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ABSTRACT

ARTICLE HISTORY

In the university system today, co-research may be a decolonising strategy. We evaluate teaching a ‘Modernization and Social Change’ course
in Vietnam as an experiment in co-research anthropology training. If for
visitors, the idea of ‘Vietnam’ is nurtured by Hollywood action cinema,
1960s–1970s protest movements and documentary television, a process
of collective research can rearrange orientations for students and teachers. The essay describes the making of a ‘model’ film as a teaching tool
for international faculty, and as an evaluation of general teaching practice. A co-research approach to the classroom, assuming the students as
researchers, engaging their own collaborative interests together, invites
further discussion on teaching mapping as model for ethics-oriented coresearch anthropology training; on teaching Capital in Vietnam using
maps and counter-mapping as collaborative practice; and on using participatory methods for foreign faculty in a politically charged field.
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In Vietnam, the expansion of the higher education sector at pace has been fuelled, as shown
elsewhere in this issue (Dang), by socialisation as shared responsibility for the costs of training.
At the same time, innovation in terms of practice and content is only beginning to be widely
valued withing the Universities, while, as elsewhere, creativity is under threat by more materialist
and measureable outcome demands. Here, ranking competitions, metrics, broad targets and precanned, rote-learning, tend to limit spontaneity and adaptability. Teaching and research are
called to account for economic value more than cultural values, and curricular development
must show, at best, a foundational role in vocational training (e.g. Tran, 2017, p. 106). In these
circumstances, old ideals like the pursuit of abstract knowledge, independent investigative
research, individual expression and the development of a critical approach to ideas, as honed
especially in the humanities and social sciences, seem to be under-resourced and
misunderstood.
As teachers, one foreign to Vietnam, the other a fairly new faculty member, we shared a general interest in the politicisation of pedagogical practice most often associated with the great
Paolo Freire (1970). Freire’s critique of ‘banking education’ gave us an almost violent image—the
idea that in education we open the heads of our students and pour in informational bits (bytes),
as if making tea—and we used this image to explain to students why we wanted to prepare a
different kind of classroom. It was more specifically our argument, following the work of Gayatri
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Chakravorty Spivak, that what is required to reduce the damage caused by such information
banking (‘damage control’, Spivak, 1999, 2012) is a non-coercive intercultural training that can
supplement and crtically extend the information-retrieval mode. In presenting a ‘model’ of coresearch, we introduce interactive, participatory and collective methods to the classroom, we
seek ways to cultivate the critical wherewithal not just to look up data sets—google search—but
to handle them within a reflective, considered and extended re-search. Such a search is what the
humanities and social sciences can contribute as a way of knowing. This is not information
retrieval but the search for questions and answers about what is not yet known, not yet understood, and not yet articulated about our ways of being in the world. If the university was no longer a place for such research, or for the extension of such searching beyond information
retrieval, then critical faculties could not be opened to at least the possibility of seeing things
differently to the way they are seen now. The point of education, and all intellectual inquiry,
after all, is to change minds. Despite neglect of this basic orientation, a perspective of open
inquiry, and indeed the possibility of extending such open inquiry, can reiterate the significance
of the humanities and social sciences in the current conjuncture.

