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Heribert Hinzen/ Joachim H. Knoll

ADULT EDUCATION IN SOUTHEAST ASIA AND THE
PACIFIC

Introduction to the issue

The results of a survey commissioned by the Kérber Foundation

have been recently published under the title “Perceptions of Asia

by the German elite”. The survey, conducted in April and May 2011

by Emind, covered 405 “leading media, academia, politics (among

them 62 Members of the Bundestag) and business representa-
tives”.1 Some of the results are taken up here in order to underline
the relevance and dimensions of our special issue.

The survey reveals:

- “..German elites feel comparatively well-informed about
developments in the Far East, even better than the situation in
Eastern Europe.

- The rise of Asia is considered a chance for Germany. Asia‘s ex-
port markets, trade partners and financially powerful investors
as well as purchasers of corporate and government bonds are
of great importance. However, Asia is also considered a key
greenhouse-gas emitter and a competitor in the exploitation of
dwindling resources.

- In future, China will play by far the most important role for Ger-
many and Europe, economically and politically. India and Japan,
by contrast, are only of secondary importance, while Indonesia
is hardly perceived as a significant factor.

- ..With increasing wealth Asia becomes more democratic.

- Partnership-based cooperation with Asia is considered neces-
sary in order to tackle global challenges, such as climate change



and financial market stability...

- Europe should respond to the rise of Asia, i.e. pursue closer
cooperation with Asian countries as well as stronger diplomatic
commitment...

- Germany should rely on a common European Union policy to-
wards Asia...“

In the following, the focus will not rest on impressions and realities
of high-level politics. Rather, it is attempted to give a clearer picture
of development cooperation in the area, and how to access infor-
mation about regions and countries which have received little
attention so far, thus raising our awareness of the situation there,
in terms of economic development and education policies. It is
shown how educational science and education policy in the frame-
work of the ,Millennium Development Goals‘ (United Nations sum-
mit 2000) and the ‘Education for All‘ goals (World Education Fo-
rum, Dakar, 2000) can contribute to reducing global poverty.2

The position of education within development cooperation re-
mains disputed, both on the side of donor institutions and donor
countries. At least rhetorically education has been considered im-
portant and even a key to development, as it renders possible the
full realisation of other development sectors. The de facto low pri-
ority given to education, on the other hand, is apparent when tak-
ing its low shares of respective budget allocations into account.

Youth and adult education has been particularly low on the pri-
ority setting due to the strong competition with other development
sectors. It is important to note, however, that the UNESCO Interna-
tional Conferences on Adult Education (CONFINTEA) brought for-
ward certain arguments for national discussions. The ‘Agenda for
the Future’, for instance, adopted in 1997 at the CONFITEA V in
Hamburg, reflects how wide and deep the understanding of adult



education within the lifelong learning framework has already de-
veloped.3

In the field of adult education, in the context of scientific de-
bates, and through lobby associations - in Germany first and fore-
most the German Adult Education Association (DVV) -, there has
been no
shortage of attempts to present to the public how adult education
as a discipline as well as in practice has already penetrated the
realms of social inclusion, environmental and health education,
language training, literacy and basic education, migration and inte-
gration, and conflict prevention. Information about these new ter-
rains of adult education was further disseminated to the public in
the context of the 13th German Adult Education Conference in
20114

Currently, a revision of tasks within the development coopera-
tion sector is discernible. Strategies are being discussed that point
towards greater consideration of education, especially through the
lifelong learning model. When lifelong learning is understood as an
“educational chain”, as outlined in an early ‘Recommendation on
the Development of Adult Education’ by the UNESCO, where every
link of the chain is connected, and at the same time, is an entity in
itself, then the education sectors (chain links) primary education,
secondary education, the tertiary education sector (higher educa-
tion) and quaternary education sector (adult education), have to be
considered as a whole. This in turn has to be reflected in the re-
spective funding policies. Inasmuch as we correctly grasp the new
strategies for the development cooperation, this is precisely the
course embarked upon. Some reservations and critical views in this
respect are presented in this issue by Joachim H. Knoll.

The German parliament has adopted a pioneering role in this
process. In the resolution of the German Bundestag “Strengthening
Education in Developing and Countries in Transition - Adjusting



and Increasing Effectiveness of Education Measures”, from 15 June
2010, it is argued at the outset that “Germany is reliant to consider
education as a central aspect of its foreign and development policy
and to shape it in future”. It follows a detailed review of the various
programmes, which have been launched during the last decade but
failed to lead to the anticipated success and outcomes. The full
range of education sectors and tasks are mentioned that are to
make contributions to development cooperation, spanning from
primary and secondary education, vocational training, higher edu-
cation and research, teacher training and literacy. In the final chap-
ter, 44 requirements are listed, which are deemed necessary to en-
sure improved education cooperation.s

The Federal Ministry of Economic Cooperation and Develop-
ment (BMZ) has started to integrate the parliamentary resolution
into the strategy paper “Ten Goals for Education. BMZ Education
Strategy 2010-2013.” A draft is prepared and expected to be
adopted in autumn 2011. The two opening chapters, “Key to Devel-
opment: Education” and “Our Guiding Principle: Lifelong Learning”
indicate clearly the priorities to be set.6 It is to be hoped that the
education experts can also exert their influence when it comes to
budget allocations.

On the international level, it is again the World Bank that takes
the lead. The documents “Educational Strategy 2020” and “Learn-
ing for All” stress the importance of education and lifelong learning,
and somewhat more hesitantly, youth and adult education as im-
portant means to poverty reduction. These areas have to receive
more attention in development policy in order to interlock socio-
structural reform and educational aid. Recently, on 24 August 2011,
the “Education For All - Fast Track Initiative”, under the umbrella
of the World Bank, has been changed into the “Global Partnership
for Education”, which is likely to have consequences, in terms of its
strategy and content.”



To sum up, a high degree of current relevance of the topic is dis-
cernible at two levels: a) the importance of Asia in the eyes of the
German elites, and b) as an outlook on all forms of lifelong learning
in the development cooperation.

