murdoch Building (Building 134), Spencer Road 

The University of Melbourne, Victoria 3010 Australia 

T: +61 3 9035 4928 | M: +61 423 475 605 | E: hamishc@unimelb.edu.au 

 

Professor Leo Goedegebuure 

Director 

LH Martin Institute for Tertiary Education Leadership and Management 

Melbourne Graduate School of Education | The University of Melbourne  

Elisabeth Murdoch Building (Building 134), Spencer Road 

The University of Melbourne, Victoria 3010 Australia 

T: +61 3 83440756 | M: +61 401 316 708 | E: director-mi@unimelb.edu.au 
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PHIẾU ĐỒNG Ý THAM GIA NGHIÊN CỨU  

DÀNH CHO NGƯỜI THAM GIA PHỎNG VẤN 

Tên đề tài:  

Nâng cao hiệu quả quản lý chất lượng ở các trường đại học công lập ở Việt Nam 

Tên của người tham gia:  

Nhóm nghiên cứu: Giáo sư Leo Goedegebuure, Giáo sư Hamish Coates, Phan Thi Kim Loan. 

Tôi đồng ý tham gia đề tài nghiên cứu. Tôi đã được giải thích về nội dung của nghiên cứu này và 

được cung cấp Thư ngỏ thông tin về nghiên cứu. 

Tôi hiểu rằng tôi sẽ tham gia một cuộc phỏng vấn và cho phép nhóm nghiên cứu có thể sử dụng 

kết quả khảo sát như mô tả trong Thư ngỏ.  

Tôi đồng ý: 

a. Những ảnh hưởng của việc tham gia phỏng vấn đã được giải thich đầy đủ; 

b. Tôi đã được thông báo rằng tôi có thể từ chối tham gia nghiên cứu vào bất cứ lúc nào mà 

không cần giải thích và không hề có ảnh hưởng gì. Thêm nữa, tôi có thể yêu cầu rút lại 

những thông tin mà tôi đã cung cấp;  

c. Đề án này chỉ phục vụ mục đích nghiên cứu; 

d. Tôi đã được thông báo tất cả những thông tin tôi cung cấp sẽ được giữ kín theo luật định; 

e. Tôi hiểu là những dữ liệu của nghiên cứu này sẽ được lưu giữ tại Đại học Melbourne và sẽ 

được huỷ bỏ sau năm năm; 

f. Tên tôi sẽ không được đề cập đến trong bất kỳ ấn phẩm nào lien quan đến nghiên cứu này; 

g. Tôi hiểu rằng cỡ mẫu nhó có một số ảnh hưởng nhất định đến việc bảo vệ danh tánh của 

người tham gia nghiên cứu; 

h. Tôi đã được thông báo Bản tóm tắt của nghiên cứu sẽ được gửi cho tôi nếu tôi yêu cầu.  

Vui lòng chọn 

Tôi cho phép thu âm cuộc phỏng vấn. 

 Có        Không  

Tôi muốn nhận Bản tóm tắt kết quả của nghiên cứu 

  Có         Không  

 

Chữ ký    Ngày/tháng/năm
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INTERVIEW PROTOCOL  

INTERVIEW INSTRUCTIONS  

1. Interview must be audio recorded and note taken.  

2. The aim of the interview is to acquire information from the view/perspective of the 

participants’ knowledge and experience. 

3. The performance of the interview must be based on the prior document analysis at the 

chosen site with a focus on the research participants surrounding the research primary 

and subsidiary questions. 

4. The interview questions serve as a guide only, providing space for issues/ideas/themes 

that may come up during the site visit and the interviews. 

5. Each question must be probed until no new issues emerge. 

INTERVIEW FORM 

Institution:  

Participant:  

Place   :  

Date:  

Time/Duration:  

Stages Notes to monitor the 

interview 

Comments and Reflection 

Stage I: Rapport building 

-  Getting to know participant 

-  Reading participant’s rights 

& confidentiality 

-  Explanation of research 

objectives and key terms 

- Participant’s background 

  

Stage II:  The Interview 

- Probing based on research 

questions and document 
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analysis, particularly the 

general interview questions. 

- Giving full attention to the 

participant’s response to 

manage the interviewing 

process.  

- Asking for the materials that 

may describe or support the 

interviewees’ answers. 