The classroom method and mapping
This discussion of co-research as an intervention in the area of decolonising knowledge within
university teaching emerged from the need for alert critical analytic training. Discussing a course
delivered to 3rd year anthropology and sociology students at Ton Duc Thang University in
Vietnam in 2018–2019, we present some context for co-research and argue that while it has not
obviously been a decolonising strategy as such, teaching co-research can be considered to have
potential in this way. We set out to demonstrate a teaching model for ethics-oriented coresearch anthropology training. Our students agreed to the format and disussed the process
along the way, contributing ideas for the class, teaching, the film we made and this article. This
meant, in this case, that the class entailed teaching Karl Marx’s Capital in a collaborative and collective way. An experiment in using participatory methods for foreign faculty in a policially
charged field, this was also embraced by students as an alternative to their regular classroom format.
Alongside co-research the significant innovation of the course was an adaptation of the use
of maps in teaching anthropology. Studies of mapping and Marxism in education pedagogy and
‘the dialectic in historical materialism’ suggested this as a plausible ‘constellation’ to link up different theoretical works (Lewis, 2012, p. 99). We also examined ‘Concept mapping’ (Roessger
et al., 2018) and ‘mind maps’ use of mapping as a metaphor in teaching or community engagement, including asking what a map actually is (Murray, 2017, p. 4). Well-established uses of the
map metaphor in teaching take the idea of a map broadly as anything from indexing of terrain
(Roberts, 2012, p. 6) to a technique of language learning (Buran & Filyukov, 2015) through mindmapping (Budd, 2004; Buzan & Buzan, 1995) and political—social justice oriented—identities
(Boylan & Woolsey, 2015), also in science teaching (Brinkmann, 2003; Evrekli et al., 2009) or in
medical and health instruction (Xu, 2016). Without broaching any cultural explanations of curriculum conservatism (a critique of the lack of critique is held back, wth some irony, for a separate
study) the project also chose maps to counter a tendency for some students to excessively, but
in the circumstances, rationally, rely upon direct internet downloads in assessments, called d-a: o
n or plagiarism. It is hard to plagiarise when you are required to draw a map in class, and in
va
any case, classroom mapping research was both instructive, and fun.
What it means to be teaching a course on ‘Modernization and Social Change: Maps, Capital
and Knowledge’ in Vietnam in the 200th anniversary year of Marx’s birth, and the 50th anniversary of 1968 were also contexts. 1968 and Tet as much as the teach-in’s of the anti-War movement were on our minds, in a context where one of us being a foreign teacher here was itself
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an experiment in co-research and the possibilities of making content collaborative as something
to be discovered together. As Worthen notes, learning is never an individual enterprise, but happens through social interaction, through discussion, trial and error [and] the power of community’ (Worthen, 2014, p. 82). Making historical events subject to critical collective investigation
changes the orientation to knowledge already, while making a plea for a shared and open reading of the Marx text is a challenge. Assuming the effort of clearing away prefiguring readings
and abundance of introductions, commentaries, divergent schools and the politics of interpretation is forlorn (REF to author), but doing so must be our effort—to expose what lies below the
iceberg’s tip where education promises so much an yet delivers for so few, where the problem is
self organisation and autonomous critique are also what Worthen calls ‘forbidden knowledge’
(Worthen, 2014, p. 17).
Despite a collective approach, and responsibility, some individual apologies must also be
made, as a foreigner, for making ‘Vietnam’ a cipher here: some preconceived ideas of ‘Vietnam’
are probably inevitable. These have of course been nurtured by an eclectic mix of stories and
sources: travels guides, novels, political campaigns, films like Godard’s Letter to Jane, (dir. JeanLuc Godard and Jean-Pierre Gorin, 1972), historical documentary television and Hollywood action
cinema. The Rambo films: ‘they drew first blood, not me’ (First Blood, dir. Kotcheff, 1982; Rambo II
dir. Cosmatos, 1985) and the only slightly more nuanced Apocalypse Now (dir. Coppola, 1979),
replete with Conrad’s sanity-dissolving plot and Wagnerian operatic themes. We had not yet
watched the new ten-part much debated reconstruction by Ken Burns and Kim Novick (The
Vietnam War, 2017) but we looked at parts of it in class, critically. Confronted with contemporary
Vietnam, the teacher from abroad cannot necessarily unlearn everything at once, but the optimism and enthusiasm of students for a co-research and mapping approach in the classroom
helped displace much of the ballast. In this project, from the get-go students were assumed to
(also) be researchers, engaged in the search for knowledge. If, unlike students in the West, they
are fairly sure their lives will be better than their parents, then the expectations and responsibilities that follow from their own confident and collaborative interests as we worked together,
seemed to also demand our reflection and commentary.
This discussion of co-research is rethought as a contribution to the theme of decolonising
knowledge in the social sciences and humanities, with teaching contemporary Anthropology in
Vietnam, in the distant aftermath of ‘the American War’. There was also an immediate practical
assignment that was put before us in 2018: the faculty requested the preparation of a ‘model’
demonstration of how we think we best go about teaching today, with a focus upon research in
the social sciences and humanities, our faculty home, and specifically using as example, teaching
anthropology. This means an anthropology rethought and re-imagined in ways informed by coresearch or parallel sociology, social inquiry, critical cartographies and the family of approaches
that belong to the history of counter-knowledges or counter-mapping. We say ‘family’ with kinship in mind, history in a minor mode, and mapping with intended affiliates with geography,
and visually in collaborative film (Brickell, 2015). There are of course also sibling rivalries and
squabbles at this dining table, and we made use of debates and controversies to start discussion.
The task of making a ‘model’ of research as a practice in the faculty was taken on with input
~ Nguy~^en
from other colleagues, and students who helped realise a short film (with our editor Vo
^
Thie: n Ph
uc) as an illustration of how teaching in a participatory way might be reconfigured as
research training. We took photographs of the class, filmed several of the sessions, and disussed
the filmed sections with other members of the teaching staff. The final film prepared as the
model was then offered and endorsed by the Department of pedagogy. The film also provides
an introduction to our teaching style and specifically for the 3rd year course called
‘Modernisation and Social Change: Maps, Capital and Knowledge’. This was a 10-week course ‘on’
Marx’s book Capital Vol 1, offered as a follow-up to an ‘Introduction to Anthropological Method’
unit that the students took the previous term, and, as a bonus, these are students with some
c–L^enin’, as is
familiarity with Marxism from their compulsory units on Marxism-Leninism, ‘Ma
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expected in all Vietnam universities (in the future we plan a further examination of these
courses, since our Faculty is responsible for delivering all political courses, on Marxism, Leninism
and Ho Chi Minh Thought, across the university).