Closer examination of the topic:

Only in the 1980s did adult education in Southeast Asia and the Pa-
cific become a subject of discussion in the German (adult) educa-
tional science and comparative education. The research by Peter
Failer on Malaysia (Cologne 1981) marks the starting point, and, at
the same time, remembers us to avoid sweeping generalisations of
the region. Differences in terms of social structure, forms of govern-
ment, language, and religion between countries like India and Laos,
Cambodia and the Philippines, or the Solomon Islands and New
Zealand, are profound and often unbridgeable. Meanwhile, recog-
nised adult education policies and practice has developed in the
Asian region - not least because of the longstanding cooperation
and the many joint initiatives of the Institute for International Co-
operation of the German Adult Education Association (dvv interna-
tional) and the Asian South Pacific Association for Basic and Adult
Education (ASPBAE). Asia is thus on its way to play an important
role in the international adult education arena. ASPBAE may be
considered as the brother or sister of the European Association for
the Education of Adults (EAEA). Founded in 1964 and 1953, re-
spectively, both associations made decisive contributions to the es-
tablishment of the International Council for Adult Education (ICAE)
in 1973.8 The subtitle of this issue - System Development and
Support Models Towards Lifelong- as well as the emphasis on youth
and adult education in the context of international education and
development goals, symbolised by MDG, CONFINTEA and EFA, are
hence justified.



Returning to the start of this discussion, it is worthwhile to
closer examine one important process that has already captured
the elites, but which needs to place more attention on some sectors
of the education and development cooperation fields: the ASEM
process, acronym for the Asia-Europe Meeting. In the beginning,
ASEM exclusively covered member states of the Association of
South East Asian Nations (ASEAN) and the EU. Although the com-
parison should not be taken too far, certain similarities to the Eu-
ropean Economic Community, the predecessor of the EU, are evi-
dent, such as the common initial focus on economic issues. How-
ever, just as with the European Economic Community, this has
changed rapidly. Structural tasks and the goals of common foreign
and education policies are at the centre of debates. It is therefore
not surprising that the ASEM process deepens and widens, and
non-EU states such as Russia, or non-ASEAN states like China and
India, as well as countries in the Pacific like Australia and New Zea-
land, have already joined ASEM. The Federal Ministry of Education
and Research (BMBF) finances the ASEM Education Secretariat and
has placed it in the German Academic Exchange Service (DAAD).% It
is essential that youth and adult education gains recognition in the
ASEM process, while vocational education, qualification frame-
works, and lifelong learning are already being considered and are
not in need of more advocacy and lobbying efforts.

This issue is organised in the following manner: First, Joachim H.
Knoll discusses adult education and lifelong learning in the context
of global debates on education, development, and the various in-
ternational policy agendas, from UNESCO and CONFINTEA to EFA
and MDGs. Special attention is given to the situation in Germany,
where education and social structure as well as government,
church and civil society initiatives are important aspects of devel-
opment policy.



A content analysis of Bildung und Erziehung would bring to light
to what extent the Asia Pacific region has been covered so far. In
this issue, two articles alone focus on this region, partly due to
ASPBAE’s interest and engagement there.l® Sandy Morrison and
Timote Violeti, both from the University of New Zealand, show that
education processes closely related to concepts of lifelong learning
exist in traditional cultures. Both authors have a special interest in
the topic due to their indigenous backgrounds. The article on the
Solomon Islands from Louise Ellerton, Bernie Lovegrove and
Joanna Lindner is highly interesting as it introduces the results of a
comprehensive empirical survey that reveals important insights.
The findings indicate a failure in achieving expected high literacy
rates despite all the progress made during the past decades.

Thus, adult literacy is going to remain a global challenge. The
circulating figure of 750 million to 1 billion illiterates or semi-lit-
erates seems incredibly high. Most of these people live in South
Asia, which is why it is interesting to cast a glance at new ap-
proaches in adult literacy research and practice in selected coun-
tries of this region, presented by Mathias Pfeifer.

Thomas Bohlmann examines vocational teacher training in Laos,
and puts it into context of vocational training in general as well as
labour market developments. Surrounded by China, Vietnam, Cam-
bodia, Thailand, and Myanmar, Laos faces immense influences,
emanating for instance from the labour markets of its neighbours
or vocational training programmes of international development
agencies. The article discusses empirical data, collected in the
framework of a tracer study, indicating the career paths and atti-
tudes of those trained to become vocational training teachers.

In the final chapter, Heribert Hinzen takes up some issues from
Joachim H. Knoll’s article. Through his dissertation on ‘Adult Educa-
tion and Development in Tanzania’ he has made contributions to
the discussion on education and development since the 1970s. And



since 1977 he works for the German Adult Education Associations
in the field of international cooperation. His article illuminates the
historical background of dvv international and the origins of its en-
gagement in Asia. Furthermore, he focuses on the establishment of
the dvv international Regional Office in Vientiane, Laos, and its
work there, as well as the new start in Cambodia, and the exchange
with countries in the region. It is outlined that the process of re-
gional integration taking place is a key force in setting topics and
standards. dvv international, embedded in the German and interna-
tional education and development cooperation, plays a role in
shaping this process.

Notes

1 Das Asienbild deutscher Eliten, Kdrber-Stiftung, Hamburg 2011, 4 f;
data set available in German language on
www.koerber-stiftung.de/studie-.asienbild.

2 See websites of MDGs: www.un.org/milleniumgoals and EFA:
www.unesco.org/efareport.

3 See UNESCO, Recommendation on the Development of Adult Educa-
tion, Nairobi 1975, Paris 1976, and www.unesco.org/en/confinteavi

4  See Deutscher Volkshochschul-Verband (Hrsg.): Die Volkshochschule
- Bildung in 6ffentlicher Verantwortung, Bonn 2011; and
www.volkshochschultag.de.

5 See Deutscher Bundestag: Antrag der Abgeordneten Anette Hiibinger
etc.: Bildung in Entwicklungs- und Schwellenldndern starken-
Bildungsmassnahmen anpassen und wirksamer gestalten. Drucksache
17/2134,16.6.2010.