Stage III: Conclusion  

- Additional information  

- Appreciation 

  

 

INTERVIEW SCRIPT 

Hello,   _____! Thank you so much for being here for the interview. The purpose of this study is 

to obtain your experience and perspective of a public higher education institution (HEI) in 

Vietnam in implementing quality management (QM) in order to draw out the implications for 

national policy and HEI practice. The research objectives are:  

1)  To explore the understanding of a public university in Vietnam on quality in higher education 

2)  To examine the implementation of QM at the selected Vietnamese public HEI  

3) To examine implications for national policy and HEI practice  

The findings and discussions of this study will contribute to the policy review,  policy  

formulation  and  implementation  by  the  ministries,  QA bodies, QA professionals  and  HEIs, 

and specifically to the literature of QM in HEIs. 

 I understand that you are very busy and this interview is expected to last from 45 to 60 

minutes.  I  would  like  to  have  your  consent  to  record  this  interview. The recording will be 

kept in a secured place and will be destroyed in five years.  

Your  participation  is  voluntary  and  you  may  withdraw  at  any  time  during  the  study. Your 

confidentiality will be strictly protected throughout the research process. A code (such  as  "P1"  

or  "P2")  will  be  given  to  your  transcription and will be used in the writing of the dissertation. 
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Your name will not be mentioned in the dissertation unless you give me the permission to do so. 

Do you have any questions or concerns before we begin the interview? 

LỜI THOẠI TRƯỚC KHI PHỎNG VẤN: 

Xin chào! __________. Cảm ơn quý thầy/cô đã đồng ý tham gia vào nghiên cứu này. Mục đích 

của nghiên cứu là tìm hiểu kinh nghiệm quản lý chất lượng ở một trường đại học công lập Việt 

Nam nhằm đề xuất những giải pháp nâng cao hiệu quả của việc quản lý chất lượng ở cấp trường.  

Tôi hiểu rằng quý thầy/cô rất bận rộn và cuộc phỏng vấn sẽ mất từ 45 đén 60 phút. Tôi xin phép 

được thu âm lại cuộc phỏng vấn này. Buổi phỏng vấn sẽ được thu âm, ghi ra và sẽ được gửi cho 

quý thầy/cô kiểm tra lại. Phần ghi âm cũng như ghi chép sẽ được giữ kín và sẽ được tiêu huỷ sau 

năm năm. 

Việc tham gia nghiên cứu của quý thầy/cô là hoàn toàn tự nguyện và quý thầy/cô có thể từ chối 

tham gia bất cứ lúc nào và không có bất cứ ảnh hưởng gì. Một mật mã kiểu như người tham gia 

1 và người tham gia 2 sẽ được sử dụng trong bảng ghi chép và trong luận văn. Tên thật của quý 

thầy/cô sẽ không được đề cập đến trừ trường hợp quý thầy/cô cho phép. Quý thầy/cô còn có 

câu hỏi hay thắc mắc gì trước khi chúng ta bắt đầu cuộc phỏng vấn không? 

GENERAL INTERVIEW QUESTIONS 

1. How long have you been in your current position? What are your responsibilities?  

2. What are the key drivers for maintaining and improving QA in Vietnamese HEIs? Why 

are they essential? 

3. What does quality in higher education mean to your university? 

4. How important is quality assurance in your university? Why?   

5. In what ways is your university implementing QM?  

6. What are the key factors contributing to the implementation of QM at your university? 

What are the challenges experienced in the implementation of QM at your university? 

What can be considered in addressing the challenges? 

7. What are your aspirations of the quality of the institution for the future? What do you 

expect from the government, the Ministry of Education and Training, and the institution 

to support your aspirations? 

8. How do you know that your institution has achieved its mission and vision? What is 

needed to facilitate the process?  

9. In what way does the QM process support teaching, learning, research, and services?  

10. How important is continuous improvement in QM at your university? How do you know 

that the QM process itself is continuously improved? What helps or hinders it improve 

continuously? What is needed to improve the institutional quality continuously?  

11. How important is continuous improvement in QM at your university? How do you know 

that top and middle management play an important role in QM at your university? What 
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facilitates/ hinders leadership at your university? What is needed to help leaders 

contribute more to the improvement of institutional quality?  