Discussion: participatory maps of teaching
In discussion with colleagues, it was clear that the approach here was not itself radically new or
without precedent. Participatory methods have been around for a while, and already in the mid1980s were ‘not new’ and not just a ‘passing fad’ (Sanoff, 1985, p. 179). Participation action
research has been much discussed in relation to university teaching—‘in an organizational or
social struggle [people] work as co-researchers in seeking collective social change’ (Berry, 2005,
p. 46). Participatory approaches aim at various outcomes, as expressed by feminist ‘futures’ oriented work ‘to create processes of collective learning that change the way in which people think
and act’ and which also may ‘counteract a legitimacy problem of scientific knowledge and
€
through participation foster more socially robust knowledge’ (Gunnarsson-Ostling
et al., 2012, p.
915; Worthen, 2014). The process of gaining such outcomes is no cakewalk though – as the great
Ho Chi Minh himself pointed out, the revolution will not succeed if the best intentions are only
expressed in ‘policies that are only destined for the museum’ (Ho, 1924, p. 35). A practical course
then, allowing that decolonising knowledge is not quick fixed by co-research, and as with the
term ‘interdisciplinarity’, it is more easily said than done well. Nevertheless we have been looking
at how to present such research, and also teaching a course that attempts to demonstrate coresearch as research by all. In presenting this as the main idea here—about co-research as an
intervention in the area of decolonising knowledge—some history is perhaps needed in order to
help contextualise. Please note that we will not claim co-research as the path to decolonising
knowledge as such, but we do think it is on the way towards it, perhaps.
As explained to students in the first lesson, to be clear, the course was based on the idea of
taking everyone as a researcher first and foremost from day one. This perhaps somewhat idiosyncratic notion allows experiments in teaching where, with the help of new colleagues, interests in
metaphor and mapping were followed alongside those students willing to join the classes (less
frequently some students were required to join them because of a fixed curriculum, but even
then, hardly coerced). The choice of mapping as an expressive form, where the students would
themselves produce maps of various kinds for assessment, was also informed by a more or less
explicit organising and not strictly university-located orientation to political campaigning and
interest in who produces knowledge—an interest in the redistribution of the loci, and skill base,
of knowledge production (see Berry, 2005). To claim participation as some sort of engaged practice, however, is not to say we were somehow outside of the university, or indeed to think that
with such a claim we were saying it is good to be separate—the perspective and approach is
based on already existing scholarship within the academy, albeit in a tangential register. There is
also no false egalitarianism, it is not the case that all are equal, but we agree that there are great
benefits in a more horizontal structure: ‘For full participation action research to exist, the project
must be collectivized … applied social research is designed to advance a social agenda’ and
that social agenda is to combat ‘prejudice towards participatory democracy together with knowledge-creation’ (Berry, 2005, pp. 46–47; see also Ridley, 2017, p. 74). It is teaching in a university
still, but in the formation of the neoliberal university in the present day, the demarcation of
inside and outside, core curriculum and experiment, university and flying university (this article
on the experiment was first given as a reflection on teaching at an international symposium in
Taiwan called the ‘flying university’, as if on some magic carpet) challenges more hierarchical
knowledges. The test is that in teaching we might sometimes still allow a degree of, lets say,
real world reflexive introspection, and ‘WTF is this about’ thinking.
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Teaching Capital
The class made a point of remembering 1968 as an anniversary—50 years—of a radical rethinking moment of knowledge production, where conventions were challenged and changed, especially in relation to Vietnam, as we will explain. We say the same about the 200th anniversary of
Marx’s birth in 1818, as his work, as in so many areas, is also hugely important for a critical version of anthropology. Marx was born into a moment where speculative philosophy arose in the
wake of, and in romantic dissatisfaction with, the enlightenment. The phrase romantic dissatisfaction may be a fairly healthy way to describe an ideal. Paranoid curiosity might be another
(Richardson, 1975). However, it is not merely a convenient or national curriculum justification
that permits one to keep on teaching the Critique of Political Economy. Generations of students
contributing to courses on Marx have made it possible to see reading Capital in anthropology as
research not in a data retrieval mode, but as an ‘organizing function’ (Berry, 2005, p. 101) where
the class is a means to generate capacities needed to build solidarities and collective resistances
to reaction and oppression.
One of the key criticisms of received wisdom that Marx offers to the implied readers of
Capital is the suggestion, even the command—nothing horizontal here—that they will have to
work things out for themselves. Over 150 years after it was first published, this is what makes
Capital relevant today, each reader is assumed to be willing to ‘learn something new’ (Marx,
1867a, preface). The point of learning something new, changing the way you think, transformation of perspective is perhaps the point of all learning, all research. To illustrate this from the
get-go, students were asked to locate themselves on a map where all the named markers were
removed except coastlines and national borders.
The film record of the course illustrates this point as another teacher visiting to observe the
class is called to the front to identify where on the map she would be. This was a bit of fun, and
of course we were always ‘open to play’ (Peters, 2012, p. 1043) with the verities of mapping in a
Rousseauean teaching moment. The students by this point know that the map is of South East
Asia but upside down, and we immensely enjoy the several minutes it takes for the ‘penny to
drop’ so to speak. In deploying a version of what Boylan and Woolsey call ‘a pedagogy of discomfort that aimed to disrupt taken for granted assumptions’ (2015, p. 65), we apologise to our
much-loved colleague for making a teaching example of her, but we have all been through that
initial process, learning, but of course just as easily forgetting, that it is only by conventions that
north is at the top of maps these days. It was not always so, as often East was at the top in
both Europe and Chinese maps (Harley & Woodward, 1992) and West at the top in old
Vietnamese maps (Whitmore, 1994, p. 485) for perhaps obvious reasons if we think of coasts, rivers and mountain regions of the peninsula.