6 See BMZ: Zehn Ziele fiir Bildung. BMZ Bildungsstrategie 2010-2013.
Bonn, 1.3.2011, (Draft).

7 The World Bank, Education Strategy 2020, 12. 4. 2011; www.the
worldbank.org-education.

8 See websites of ASPBAE: www.aspbae.org; EAEA: www.eaea.org; and
ICAE: www.icae.org.uy and www.aworldworthlivingin.se.
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See about ASEM the documents at: http://aseminfoboard.org; and for
education: www.asem-education-secretariat.org.

See Maria Khan: Coping with Regional Challenges: The Asia South Pa-
cific Association for Basic and Adult Education (ASPBAE). In: Lifelong
Learning in Europe, 4, 2010, 207-214.
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Joachim H. Knoll

THE CONTRIBUTION OF EDUCATION AND ADULT
EDUCATION TO SOCIAL IMPROVEMENT AS PART OF
DEVELOPMENT POLICY

Summary: The article examines whether and to what extent priority
should be given in development policy to an up-to-date, applied under-
standing of “adult education” (or “adult and continuing education”, ACE).
Many projects employing adult education skills are still being delivered
under the title of “social improvement” or “social structural reform”. An
up-to-date interpretation of adult education includes areas and subjects
which have until very recently been regarded as belonging to other
branches of education and the social sciences (such as environmental
education, minority policy, intercultural dialogue, labour market policy
and health education). Even in many international publications, “educa-
tion” is restricted to formal basic education (EFA), vocational education
and higher education, which does not accord with the concept of lifelong
learning. The article argues that a broad perception of the term “adult
education” should be used in development policy.
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Definition and content of social improvement

It is apparent that there are problems with the funding guidelines
for development cooperation (DC) in areas such as support for so-
cial improvement, particularly with regard to the role and share ac-
corded to education, and specifically to adult education. The chief
difficulty is that there is no one academic discipline that can claim
to cover the entire field since social improvement embraces all cir-
cumstances and conditions of life, and all fields of human activity.
This is further complicated by the fact that DC is expected to fulfil a
number of tasks including, most importantly, helping to combat
and reduce poverty, even though poverty is not defined solely in
terms of absence of the material means of existence.

We shall not delve further here into the question of who is enti-
tled to lay down a definitive interpretation, which means that we
shall not ask in detail which discipline has the means best suited to
delivering structural reform. It is generally accepted, in the funding
guidelines issued by the Federal Ministry of Economic Cooperation
and Development (BMZ) among others, that efforts to remodel the
social structure involve a set of reforms that cut across a range of
disciplines and include practical knowledge of everyday life; the so-
cial sciences, adult education, economics, cultural and social an-
thropology all play their part, and all adopt an approach to aca-
demic knowledge in which knowledge is invariably action-oriented.
“Pure “ academic knowledge, as it is found in universities, cannot
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be applied unchanged to DC; it needs to be adapted to the specific
field of DC and to be used practically.

That said, the social sciences, including sociology, have made a
major contribution to the discussion of social structure in recent
years, about which something will be said here by way of introduc-
tion, although we shall not attempt a definitive overview.

It is easy to agree with Wolfgang ZAPF that: “By social structure
we mean the basic demographic division of the population into cat-
egories, the distribution of central resources such as education, in-
come and employment, social classes, social milieus and life styles,
and the social determination of pathways through life from genera-
tion to generation” (1989).

However, a distinction should be made between a macrosocio-
logical interpretation relating to “organisations, groups and institu-
tions” and a microsociological based on the “interwoven patterns of
relationships between actors in terms of the roles that they play”.1!

An analysis of social structure which makes it possible to draw
up plans and forecasts must therefore make use of indicators such
as those listed in the same publication:

— Population,

— Families and households,

— Education and training,

— Income and gainful employment.

For the purposes of social improvement, the analysis also has to
have particular regard to:

— Religious and denominational allegiance,

— Minorities and the indigenous population,

— Climatic conditions,

— Migration and remigration, etc.

16



An analysis that is capable of delivering improvement needs to be
based on indicators such as these, drawn from different areas of re-
search. In our context, I consider it useful also to look at more de-
tailed social structure analysis?, because DC often takes place in de-
centralised structures and contexts. However, the analysis must not
degenerate into analysis for its own sake; instead, its findings must
be used as the starting point for reform in clearly defined areas.

What is immediately apparent here and elsewhere is the com-
plexity of the social structure and of the process of reforming it.3 It
will involve education and adult education, although there are a
wide variety of ways of setting about it. It is this breadth and vari-
ety which give rise to the constant assertions that DC partners need
to form consortia and to cooperate, which ought to be prefaced by
the admission that none of them can do everything. Confidence in
one’s own competence and willingness to welcome the contribu-
tions of others need to go hand in hand.

Funding guidelines and the aims of social improvement

In official statements published in various places?, the Federal
Ministry of Economic Cooperation and Development (BMZ) describes
the origins of its funding policy in the context of its international
obligations and commitments, and sets out its guidelines and pre-
sent emphases. In doing so, the BMZ relies particularly on the
Millennium Development Goals (MDGs) agreed at a United Nations
summit attended by 189 heads of state and government in 2000.
The Declaration adopted at that meeting, which was intended to
usher in a “global partnership for development”, sets out first of all
four programmatic fields for international policy action:

— Peace, security and disarmament

17



— Development and poverty reduction
— Protection of the shared environment
— Human dignity, democracy and good governance.

At subsequent conferences (World Population Conference, World
Conference on Women, World Summit on Sustainable Develop-
ment), the task of poverty reduction was placed at the top of the
agenda of international development as a cross-cutting priority.
Eight Millennium Development Goals emerged from the Declara-
tion issued in 2000, clarifying and operationalising it:

1. To halve the proportion of the world population living in ex-
treme poverty and hunger

To provide primary education for all children

To promote gender equality and empower women

To reduce child mortality

To improve maternal health

To combat HIV/AIDS, malaria and other contagious diseases

To ensure environmental sustainability

To develop a global partnership for development.