12. Does institutional research exist at your university? If yes, how does it contribute to the 

quality improvement at your university? How do you know that there is thorough 

communication between university and all types of stakeholders? What 

facilitates/hinders information management? What is needed to improve information 

management at your university?  

13. How important are leadership and management in QM at your university? What types 

of resources does the university put into quality assurance? How do you know that the 

university is running well in terms of finance, human resource, and facilities? What are 

the facilitators and what are the challenges? What is needed to improve resource 

management at your university?  

14. How important is education management in QM at your university? How do you know 

that the process of teaching and learning is improving continuously at your university? 

What are the facilitators and what are the challenges? What is needed to improve 

education management at your university?  

15. How important is research management in QM at your university? How do you know 

that the university is qualitatively and quantitatively improving your research capacity? 

What are the facilitators and what are the challenges? What is needed to improve 

research management at your university?  

16. How important is stakeholder focus and satisfaction in QM at your university? How do 

you know that the stakeholders are satisfied with the quality of the institution? Are you 

satisfied with the quality of the university? What is needed to make the stakeholders 

further satisfied with the education, research, and services of the university?  

17. How important is partnership development and management in QM at your university? 

How do you know that you are engaging well with the industry, the employers, the 

community, and peer universities? What facilitates or hinders these partnerships? What 

is needed to improve partnership development and management?   

18. Does benchmarking exist at your university? How important is benchmarking to QM at 

your university? How do you know that your university is doing well in benchmarking 

within the institution and with other institutions? What are the facilitators and what are 

the challenges? What is needed to improve these processes and practices?  

19. Before we end this interview, are there any other thoughts or information about the 

implementation of QM that you would like to share with me? 
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CÂU HỎI PHỎNG VÂN TỔNG QUÁT 

1. Thầy/Cô đảm trách vị trí này bao lâu rồi? Hiện nay thầy/cô phụ trách những mảng công 

việc gì ở vị trí này?  

2. Các yếu tố nào giúp duy trì và cải thiện việc quản lý chất lượng ở các trường đại học Việt 

Nam? 

3. Chất lượng trong giáo dục đại học có ý nghĩa như thế nào ở trường thầy/cô 

(anh/chị/em)?   

4. Đảm bảo chất lượng có tầm quan trọng như thế nào ở trường của thầy/cô? Tại sao lại 

như vậy?  

5. Hiện nay trường của thầy/cô quản lý chất lượng như thế nào?  

6. Các yếu tố nào đóng vai trò quna trọng trong công tác đảm bảo chất lượng ở trường của 

quý thầy /cô? Xin thầy/cô cho biết những thuận lợi và khó khăn trong việc quản lý chất 

lượng ở trường thầy/cô? Thầy/cô có những đề xuất gì để giải quyết những khó khăn 

này? 

7. Xin thầy/cô cho biết những ước vọng của thầy/cô về chất lượng của trường mình. Theo 

ý thầy/cô chính phủ, Bộ giáo dục và đào tạo và nhà trường cần làm gì để những ước 

vọng đó thành hiện thực? 

8. Làm thế nào thầy/cô biết được trường mình đã đạt được tầm nhìn và sứ mạng của 

trường? Cần phải làm gì để hỗ trợ quá trình này?  

9. Quá trình đảm bảo chất lượng hỗ trợ công tác giáo dục, nghiên cứu và các dịch vụ liên 

quan khác như thế nào? 

10. Việc liên tục cải tiến chất lượng có tâm quan trọng như thế nào trong việc quản lý chất 

lượng ở trường thầy/cô? Làm thế nào thầy/cô biết được quá trình quản lý chất lượng 

của trường luôn liên tục cải tiến? Điều gì hỗ trợ và điều gì cản trở sự cải tiến liên tục của 

quá trình này? Cần phải làm gì để hỗ trợ quá trình này?  

11. Lãnh đạo và quản lý có tâm quan trọng như thế nào trong việc quản lý chất lượng ở 

trường thầy/cô? Làm thế nào thầy/cô biết các cấp lãnh đạo nhà trường đóng vai trò 

quan trọng trong việc quản lý chất lượng của nhà trường? Điều gì hỗ trợ và điều gì cản 

trở công tác lãnh đạo của nhà trường? Điều gì giúp cho các lãnh đạo đóng góp nhiều 

hơn cho sự cải tiến chất lượng của trường? 