Ethics and anthropology
In the course, the idea of ‘everyone a researcher’ and the student as a research investigator also
necessarily implied talk about research ethics because another heritage of those anniversaries,
especially 1968, is that a disciplinary background imposes itself, however much we might claim
interdisciplinarity in various ways and means and justifications. The wider context of training in
the humanities and social sciences entails a set of questions that have a particular context—to
do with knowledge ethics and ethical charters. In terms of knowledge practices, and questions
of decolonisation, ethics questioning is still not a closed or resolved domain. Matters of importance in the history of knowledge, now also in transdiciplinarity, mean concepts and methods—
hermeneutics and ethnography especially—are also popular exports to other disciplines. The
1960s saw some very inspiring criticism of the imperial project with which knowledge was
bound in intimate colonial embrace, and the decade saw some of the most glaring misuses of
the social sciences, and notably anthropology, especially in relation to South East Asia.
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The question of ethics in anthropological knowledge was not new in 1968 of course, yet was
not dealt with for once and for all then either. In the AAA report of December 2008, the AAA
had by then often criticised ‘ethnographic investigation’ that was in any way ‘determined by
military missions’ and ‘where data collection occurs in the context of war, integrated into the
goals of counterinsurgency, and in a potentially coercive environment’ (AAA 2008). They had in
mind the then recent Human Terrain Systems anthropology (2005–2015) which followed the
2003 and ongoing Gulf War (see US Army, 2006) and they contended that Human terrain anthropology cannot be ‘considered a legitimate professional exercise of anthropology’ (AAA 2008, see
also Sahlins 2009). Yet anthropology has a long war record. Malinowski had suggested anthropology would help deal with the problem of ‘black bolshevism’ in Africa (Malinowski, 1929, pp.
28–32) and several prominent Anthropologists had come to play a role in the WW2 effort of
Britain and the United States to contain the duel totalitarianisms of Nazism and Japanese coprosperity, along the way with Ruth Benedict (1946) writing about Japan without ever visiting, in
The Chrysanthemum and the Sword—the title is an alibi nodding to militaristic service by the wartime anthropologist, and E.E. Evans-Pritchard training Sudanese tribesmen to fight on behalf of
king and country (see Geertz, 1988), while Edmund Leach ran the campaign in Burma (see
Tambiah, 2002), anthropology became much bound up with ideological and cold-war sensibilities. Rumours abound about anthropologists and the anti-communist pogroms in Indonesia,
with controversies over Project Camelot (anthropologists recruited to counter-insurgency see
Sahlins, 2000, sect. 2) and the Tribal Research Centre in Thailand, where information gathering
would ‘support counter-insurgency measures, including revealing precise locations of villages’.
The latter was condemned by leading American anthropologists like Eric Wolf on the grounds
that similarly ‘precise locational data had been used for aerial surveillance in the Malayan
Emergency’ (Robinson, 2004, p. 386; see Wolf & Jorgensen, 1970). An anthropologist in Sydney
did most to break the latter story; it was Chandra Jayawardena who wrote, in an unpublished
archived book review reported in Robinson, that:
‘community development projects … were used to further the aims of pacification in the interests of
countering peasant unrest. The British pioneered the methods in Malaya, then used them to defeat the
Huks, and also in an attempt to secure the countryside for the Republic of Viet Nam (RVN) during the
Vietnam War’ (Jayawardena, n.d., p. 8, cited in Robinson, 2004, p. 392)

All of which pales in significance when we consider that the Human Terrain Systems’ (2007) U.S. Army/
Marine Corps Counterinsurgency Field Manual, written by anthropologists, was pointedly used in Iraq and
other wars by the US Marine Corps, and that in the UK there could be research program funding on offer
through the Research Councils to do research explicitly targeted to prevent the ‘radicalisation’ of Muslim
youth (Spencer, 2010, p. S293; US Army 2006; US Army and Marine Corps 2007).
The under-examined parallel here of course is that after the second imperialist global war we
saw the entry of at least some people of colour into anthropology, just as they had entered the
army. It is no coincidence that at the very time when anthropology was beginning a crisis of representation that really took hold in the 1960s, with Vietnam making it problematic to go on
doing ‘field’ research in a naive way at all, indigenous anthropologists were also going into the
field in significant numbers. And to do what if not replicate a version of Malinowski style fieldwork—a year learning a language and then a monograph—which is not possible now and it
should not have been possible then unless the intent was misrepresentation, short and fast opinion, fly-by-night espionage. Starting to map this history as well, we considered why the universities teach a history of anthropology that begins with Malinowski, and still produce 100 s of
PhDs a year. More on this below.