© N U WD

As is customary with the UN and its affiliated organisations such as
UNESCO, these goals were given a date by which they were to be
achieved, namely 2015. It is obvious that this target date is almost
certainly unrealistic, given the broad range of goals set, and the se-
vere economic and monetary crisis, and that the goals will have to
be constantly rescheduled, or at least that they will not be achieved
swiftly.

At the same time, we need to bear in mind that the goals cannot
be altered now that they are laid down, and that there is no point in
proposing or discussing priorities other than those relating to pov-
erty reduction. The goals set out above plainly demonstrate that
social improvement aimed primarily at poverty reduction calls for

18



problem-solving strategies from a variety of areas of life and aca-
demic research.
The BMZ talks of around 60 indicators that describe the “mini-
mum requirements for a dignified human existence”. Hence funding
is to be directed chiefly at projects and programmes
— “which directly and sustainably improve the economic, social
and ecological situation of impoverished groups of the popula-
tion in partner countries,

— effectively support the self-help efforts of such groups

— and involve them as partners in planning and execution”.5

Stress is laid repeatedly on the idea that combating poverty is to be
seen as “a task that cuts across all areas of policy and [is] the over-
arching purpose of German development policy”, and that the
MDGs are necessarily based on a “multidimensional understanding
of poverty”.6

At first sight, the emphasis and the stages in this process appear
to differ in some of the statements made by international organisa-
tions outside the United Nations itself, and in the academic dis-
course on development policy. However, they do not depart fun-
damentally from the mainstream MDGs.

Arguments for funding education and adult education

We observe, for example:

— that UNESCO in particular links poverty reduction with basic
education and literacy, in a broader sense with the Education
for All (EFA) programme, and ultimately with the development
of a democratic civil society?,

19



— that the EU supports and consistently stresses projects that are
connected with vocational education and training (VET)8, and

— that in Germany the Federal Ministry of Education and Re-
search (BMBF) did not place much emphasis on education at
the World Conference on Sustainable Education (31 March to 2
April 2009 in Bonn), although phrases such as “education and
research strengthen democracy”, “education is the crucial key
to sustainable well-being” and “education must be given

worldwide priority” stand out in the opening speech.?

However, there is no need to worry overmuch about this any more

than about the literature produced on the topic, which acknowl-
edges that education and adult education do contribute to socio-
cultural reform. The only reason for concern is that the BMZ has
not as yet named “education” and “adult education” specifically as
grounds for providing support. Nonetheless, education and adult
education do have a place as instruments of development policy in
the measures actually funded.

There may be two reasons for the reluctance to use the terms
education and adult education: first because the funding guidelines
are underpinned by skills and language taken from the social sci-
ences, and secondly because education and adult education have
often been unconvincing in recent years in their social utility, as
Plessner has called it. This is no doubt connected with the question
of who is entitled to “lay down a definitive interpretation” and with
the inward-looking thinking within academic disciplines. Even to-
day, the traditions of the social sciences and of education are still
remote from one another in many ways. And while this continuing
argument should not be specifically called “German” (10), we are
naturally particularly concerned with the German debate. In my
own experience, the erstwhile Advisory Board of the “Institute for
International Cooperation of the German Adult Education Associa-
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tion” (IIZ/DVV) was disturbed to see that the topics and areas for

action headed Education in funding policy and in lists of develop-

ment activities no longer gave adult/continuing education the un-
disputed priority that it had long enjoyed.

There is an obvious link with the mistaken notion of education
that derives from the neo-humanistic tradition of anti-utilitarian-
ism.11 This perception of the tasks and functions of education
stresses the narrow pedagogical remit of activities in schools (pre-
school, primary and secondary education) and out-of-school provi-
sion (youth work and adult/continuing education).

When seen in terms of practice as well as theory, adult educa-
tion should rather be taken to mean:

1. applied activities and the application of academic knowledge!?,

2. a broad interpretation of fields of educational activity, e.g.
provision in service and media establishments and in develop-
ment work concerned with the social structure,

3. interdisciplinarity in that there is now greater willingness in
adult education, as its field of competence expands, to act as a
mediator and to enter into dialogue with other subjects and
functional areas.

The international debate on “education (or learning) throughout
life” (or lifelong learning), which extends from E. Faure (1972) to J.
Delors (1998) and still continues, resulted in ten broad functional
areas being allocated to adult education at CONFINTEA V
(Hamburg 1997). These include:

— Environmental education,

— Migration and minority policies,

— Health education and population policy,

— Rehabilitation

— Labour market policy.
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This was a reflection not just of a desire to expand, but also of the
reality of development work (as is evident in the journal “Adult
Education and Development” published by I1Z/DVV).

The broad definition of the term poverty, and the applied orien-
tation of the academic study of education pleaded for at the begin-
ning of this paper and stressed thereafter, are confirmed by such
statements. That is not to deny that the educational sciences, and
especially the study of adult education, frequently push their ap-
plied orientation aside and neglect their duty to serve the needs of
society. They should indeed adopt the view expressed in the official
statement issued by the 33 countries of the pan-European UNESCO
Region: “We reaffirm the importance of adult learning in enabling
people to deal with economic and social change, to participate ac-
tively in civil society, to foster cultural action and to enrich their
lives.”13

A number of non-governmental organisations working in devel-
opment cooperation have come together to form the Social
Improvement Network (Arbeitsgemeinschaft Sozialstruktur, AGS)
and have agreed a cooperation model that recognises their differ-
ent areas of competence.l* This commits them primarily to four
goals of DC:

— To combat poverty worldwide

— To secure peace and democratisation
— To deliver globalisation with justice
To protect the environment.

The International Institute of the DVV, which is a member of AGS,

defines its understanding and practice of DC in the following gen-

eral principles:

— It promotes the worldwide exchange of information and exper-
tise on adult education and development,
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It provides support for the establishment and development of
adult education institutions in developing countries and coun-
tries in transition,

It provides in-service training, advice and media for global and
intercultural education.