12. Ở trường thầy/cô có phòng nghiên cứu nội bộ không? Nếu có, nó đóng góp vào sự cải 

tiến chất lượng của trường mình như thế nào? Làm thế nào trường biết được kênh 

thông tin giữa nhà trường và các bên liên quan được thực hiện thông suốt? Điều gì hỗ 

trợ và điều gì cản trở việc quản lý thông tin ở trường thầy/cô? Cần phải làm gì để cải 

tiến việc quản lý thông tin ở trường của thầy/cô? 

13. Việc quản lý nguồn lực có tâm quan trọng như thế nào trong việc quản lý chất lượng ở 

trường thầy/cô? Ở trường thầy/cô, những nguồn lực nào được sử dụng trong công tác 

đảm bảo chất lượng? Làm sao mình biết được nhà trường đang quản lý tốt ở các khía 

cạnh tài chính, nhân lực và cơ sở vật chất? Quá trình này có thuận lợi gì và khó khăn gì? 

Cần phải làm gì để cải thiện việc quản lý nguồn lực? 
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14. Việc quản lý quá trình dạy và học có tâm quan trọng như thế nào trong việc quản lý chất 

lượng ở trường thầy/cô? Làm thế nào nhà trường biết quá trình dạy và học ở trường 

được cải tiến liên tục? Quá trình này hiện đang có những thuận lợi và khó khăn gì? Cần 

phải làm gì để cải tiến việc quản lý việc giảng dạy ở trường? 

15. Quản lý nghiên cứu khoa học có tâm quan trọng như thế nào trong việc quản lý chất 

lượng ở trường thầy/cô? Bằng cách nào nhà trường biết được mình đang cải tiến việc 

quản lý nghiên cứu về mặt số lượng cũng như chất lượng? Quá trình này hiện đang có 

những thuận lợi và khó khăn gì? Cần phải làm gì để cải tiến việc quản lý nghiên cứu khoa 

học ở trường? 

16. Đáp ứng nhu cầu và sự mong đợi của các bên liên quan có tâm quan trọng như thế nào 

trong việc quản lý chất lượng ở trường thầy/cô? Làm thế nào nhà trường biết được các 

bên liên quan hài lòng với chất lượng của nhà trường? Cần phải làm gì để các bên liên 

quan hài long hơn nữa đối với chất lượng giảng dạy, nghiên cứu, và các dịch vụ liên 

quan khác? 

17. Việc phát triển và quản lý các quan hệ hợp tác với các đối tác có tâm quan trọng như thế 

nào trong việc quản lý chất lượng ở trường thầy/cô? Bằng cách nào nhà trường biết 

rằng mình đã làm tốt công tác hợp tác với doanh nghiệp, nhà tuyển dụng, cộng đồng, và 

các trường đại học khác? Điều gì hỗ trợ và điều gì cản trở các nỗ lực hợp tác này? Cần 

phải làm gì để cải thiện việc phát triển và quản lý các mối quan hệ này? 

18. Ở trường thầy/cô có thực hiện quy trình đối sánh không? Xin thầy/cô cho biết tầm quan 

trọng của các quy trình đối sánh đôi với việc nâng cao chất lượng tại trường? Làm thế 

nào nhà trường biết được mình đang thực hiện tốt việc đối sánh trong nội bộ trường và 

với các đơn vị khác?  Điều gì hỗ trợ và điều gì cản trở các nỗ lực đối sánh này? Cần phải 

làm gì để cải thiện công tác đối sánh?  

19. Trước khi kết thúc phỏng vấn, thầy/cô có muốn chia sẻ thêm điều gì về việc quản lý chất 

lượng tại trường mình không? 
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APPENDIX C  

THE QUALITY MANAGEMENT FRAMEWORK  
FOR VIETNAMESE HIGHER EDUCATION INSTITUTIONS 

 

 
 

 

CONTINUOUS IMPROVEMENT 

The university commits itself explicitly to the development of quality culture and quality 

awareness. 

Quality objectives are tied to the university’s mission, vision and objectives. 

QA Unit/Committee at three levels, including university, faculty and department exists with 

qualified staff. 

Well-designed IT systems are in place. 