Co-research
The history of co-research is one that reaches closely into the two dates we have taken up as
shifting geographical but historical anchors for our student’s research. Hence, thoughts on two
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big anniversaries offer a way to open up reflexive thinking around the idea which has it that
some think experiments in teaching and the democratisation of knowledge production began
with the 1960s. This story includes the declaration that teach-ins were ‘invented by Marshall
Sahlins’ in 1970—this according to some (Robinson, 2004, p. 381), though Sahlins’ role is more
conventionally rendered as ‘an inspiration behind’ the teach-ins at University of Michigan
(Alland, 2003, p. 671). We agreed that there was an air of the late 60 s ‘Happening’ in the flipped
classroom and the barefoot teacher in this (see Ridley, 2017). The authoritarianism of the old
challenged in the classroom and the colleges by students from Paris 68 through Japan, Australia,
India, Canada, The USA, Brazil and Portugal. And the military response to such things, symbolised
the Chicago National Convention as well (Burroughs, 1968, https://www.youtube.com/watch?v=_
NK_NkmpzEE, see Gelgud, 2016). Was it a crazy time? As one student glossed it: ‘people were
made to feel crazy by crazy people’ (class notes). Only looking back can we see just how much
the parallel between napalm, phosphorous bombs and psychedelics is entertaining now—the
opening sequence of Apocalypse Now, the starburst sequence of 2001: A Space Odyssey (dir.
Kubrick, 1968)—but it makes real sense only if we understand the 1960s as a series of explosions
in the United States while the truly psychotropic craziness was in the Pentagon, as authoritarian
parents. The organised left was hunkered down under the rain of retaliation for the Tet offensive
in February of 1968. All that was 50 years ago, and no-one talks much of the war here today.
Instead, we took up the trajectory of co-research as it comes to Vietnam. Even up to the present day, Marx is the acknowledged—by some—forerunner of the co-research tendency. We can
run through the Bolsheviks, Rosa Luxemburg, parallel sociology linked to the Frankfurt School,
Castoriadis and the group Socialism ou Barbarie (Wright, 2008), the Johnson-Forrest tendency,
Council Communism and CLR James, the autonomists in Italian Operaismo, and the more recent
manifestations, often inspired by Hardt and Negri (2000), Negri (1988, 1991) or Shukaitus and
Graeber (2007), or small groups or magazines like Riff Raff, Aufheben, The Paper, Plan C and the
Queen Mary Map Mob and many more.
In proposing this history there are too many dates, so we will pause only at 1968, because for
Anthropology, that crucial year made ‘the Vietnam War’—to say again, in Vietnam we call it ‘the
American War’—the moment a mirror cracked in anthropology and other disciplines that concerned themselves with the study of culture in Asia. The anthropological exposure of a
‘handmaiden’ role alongside the colonial administration was a critique that belongs firmly to the
‘Vietnam moratorium’ era, and scholars like Kathleen Gough and those around the Bulletin for
Concerned Asian Scholars made research ethics a thing of importance, only subsequently codified
in rather toothless guidelines at the ASA. Hugely significant here is the impact of the ‘Vietnam
caucus’ of The Bulletin, the beginning of an ethical reflexive rethink of the role of anthropology
in the collection and collation of knowledge deemed useful by the military—with salutary consequences for other disciplines too, even as Asian Studies of several kinds were targets of military
strategic investment (see Spivak, 2003).
Just over 50 years ago it was a significant and rare new thing for Asian Studies scholars to
reflect critically on how they produced knowledge, but, in a Caucus meeting in Philadelphia,
something was astir:
‘It is revealing that a Vietnam Caucus held in March 1968 should end its meeting by beginning an
evaluation of the “professional conscience” of Asian scholars. That it took this war to raise the latent
problems in the profession is itself ‘a depressing commentary on the state of the field. But the desire on
the part of some individuals to create a nationwide inter-university student-faculty Committee of Concerned
Asian Scholars to pose and then seek to resolve these problems fulfills one of the organizers’ hopes’ (leaflet
citing the first paragraph of the first article by Jim Peck in the first edition of the newsletter of the
Committee of Concerned Asian Scholars, which then became the very long-running and respected Bulletin
of Concerned Asian Scholars)

The language is refreshingly forthright. The circumspection of the present so far subject to
the caution of fragile tenure, assessment audits, appraisal anxieties, ever-expanding targets for
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ever less remuneration, and other HR driven censure with the premium on ambiguity, is happily absent.
Hence 1968 and the anti-war movement is crucial for ethical knowledges, re-orientation of
maps, counter-mapping and anthropological reflexivity. The question of who it is that knows and
what use is made of knowledge becomes too important to leave in the hands of a chief executive officers, the commercial and administrative departments or even a stand-alone research
institute, let alone in a Faculty under review in a profit-oriented University. If we are to think of
these moments as fundamental to critical theory, to the history of a challenge to the conventions of how knowledge is made, then the reaction and suppression of the success of these
moments is also pertinent alongside a corporate backlash. Marx, as much as 68, and countermapping as much as Factory inspection, the dialectic and the critical theoretical has been suppressed as pertinent to knowledge and institutions as we have them today.
Claims for participatory action research may perhaps be overstated, since the display function
of research also plays a part. We advocate participatory diversity and identity-friendly practice, as
does the university, proud of its image. So long as that image is served, never threatened. The
identity politics we would approve does not divide and pit people against each other, but looks
to the widest collective good, the widest responsibility for ourselves. Those who still want to
believe that speaking and amplification are not the institutionalised functions of privilege must
keep on trying to unlock the doors and disarm the sentries.