The actual work on the ground, which we cannot describe in detail
here, is spelt out in more specific core thematic areas in a more re-
cent summary?s:

Basic education and literacy: functional youth and adult literacy
work; non-formal and out-of-school provision; teaching of per-
sonal and social skills - found in the majority of projects,
Compensatory education for adults: later than usual acquisition
of school-leaving qualifications, young people with no school
education and drop-outs, second-chance provision to prepare
for and support vocational training - usually found in urban
educational provision,

Environmental education and sustainable development: teach-
ing of practical ecological knowledge; improvement of the liv-
ing environment - including planting of trees and use of
alternative technologies,

Health education and AIDS: information and education about
diet, hygiene and various diseases - recognised training of peo-
ple to care for AIDS sufferers and information campaigns,
Empowerment and gender mainstreaming: specific educational
provision for women, from encouragement of participation and
support for women'’s groups to the cross-cutting task of greater
gender justice,

Human rights and democratisation: information on personal,
social and political human rights; promotion of participation by
disadvantaged groups - and hence strengthening of democrati-
cally based civil society,
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— Conflict management and crisis prevention: clarification of eco-
nomic and social causes and religious and ethnic background;
support and advice for approved NGOs...

— Employment and career guidance: in many projects, employ-
ment and career guidance are of particular importance...

Scarcely any other international NGO sees social improvement as
implying such a broad spectrum of educational activities within DC
as [1Z/DVV. However, two factors should be borne in mind:

— First, money generates new areas of activity that may lie out-
side the area of competence and immediate interest - we know
this from the funding provided by the BMBF within Germany,

— And secondly, the parameters of the Western perception of de-
mocracy based on political parties need to be examined care-
fully and possibly modified in political education (or better:
civic education) where there are deep social divisions and non-
plural traditions (as in Afghanistan). More certainly needs to be
done in this field than merely reiterating one’s own certainties.
That applies to all partners within DC and elsewhere.

Suggestions for the formal improvement and expansion
of DC activities

Social improvement has to start from the notion of sustainability,
which means in this case that the reform process is ongoing and
never ends - this means “rolling reform”, with no immediate end in
sight to DC. Work must therefore be guided by the notion of flexi-
bility, that is, it must be capable of reacting to changing demands,
challenges and needs which cannot be captured in fixed curricula.
And lastly, attention must be paid to the principle of diversity by de-
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sign, as adopted in the most recent UNESCO programmes, using a
term coined many years ago in a US paper on reform; this means
that there can be no question of merely transferring or harmonis-
ing reform measures.

These three principles, sustainability, flexibility and diversity, will

need to be constant elements of the following suggestions if they
are to be practicable:

1.

Greater self-evaluation and documentation. This implies the de-
velopment of a self-evaluation model of the curriculum (learn-
ing units and modules) in every long-term programme. This
does not apply of course to one-off events and projects. But
these do require an efficiency check based on valid principles,
the documentation of recurrent learning, including teaching and
learning materials, the exchange of materials among those in-
volved in DC once they have been devised, and enhancement of
continuing education statistics in the relevant region.

This already lengthy list of core requirements probably needs

to be expanded to include the following additional thematic

areas:

— Practical issues relating to population policy - including
relevant demographic factors, structures of urbanisation
and neighbourliness, and continuing education deficits in
major urban ‘agglomerations’ (mega-cities in Asia, Latin
America and Africa),

— Global and regional aspects of social and economic policy -
including general information about savings, households,
overall functioning and crisis situations, micro funding for
small enterprises, unemployment, the social state and social
justice,

— Environmental education, with increased attention to the
natural resources available and the exploitation of re-
sources (water, land and air).!1¢6 Greater environmental

25



awareness should be created in respect of tourism as a
source of wealth creation.

— Expansion of post-literacy systems to include appropriate
advisory services, preferably in cooperation with UIL
(UNESCO Institute for Lifelong Learning), whose very wide
expertise is derived from educational projects in over 60
developing countries. Publishing activities (magazines for
neoliterates) could be expanded, and the introduction of lo-
cal “education passports” could be discussed.

— Cultural identity-building reconciling tradition and
modernisation - including dialogue between religions.

These headings are expressed in language that is still too abstract
and non-specific. They are intended solely to suggest thematic
trends, the outlines of which will only become clear in the local con-
text.1”

Outlook

The apparent controversy over adult education and socio-cultural
reform as part of DC has recently flared up again - at least in terms
of international plausibility - in a number of initiatives, and there is
clearly more at stake than mere linguistic or rhetorical hair-split-
ting. We have stated plainly that a broad interpretation of “educa-
tion” and a modern view of “adult education” and action-oriented
educational science go far beyond the present bean-counting per-
ception of socio-cultural reform, that education in its widest sense
“is the most powerful weapon which you can use in the world”
(Nelson Mandela), and more specifically that rigid divisions cannot
be tolerated between formal basic education, vocational education
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and higher education if lifelong learning is to be seen as an “educa-
tional chain”.

The initiatives alluded to are, first, a parliamentary bill proposed
by the parties forming the present Federal Government (CDU/CSU
and FDP) and headed “Strengthening education in developing and
threshold countries - adapting educational measures and making
them more effective”18, secondly, what is currently an internal dis-
cussion paper from BMZ Department 311, which is responsible for
“education”??, and thirdly, the associated draft BMZ strategy paper
entitled “Ten goals for education”29.

These initiatives all stress “education” as a principle of DC, but
although the parliamentary bill also refers to adult education, the
strategy paper starts from the distinctions previously drawn within
education between basic education, vocational education and
higher education, seeing adult education principally as part of the
“integrated lifelong learning approach”. The parliamentary bill
states, for example: “In a large proportion of developing countries,
two thirds of school drop-outs end up in the informal economy.
Only support for adult education and non-formal vocational provi-
sion will give them the opportunity to establish a secure livelihood
of their own through sustained vocational training” (p. 2). Adult
education is thus seen as an integral part of lifelong learning, so
that it forms its own separate branch within the education system.