The QM process effectively supports improvements in student, staff and faculty teaching, 

learning and research. 

The quality requirements are continuously examined and the QM system is continuously 

improved. 
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LEADERSHIP and MANAGEMENT 

Top and middle management has knowledge about Quality Management System (QMS) and its 

implementation. 

Top and middle management actively participates in QMS and supports quality initiatives and 

the improvement process. 

Top and middle management allocates adequate resources on QM activities. 

Top and middle management ensures clear and adequate governance structure of the 

university. 

Top and middle management promotes policies and does strategic planning with a clear 

mission, goals and objectives for teaching, learning, research and community service 

Top management implements QMS that improve organisational performance. 

INFORMATION MANAGEMENT 

The university has a well-functioning Information management system to support evidence-

based decision-making by institutional leaders and all internal and external stakeholders. 

The university has a QA handbook that documents all regulations, processes and procedures 

concerning Quality Assurance, public and known to all the people concerned. 

The students, faculty and staff are aware of the vision, mission and objectives of the university. 

The students, faculty and staff are fully informed of their rights and responsibilities. 

There is an established communication system from top-down and bottom-up. 

 

RESOURCE MANAGEMENT 

There are sufficient and appropriately qualified human resources to support and do the 

teaching, learning and research at the university. 

The university encourages teaching, learning and research activities of faculty and staff for 

academic excellence. 

The university encourages a collegial environment to achieve performance excellence, full 

participation and institutional growth. 

The university has an adequate financial management system to ensure the available financial 

resources for its overall activities. 

The university has clear procedures to ensure that the quality of its facilities needed for 

teaching, learning and research are adequate and appropriate for each activity. 
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EDUCATION AND RESEARCH MANAGEMENT 

A clear and appropriate procedure for Program Design is in place. 

Clear and appropriate Teaching Processes are in place. 

Clear and appropriate Assessment Processes are in place. 

Clear and appropriate Students Induction Processes are in place. 

The university has a clear research policy, setting the direction of research and deciding about 

research profile and research activities. 

The university supports scholarly research, innovation, invention, creative works and technology 

transfer. 

The university is committed to the highest professional standards of scholarly research and 

research ethics. 

The university has a clear policy, for the protection of creative efforts and especially for the 

protection of economic investment in creative efforts. 

STAKEHOLDER FOCUS AND SATISFACTION 

The university is highly focused on stakeholder satisfaction. 

The university has a structured method for obtaining the needs and expectations from internal 

and external stakeholders, has a clear idea about those relevant demands and needs and makes 

corrective actions where necessary. 

The university has a feedback system to assure that the stakeholders know that their ideas are 

of use. 

The university has a positive social and psychological environment that is supportive of learning 

and researching, and is appropriate to the activities involved. 

 

PARTNERSHIP DEVELOPMENT AND MANAGEMENT 

There is effective coordination and collaboration among staff and lecturers at the university. 

The university establishes dynamic relationships with internal stakeholders. 

There exists close interaction and collaboration between the university and industry. 

There are strong partnerships between the university and employers. 

The university achieves bilateral international, national and institutional agreements with peer 

universities. 
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BENCHMARKING WITHIN AND WITH OTHER INSTITUTIONS 

The university has formal mechanisms to identify, understand and adopt outstanding practices 

from different departments and faculties within the university. 

There are procedures for internal verification and evaluation of all aspects of self-assessment 

process in accordance to the university’s mission, vision and objectives. 

There is a comparison between the results of self-assessments and external reference points to 

External Quality Assurance Framework (EQAF) from MOET, AUN-QA (ASEAN University Network- 

Quality Assurance) standard and AQAF (ASEAN Quality Assurance Framework). 

Programs are compared for quality improvement with those of other universities in the country, 

in the region and in the world. 

The university benchmarks academic and administrative processes with other universities in the 

country, in the region and in the world. 

 

HEALTHY RELATIONSHIP MANAGEMENT 

All institutional members are willing to establish a family environment where people can find it 

easy to communicate. 

All institutional members agree to uphold institutional beliefs, visions and objectives. 

All institutional members freely discuss with one another about the difficulties in the QM 

process 

All institutional members understand one another’s viewpoints and approaches. 

All institutional members trust and respect one another’s professional and/or academic 

capabilities. 
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