Conclusion as an invitation to debate
We want our readers to watch the video or at least read the text of the video as given in the
Appendix [and in a bilingual version here: https://doi.org/10.1080/00131857.2020.1752187]. It is
at the same time an advertisement and a critical experiment. Made by Do Thi Xuan Huong and
John Hutnyk and editor Vo Nguyon Thien Phuc, for the Faculty of Social Sciences and
Humanities, Ton Duc Thang University, 2018.
We were all about mapping Capital in Vietnam against particular dates, but also integration
of ways of knowing with ways of doing—epistemological pedagogy with practical skills. And of
course this also was intended as a research ‘note’ for our teaching model. Even if counter-mapping and workers inquiry are parts of different traditions, we would argue that challenges to the
conventions of knowledge production in the disciplines may also produce varied favourable
responses, as well as, indeed, compromises where publication demands meet corporate need
and ego. At least a point for discussion, is how, if at all, this ‘model’ challenges the conventions
of knowledge production and the attitudes of both teachers and students to research. We offer
up the text with the foregoing commentary, as is. Any one authoritiative conclusion would seem
to go against the teaching challenge. We hope this content generates discussion, as our experience presenting it so far confirms. The Appendix provides the text of the film, the slides that are
in the back ground, and the slides that served as bibliography and reading list. A Vietnamese
translation is available and there is link to the film is given at the end if readers are so inclined.
It is still unclear if this model can facilitate deep engagement with the specifics of other
ethnographic texts, except perhaps for the core text which was read and discussed in very close
detail but which we strove to present as something more open than a textbook or always correct ‘primer’ (in Freire’s sense, 1973, p. 49). We were nevertheless very much engaged with the
interconnections we were able to make between educational use of the ‘anthropological concept
of culture’ (Freire, 1973, p. 46) and the workers inquiry tradition, and we believe not only anthropology can benefit from such cooperative work. Ridley says:
‘workers’ inquiry, as a form of both critical pedagogy and democratisation, is an alternative … [and] …
crucial for creating leverage in the fight against privatisation and marketisation, and is also more likely to
appeal to a new non-traditional membership of casualised and migrant workers’ (Ridley, 2017, p. 78).
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The model advocated in the film articulates an ethical avoidance of the ‘banking education’
(Freire, 1970, p. 57) idea of pouring information into a student’s head as if making tea. The presentation of the material was supposed to spark curiosity and interest, regardless of topic, and this might
then best secure good understanding and involvement of students in the classroom and beyond.
Topics were introduced with anecdotes, parable-like allusions and/or provocative visuals that made
a point that could stick. The visuals were not all realist or anthropological exotica, they included cartoons, maps, graphs, games and symbols. There were detailed case study examples offered, sometimes entered into and explained, sometimes left with pointers to where the details could be
found—this indeed was stressed so that students who were interested felt they might look these
things up. The students used Capital as their main text and read Chapters 1, 10, 13, 16, 25, 31, some
in English (Marx 1867a), but most in the Ti^eng Vi^e: t edition (Marx 1867b) Chapters 1, 8, 11, 14, 23, 25
(note, chapter 10 on the working day is Chapter 8 in the Ti^eng Vi^e: t edition, as it is in the original
German. Engels had divided Chapter 4 into three parts for the first English edition in 1890).
Problems of knowledge and method were discussed in ways that had relevance to student’s life
activities—draw a map of your room/home and mark all the sites of reproductive labour that make
it possible for you to keep coming to university, for example. Similarly, a map of the self or a map of
Vietnam—all these were tried with results that contributed to the final works that can be seen in
the film. Small group discussions were encouraged and we took time to develop these while ensuring that we did not reject any contribution to the topic as necessarily wrong or not worthwhile.
Argument was positively encouraged, as was discussion of the dynamics of critique. We asked
Questions to motivate critical links and provoke thinking of large or diagonal pictures, perspectives
and approaches. Inclusive roaming around the room was encouraged, including role play of the
‘teacher function’ by presenters of small set topics or review of work so far. Inclusive strategies of
asking for comments ‘from anyone who has not yet had a chance to comment’ and the usual keywords and bullet points were made but without drawing attention to their summary character.
Important points in the history of anthropology and Vietnam were introduced with emphasis,
chance insights evoking a pause to reflect on where they came from, and how such ideas arise in
the course of conversation when it is open and inclusive. Metaphor and allegory were explained in
detail as the building blocks of communication—as this seemed perhaps a little confusing at first,
having someone who seemed to get it rephrase it for the class worked well. Repetition and slowness were not considered problematic, flights of inspiration were welcomed. There was time allocated for reflection, and the tendency to fill up empty moments with lecturer wittering on was
resisted—as far as possible (old habits die hard, though attention was drawn to this very fact). Note
taking was welcome, but Facebook was frowned upon, texting and receiving calls received censure.
Role-playing a brainstorming session was a good way to get things going when fatigue set in (after
the first three hours, almost inevitable). A change of pace to map making, or the mapping game,
revived the dynamic as needed. There was no stress on assessment as long as a minimum was
achieved and generally competition for marks was less of a premium than impressing and encouraging each other—it was clear that this did catch hold, and Marx’s points about how co-operation
in the factory is a ‘gift’ for the factory owner in terms of surplus production were, we think, not without pertinence. Together, in cooperation, we confirmed a positive attitude to supplementing skills
with co-operative learning (Tran, 2017, p. 109). We will risk this again. We invite commentary. We do
not think we can draw all our conclusions, we keep finding new ones, and always saw the project
as a teaching tool that would lead to other things. Please discuss. The film is here: https://dai.ly/
x7obout and the transcript of the film and can also be accessed in a bilingual version at https://doi.
org/10.1080/00131857.2020.1752187.
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Appendix (option one - english)
Text of the video.

Model of Co-research in the Sociology Classroom
Every soldier is a farmer
Background slides [words in English italics transcribe the slides that are visible in the background, the plain text
is the commentary of the film as spoken by us and was given in a translation that ran as subtitles across the bottom of the screen]:
Challenge:
Independent research: everyone is a researcher from day one.
The basis for international competitiveness, global leadership, etc.
Knowledge production in a research
university implies that all of us in the
university will be researchers.
The students join a research project shared
by the teacher, in this case the interpretation
of maps as knowledge.
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0.08
Spoken text: Ok, hi, my name is John Hutnyk and I am talking today about the model of Co-research for the sociology classroom. So, the challenge of this model is - something that we have thought about - is an idea, the idea
that we see students from the beginning as researchers. It is about developing inspiration for research and for the
creation of knowledge, or the search for knowledge, and the production of knowledge. And so we see students as
partners in this so as to inspire independent research. The idea that everyone is a researcher is something that we
can think of as important for future development and skill development, whether it be in employment or working
in some agency, for an NGO or in a committee or in a court or something, the idea that each student can research
a topic and present a report about things is a very important thing for, you know, international competitiveness or
leadership – if you like those kind of words.