The BMZ strategy paper also suggests in line with international
statements that priority should be given to education within DC (p.
1f); commitment to this strategy is inherent in the overarching im-
age of “lifelong learning” as a “comprehensive approach to educa-
tion” which includes the following branches: basic education, sec-
ondary education, vocational education, higher education and aca-
demic research. While “adult education” is mentioned first in the
context of higher education (!) in the introductory outline, the list-
ing of the branches of education set out above is then followed by
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the somewhat laconic statement: “Besides formal education, we
support non-formal and informal education. We give particular im-
portance to out-of-school education, as in the programmes headed
‘Every project is a place for learning’, because we aim to strengthen
education as an integral part of all activities” (p. 4).

It is to be hoped that the “high-ranking members to be ap-
pointed to the Educational Advisory Committee” will reword the
strategy paper in more concise language and terminology and will
involve everyone concerned in implementing the initiatives.

The strategy paper sets out a policy programme with a fixed
time frame, at the end of which the promise is made that: “We shall
be measured by whether we achieve our strategic ‘ten goals for
education” (p. 10). In 2013 we shall indeed see what was mere
rhetoric and what gives reason to speak of a new kind of strategy.

Notes
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Sandra L. Morrison/Timote M. Vaioleti

AKO - A TRADITIONAL LEARNING CONCEPT FOR
MAORI AND PACIFIC YOUTH, AND ITS RELATIONSHIP
TO LIFELONG LEARNING

Summary: Ako is a traditional Polynesian concept meaning both to learn
and to teach. This paper examines this concept and its relationship to
education for Maori and Pacific youth against the backdrop of lifelong
learning. It argues that success for Maori and Pacific youth can only be
successful if attention is paid to their cultural as well as their academic
needs. It argues for the educational development of the whole person in-
corporating the intellectual, spiritual and physical components of the
self and the community rather than the economic and labor imperatives
that often drive educational systems.
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Context

Aotearoa New Zealand is a small South Pacific nation. With a pop-
ulation of 4.03 million the dominant group is European (also
known as Pakeha) at 67.6%, followed by the indigenous Maori
population at 14.6%; Asian at 9.2% and Pacific Peoples at 6.9%
(Statistics New Zealand, 2006).

Like many other indigenous people, Maori have suffered se-
verely from colonization and then rapid urbanization resulting in
land alienation; population and health decline; socio economic dis-
advantage and political marginalization (Walker, 2004), despite a
commitment to a partnership between the English colonizers and
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Maori chiefs under the arrangement of the Treaty of Waitangi
signed in 1840.

Pacific Peoples is a collective term given to migrants from the
South Pacific nations. Many of these small nations have constitu-
tional relationships with New Zealand and in some instances such
as Niue, Cook Islands and Tokelau, the majority population resides
in New Zealand rather than the home nation (Statistics New Zea-
land, 2006). The largest Pacific people’s ethnic group is Samoan
with 131,103 people. The next largest are listed as follows: Cook
Islands Maori (58,011), Tongan (50,478), Niuean (22,476), Fijian
(9,864), Tokelauan (6,822) and Tuvaluan (2,625) (Statistics New
Zealand, 2006).

Many Pacific Peoples, particularly from Polynesia, have been a
substantial part of new migrant groups who came to Aotearoa in
search of a better life for themselves and for their families (Vaioleti,
2003; Wendt, 1985). They regarded an education in New Zealand
as a means to advance their dreams of gaining a better life (Koloto,
1998). However, in reality, while most of these parents worked
two shifts and even often-double shifts in unskilled laboring jobs to
support their children’s educational needs, their children still per-
formed well below their expectation.

Today we find that Maori and Pacific occupy disproportionate
and high numbers in the negative social indices (Ministry of Health,
2007). Given that they are a significantly youthful population, this
has dire consequences for the whole country. The median age for
Maori is 23 years, the median age for Pacific is 21 years and for the
total New Zealand population, there is a median age of 36 years.
Leading demographer Jackson (2011, 18) in a paper outlining the
key demographic forces shaping New Zealand’s future noted that
“Clearly young Maori will play a significant role in New Zealand’s
future labour force and attention to their specific educational,
training, and social needs must be paramount consideration”.
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What must be of concern to the New Zealand Government, is the in-
creasing marginalisation of Maori and Pacific in political, social and
cultural spheres leading to inequity of access to the provision of
services and to economic opportunities as well as cultural differ-
ences in values and aspirations and educational programme design
(Durie, 2005, 42). An investment into lifelong learning for Maori
and Pacific youth therefore requires urgent and speedy attention
(Vaioleti, 2011).

Ako - the concept

Learning for Maori is best encapsulated by the Polynesian word
‘ako’ (to learn and to teach). Vaioleti and Vaioleti (2003) explain
‘ako’ as both a process and a vision and as a concept which under-
pins the learning experience. Ako is an overriding principle encom-
passing early childhood, primary, secondary, tertiary and adult ed-
ucation. Ako for both Maori and Pacific cuts across the sectorial
approach favoured by Governments. It is driven by cultural, spir-
itual as well as collective concepts, motivations and aspirations
with ako starting well before a child is born and continues until
s/he dies. Ako involves training, learning, doing, observing, prac-
ticing, reflecting, consulting and visioning and hope. Tiatia (1998)
talks about Pacific societies expecting everyone to know and per-
form his or her role. What Tiatia needed to continue to say is for
these people to be able to carry out their roles in a comprehensive
education that teaches 21st century skills to secure employment is
required, as well as learning to live comfortably in their own ethnic
social units.

Ako then as non-formal, informal and lifelong learning processes
has a vital role to assist Maori and Pacific youth to advance their
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learning opportunities in conjunction with instilling cultural values.
It affirms the individual roles as a member of a community, rein-
forces the value of learning as a contribution to the wellbeing of the
collective and acknowledges that modelling and the practice of a
learning experience may occur incidentally as well as in planned
ways. Ako is only one component of a Maori and Pacific world
view, interrelating to other concepts which contribute to an expan-
sive Polynesian knowledge base.

Success in terms of education is reliant upon these concepts in-
terrelating and informing the other within the holistic framework
which is grounded in Polynesian epistemological frameworks. Re-
lated to ako are the principles of ‘ilo and poto. Vaioleti and Vaioleti
(2003) and Vaioleti (2011) suggest that Pacific terms ako, ‘ilo and
poto can be used in multiple ways and therefore they can have
many meanings. At one level ‘ilo can mean ability to see, sense or
an ability to look into the future. ‘llo can mean the act of finding
(something). ‘Ilo may also mean an object that is found. Some refer
to it as being intuitive, insightful or a type of morality. Elders with
whom we had conversations referred to it as Godly knowledge
(Vaioleti, 2011). Thaman, 1988 refers to ‘ilo as knowing what to do
or the right thing to do. For a collective society, it can be knowing
what to do in order to provide beneficial service to others or as
Dewey (1944) puts it, in order to make things better. ‘Ilo as a verb
may be defined as the knowledge that is gained from formal educa-
tion (ako) therefore it can be theoretical knowledge or untried
knowledge.

Poto on the other hand when it is used as a verb, is the act of
using ‘ilo (insightfulness, morality, godly knowledge) to guide ser-
vice and work for the benefit of one’s family and community using
‘ilo (gained from ako, be it formal, informal, non-formal). As a
noun, poto is the outcome of using intangible ‘ilo (insightfulness) to
guide the use of tangible ‘ilo (knowledge from ako) for the benefit
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the family and the community and environment, an act that will
please God/s. One can say then that beneficial service to family and
the community is the aim of ako. It is unlikely though that ako can
be explained or understood in isolation from ‘ilo and poto.

Some Maori commentators (Smith, 1992, 1997; Smith, 1999)
and Pacific commentators (Koloto, 1998; Thaman, 1988; Vaioleti
and Vaioleti, 2003, Vaioleti, 2011) are insisting that if cultural val-
ues are included in the learning of these learners they will find
their learning experience relevant, worthwhile and engaging and
this will benefit Aotearoa New Zealand generally. The formal sector
is starting to understand this and are endeavouring to include
Maori and later Pacific cultural values (seen in the Pacific Plan
compass below) in their formal schooling.

Young Maori and Pacific peoples and formal education

International assessments, such as the Programme for Interna-
tional Student Assessment (PISA), show achievement rates in
Aotearoa are at a world class standard. However, such assessments
continue to demonstrate a major gap between those who are doing
well and those who are not (Ministry of Education, 2006). Alton-
Lee (2003, 8) stated that in these tests “Maori and Pacific students
feature prominently amongst the students that perform poorly”. A
question for future research that was asked by Ferguson, Gorinski,
Wendt-Samu & Mara (2008, 49) was: “..what are the schools’ re-
sponses to Pacific students and what are the processes that keep
them underachieving?” This is a searching question given that un-
derachievement and associated wastage of potential has persisted
for many decades amongst Maori and Pacific students. These stu-
dents are from the two ethnic groups who will represent 50 per-
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cent of the working age population in 2040 (Statistics New Zealand,
2006). As McMahon (2002, 1) has observed “The expectation that
schools will actively and deliberately seek to improve Maori and
Pacific education outcomes is not a liberal nicety but an urgent ne-
cessity.” Similar thoughts exist beyond the formal learning sector
in terms of assessing what educational and labor opportunities will
be available to Maori and Pacific youth if formal education con-
tinues to be an unsuccessful experience for them.

One of the main reasons offered as justifications for these poor
performance statistics for Maori and Pacific students is that the
curricula, and the way it is taught (pedagogy), are derived from
outside the cultural experiences of Maori and Pacific students
(Bishop & Glynn, 1999; Thaman, 1988, Wendt, 1985). Koloto
(1998,) Thaman, (1995, 1995) and Vaioleti, Morrison, & Rees
(2003) recognised that Western scientific education is vital for 21st
Century but not at the expense of Pacific and Maori values which is
able to provide a firm sense of identity as well as a sense of confi-
dence to take part in their communities’ cultural lives.

Wendt (1985) humanized the result of the school failure for Pa-
cific students. It seems therefore that these problems have emo-
tional, cultural and spiritual dimensions and, if they are not at-
tended to with care, they can lead to mental and emotional issues
that will impact on the individuals concerned as well as their fami-
lies and their aspirations for the future. In the same document,
Wendt (1985, 14) went on to suggest a possible source of the psy-
chological stress for Pacific students when he said: “...groups in
New Zealand society without political and economic power - Maori
and those from the Pacific nations - are trapped in a reality that is
dictated by the dominant group... the Papalangi majority dictate
that ‘reality.”

The fast growing population of Pacific and Maori youths is tak-
ing on a special significance especially when the Papalangi popula-
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tion is showing signs that it will not be the dominant group it used
to be. Only 50% of school students in the North Island of
Aotearoa/New Zealand are Papalangi and 56% for the South Island
(Vaioleti, 2011) and they continue to lag behind the natural growth
of other Aotearoa ethnic populations. The majority of Maori and
Pacific people are youthful and are in the child bearing age band.

A report The Health and Welbeing of Secondary School Students
in New Zealand by the Adolescent Health Research Group (AHRG),
(2008) of the University of Auckland, found that “Most Tongans
(89%) are very proud of being Tongan and almost 92% considered
it is important to be recognised as a Tongan. For Samoan students,
93% indicated it was important to be recognised as a Samoan. For
other Pacific students including Tokelaun, Fijian and others: “
most 88% indicated that it was important to be recognised as a
person from their own culture” (AHRG, 2008, pp. 12-13). Integral
to being Pacific are critical factors e.g. knowing family obligations,
knowing ones genealogy which is often associated with spirituality;
knowing when, why, how love is expressed; knowing the degree,
time and appropriateness of service given to the church, one’s vil-
lage etc. The time, degree and circumstance of each of these factors
are guided by ‘ilo. The technical, emotional and spiritual knowledge
used to perform these actions are gained through ako (formal,
informal and non-formal). Fordham (1993) gives us some hope for
teaching values when he argued that informal education (informal
ako) is best for teaching values. The Ministry of Education (2009)
went on further to indicate that Pacific people have multiple
worldviews and diverse cultural identities and ensuring young
people are present in their education, engaged and achieving its
shared responsibility.