1.26
We start where we are, we start in the classroom, and with what we have, to try and inspire creativity, and not
fearing any case where that might break down or fail as there is not really a way to fail when creativity is something you look for an search for and it does not have a testing level. So we seek, to see where we are no, and the
questions that come up when we start to ask critically about the situation that we are in.
Background slides:
Planning
Teacher: lectures and materials; support
(online, e-learning, in class).
Key: Co-Research – this follows theparticipatory methods tradition (seerecommended texts at the end).
Start in classroom.
Risk and knowledge are everything.To seek to see things differently from how we see them now (is the point of
all thinking)
Modernisation and Social Change class: 35 students.
The class had worked together on anthropological methods.
Teaching involves lectures, group presentations, discussions, workshops, games, web use and E-learning.
Spoken text: The experiment for this model is that we used a class, Modernisation and social change, where I
was teaching readings from Capital and thinking about social change, and wanting to do this through a kind of
mapping process. Thinking about mapping was important because it changes the orientation towards knowledge
production (a little bit) and raises questions about what is knowledge production. I mean, a map has a lot of information in it, and of course a map has to be researched just like an essay, but because its a different way of presenting the material it makes the students maybe think a little bit more about questions of presentation and to
not fall into formulas or the usual ways of just doing things.

2.53
So we started out by asking them to draw a map of Vietnam and to each draw that map to present what they
thought was important about the map.
Background slides:
First class: each student draws a map of Vietnam and includes what was significant to them in it.
As the map filled out: 35 different interpretations.
Spoken text: So every student was making a map of Vietnam and they started out being very careful to get the
border of the country correct and every map seemed to be similar, but as the class went ahead we started to put
in – I asked them to put in, they came up with ideas themselves to put different things into the map that were
important to them. Like where they were born, or where they have been. Or thinks that were important, that they
thought it was important to convey to someone viewing the map about Vietnam. What were their significant sites
as it were. And it was very interesting that by the end of the class we had 35 different maps of Vietnam. Not one
correct map, but 35 interpretations. That was our first lesson I suppose.

EDUCATIONAL PHILOSOPHY AND THEORY

13

00.51
And then we were also looking at other maps, and we had some maps that were maybe provocative of thinking
in a different way. For example we looked at the history of maps. We went back to Mesopotamia and some old
Chinese maps and so on – some old European maps and Chinese maps used to have, for example, East at the top,
rather than what is conventional now which is to have North on the top, not on the left. That’s very interesting why did they have East at the top, well because the East was the centre of the world, meaning mainland China, or
for Europe that everything came from the East, and development of life for two thousand years in Europe was
East-oriented, the development of the North is more recent and it is interesting to talk about that. But then the
idea of having things to make you think differently is also a very important thing for research in general.

01.41
The idea of research, really, is to ask the question: is it possible to think differently than we do now about this
topic: any topic. What is the possibility of thinking differently. This comes from Foucault but its a generally
good point.

01.55
To do this we could use a map again, and one experiment we did in the class showed a map which was of Asia
but all the names were removed of the countries and all the identifying details except for the geographic outline
of the countries were presented, but it was upside down. And I asked people to find, to show where they were on
the map and at first people could not identify where they were, until then of course the penny drops and they
see, they work out, or one person works it out, and everyone sees that this just an inverted map and then it all
makes sense. We can see that illustrated when one of the other teachers came into the class, and we can see that
now too [image cuts to Cô Thao in the class].

02.38
It is very interesting to challenge what people’s expectations are, to challenge what their expectations of research
are as well. The idea that a student is there to simply learn what has already been found and taught is a model of
teaching that opens up a students head and pours in knowledge like making a cup of tea is really not what we
are about at TDTU. We need to work together to become questioning, challenging thinkers. So that is why everyone is a researcher from day one.
Background slides:
Second class: the lecture was on commodities and we drew maps of the body.
The Map is a metaphor for knowledge, the body often a metaphor in language.
Slogan: The body is not the territory.
Spoken text: In the second class, we asked students to draw a map of the body, and the body here as something to be mapped is really a metaphor and we talked a little about metaphor and ways or representing the
body, modes of representation and pictures of the body, and different bodies. We had for example the map of the
body that shows the acupuncture points, and we had another one of Mao Tse Tung in his Mao suit and here –
this is from Michael Dutton’s book - the underworld in China have drawn their map of the different ways you can
pick pockets, the different names for pickpocketing – on Mao’s body map.

04.00
But the students were doing their maps of themselves and they were putting in what they thought was interesting. It was the questions coming from them - largely it was about health and about fashion. A lot about fashion
and different kids of identity presentation, the different kinds of commodities that went into the look that people
had, whether it be traditional or cultural or Western or imported or a subculture as it were. It was very interesting
to have that for discussion. The maps of the body were also quite good fun. We could illustrate or populate the
maps through people we knew and liked, or disliked.
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Background slides:
A week later, discussing labour theory and the Working Day in the lecture, the rest of the class meant drawing a
map of all the labour that got them to class that day.
By now they were to some extent getting what I was after.
But I wasn’t after anything.
Spoken text: The next class was one were we brought in some of the readings we had been looking at around
labour and value, economic value, and work, and employment formal and informal employment. The challenge
there was to make a map that showed the different ways that labour had made it possible for the students to
come to work that day, to come to class that day. So for some of them, for example, living in the student and staff
accommodation KTX, what is the labour that produces the possibility of coming to class: the people that prepare
the breakfast, the pople that run the building, the people that built the building, the caretakers the cleaners, the
administrative staff – all these kinds of workers that are working to make it possible for someone to just wake up
in the morning, walk down the stairs or go in the lift – the life has to be repaired for example – and then come to
class. Coming across the campus involves all different kinds of work and workers from the beautification of the
campus to the cleaners, the architects, the builders of the buildings – all of these entails labour that makes it possible for students just to come to the classroom. The classroom itself has a whole lot of labour behind it. Labour
makes it possible for the classroom to exist, for electricity to come in and for the lights to be on, and the timetabling, the security guard, all of it.

06.22
And of course the students themselves are products of labour because they have been brought up and socialised
in society by their parents – the labour of giving birth and the labour of looking after children and teaching them
to walk and to talk and to be students. So, how to map all of these things? Maybe there are too many things for
one map so we have to make decisions about what we are going to include. And of course there is also an aesthetic dimension to that.

06.45
Our discussions became very interesting by asking what is it that people want to produce when they produce
knowledge about, for example, the formal and informal economy? Or the labour of socialisation? The production
of anthropologists in this very class?
Background slides:
We had this idea that they chase a problem and come up with their own questions: a provocation was to think differently to how you do now, and map how things change?
We were inspired by various texts, talks and games.
Next, I asked them to draw a map of unemployment.
The week after we looked at urbanisation/globalisation.
The following week was about how crisis theory may help draw a map of crisis on a 2 dimensional square?

07.04
Spoken text: Commentary on anthropology and how it changes because of engagements with history and
geography was leading up of course to the final assessment. Which was a more difficult and experimental challenge – and we did not really know whether there was an answer for this – but the idea was to show social
change, on a map. Now it would be a little bit easier perhaps to write an essay about social change because in
narrative you can unfold at story, but in a map everything is there at the same time. So how do you show
social change? That was a real challenge. And they were thinking about the development of technology, the
development of labour, the development of community, and redevelopment rom their home villages to transportation in Ho Chi Minh City. These different topics had to be researched and then there was the problem of
presentation – how you communicate this material. And we got some fantastic results, which I hope we can
now have a look at as we move from here, me talking as that’s a bit boring, to the classroom where we can
see some of the work.
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Background slides:
Final assessment was a map of social change, on a topic researched in as much detail as would be done for any
other set essay or research report assignment.

9.07
OK, so thank you for watching this presentation of the model from Social Sciences and the Humanities of CoResearch for the sociology classroom. We’ve hoped that with this model we can show that we care about the students’ capacity for inquiry and enhancing that through a participatory exercise and experience in being researchers
themselves. We think they are always researchers when they write their essays but in this case they were making
maps to make them reflect on what is at stake in the process and to think about it in a different way. We want to
be able to teach our students to do more in terms of research than look things up on google, which everyone can
do now, but to really think deeply and critically into the ways in which knowledge is produced.
Background slides:
Criteria for scholarship remains







Research ethics and responsibility.
Respect for other labour and knowledge.
No rush to judgment.
Original sources, have a look for yourself.
Collaborative and inclusive.
Transparent, critical, innovative.
Always more to do, there is no complete story, knowledge is always unfinished.

9.55
Spoken text: This video was about that. So we thank you for watching the video. We hope we can explain more
about what is the model of co-research through the documents we attach and we have a bibliography and some
footnotes. Thanks you for watching, and thank you to the producers for making this video.






Background slides (the final five slides as reference apparatus):
Questions from the Office of Undergraduate Academics of TDTU
Describing:
The purpose of the model.
The advantages of the model.
Which steps we can do to run this model?
Method of the model that we use.
The purpose of model





Promoting the idea that all students at university level should be considered developing researchers. Their capacity
for inquiry must be trained from the very beginning of the class.
Teaching students to be able to do more than look things up on Google.
Research skills.
The advantages of model






Students have some degree of autonomy.
Developing the inquiry model of critical thinking.
A critique of everything.
The skill is transferrable to any profession.
Steps to run the model





Training in finding resources.
Practical exercises with modes of knowledge distribution; in making formats for knowledge dissemination.
Group work that produces know knowledge collectively.
Method of the model
Practical demonstration.
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Inquiry model texts:
Marx 1880 workplace inquiry
Pravda – Factory Exposures
Kracauer – Salaried Masses
Socialisme au Barbarie
Operaismo – Quaderni Rossi
Kolinko – call centre communism
Edu Commission, Co-research
Also ANT, Participatory knowledges, poco methodologies, flipped classroom, inclusive pedagogies, civil contract,
consent, counter-maps

Other texts used (not already in the main bibliography):
Azoulay, A. (2008). The civil contract of photography. (2012). New York: Zone Books.
Chen, K. (2010). Asia as method, Towards deimperialisation. Durham: Duke University Press.
Eshun, K. (1998). More brilliant than the Sun .London: Quartet Books.sun. London: Quartet Books.
Dutton, M. (1998). Streetlife China. Cambridge: Cambridge University Press.
Federici, S. (2012). Revolution at Point Zero. New York: PM Press.
Debord, G. (1967). The society of the spectacle. New York: Zone books (1994)
Jameson, F. (2009). Valences of the dialectic. London: Verso.
Kolinko. (1999). Hotlines: Call centre communism. Retrieved from http://www.nadir.org/nadir/initiativ/kolinko/lebuk/
e_lebuk.htm
Kracauer, S. (1930). The salaried masses. London: Verso, (1998).
Ranciere, J. (1987). The ignorant schoolmaster. (1991) Stanford: Stanford University Press.
Taussig, M 2003 Law in a lawless land: Diary of a Limpieza, Chicago: University of Chicago Press
Wright, S. (2000). Storming heaven, London: Pluto.