al-
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Worldviews

In 2011, there is still a very distinct practice of Maori values which
gains its source from the early stories of creation, originating in
Polynesia. Both the Maori world and the Pacific world are cyclic
and holistic. It links each person to every living thing and embraces
cultural concepts eg. whakapapa (genealogy) which forms the
foundations of whanau/fanau (family) wellbeing (Ka’ai, Moorfield,
Reilly, Mosely, 2004, 13). Whanau/fanau (family) forms the basic
social unit with many whanau belonging to hapu (sub tribe) and
many hapu constitute an iwi or tribe. Whakapapa or geneaological
links extend beyond relationships to others to include relationships
to ancestral domains and spiritual beings. This is also a feature of a
Pacific view of relationships which has intergenerational accounta-
bility (Vaioleti, 2011). There is sense of spiritual interconnected-
ness with the land, rivers and seas ensuring a caretaker role
(kaitiakitanga) which seeks to preserve and treat resources in a
sustainable way. That spiritual interconnectedness acknowledges
the importance of a spiritual world from which one seeks guidance
and in some cases explanations to events.

Many other values underpin and are integral to Maori/
Polynesian thinking. For example aroha/ofa which carries one
meaning of unconditional generosity; tapu being the regulatory
order of Maori society; rangatiratanga and mana or chieftainship
which is an integral part of collective leadership responsibilities.
Intrinsic to Maori and Pacific societies is its ritualistic nature, its ac-
countability to the past as well as the future, its collective orienta-
tion and its emphasis on processes as much as outcomes. Cultural
practises (tikanga) occurs more intensely in the traditional setting
of the marae (meeting places, a cultural and spiritual focus of a
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Maori iwi or hapu) but also permeate through many fora, and insti-
tutions throughout Aotearoa albeit with tribal variations.

In Maori education, a growing number of Maori educationalists,
Smith (1999), Smith (1997), Bishop and Glynn (1999), Walker
(2004) promote a “kaupapa Maori model’. Kaupapa Maori is that in
which Maori thinking is central, validated and is not sector bound
nor discipline bound. Kaupapa Maori may be transferred to a
number of different contexts and still act as an important reference
point. Kaupapa Maori has become an influential, coherent philoso-
phy and practice for Maori conscientisation, resistance and trans-
formative praxis, advancing Maori cultural and educational out-
comes within education (Nepe, 1991, p.11). Graham Smith high-
lights six intervention elements as an essential component of
Kaupapa Maori and these same six interventions are important
when thinking about underlying philosophies in any education
model for Maori. These are namely (Smith, G., 1997):

— Tino rangatiratanga - the self-determination principle

— Taonga tuku iho - the cultural aspirations principle

— Ako Maori - the ‘culturally preferred pedagogy’ principle

— Kia piki ake i ngd raruraru o te kdinga - the socio-economic
mediation principle

— Whanau - the extended family structure principle

— Kaupapa - the collective philosophy principle

These concepts will be explained further in regards to a lifelong
education model for Maori and Pacific but it highlights efforts and
assertiveness to adapt an indigenous consciousness to contempo-
rary educational settings without losing the authentic source of
knowledge.
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Maori and Pacific against a backdrop of lifelong learning

So what does this mean for lifelong education for Maori and Pacific
youth? Lifelong learning is not a new concept or practice. It is part
of a broader approach to education which is related to
whanau/fanau (family), hapu (subtribe) /village and iwi (tribal)
national education and development of which self-determination
is critical (Ministry of Education, 2001). Lifelong learning for Maori
and Pacific communities is political and questions must be asked as
to whose education is under discussion and for what purposes and
end. Perpetuation of culture is an integral part but equally as im-
portant is the fact that education must also meet cultural aspira-
tions, be constantly evolving and respond to challenges in a highly
technological and globalised world. Central to Maori and Pacific
concerns however is control and accountability back to their com-
munities; this being the proof ako has been achieved. It is in the re-
alisation of the beneficial application of ako to service that benefits
the community. In this case it is one’s community that decides if a
learner’s education has been a success. Tiatia (1998) suggested
that for Pacific peoples, communities are built on the basis that
everyone is aware and undertakes their roles for community well-
being.

The formal educational curriculum in New Zealand which tradi-
tionally followed the Western model of education rarely included
cultural roles that provide moral code or insightfulness to living in
Maori or Pacific community groups and therefore Maori and Pacific
learners may leave the formal sector unprepared to live in their
own communities. If they are not equipped with these learnings
that should guide them to perform their roles beneficially for fami-
lies and the community then harmony which is the ultimate result
of poto will not be achieved. The ultimate goal of ako for Pacific
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people is to live harmoniously in a sustainable relationship with
others, the environment and their God/s (Vaioleti, 2011). In Maori
and Pacific communities, there is ongoing teaching by both groups,
influential adults and family members of youth so that they will
continue to practise and perpetuate cultural norms according to
their own codes and expectations. Durie (2001), a well-known
Maori academic challenges the educational system to meet both the
cultural expectations as well as the expectations of a western sys-
tem if our youth are going to maximise their learning potential.
This is not the responsibility of the formal system alone. Non-for-
mal education which can occur at the homes, the churches and
other cultural centers must also be part of the solution.

Ako and Fordham’s model of holistic education

One of the enduring themes in the literature of adult education, ac-
cording to Fordham (1993), has been that the education provided
should be in the interests of the learners and curriculum planning
should preferably be undertaken by the learners themselves
therefore advocating for a "bottom up' approach. It is also often
argued that this approach empowers learners to understand and if
necessary change the social structure around them. Fordham
(1993) continues: 'examples where there is a genuine sense of
ownership are not easy to find; and almost all have an element of
community outreach as part of the general organization. According
to Fordham (1993), examples of top-down non-formal programmes
are employer-led and State provided trainings. This view parallels
the distinctions that Jeffs and Smith (1999) make between formal
and informal education via curriculum. In this way formal
education would broadly approximate to top-down curriculum
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formation; non-formal to bottom-up or negotiated curriculum for-
mation; and informal education would arguably be a non-
curriculum or conversational form.

In the case of Maori and Pacific this may not be entirely true and
this is a contention Maori and Pacific have with the idealized life-
long principles. There is an assumption here that all adults or
youths have similar educational needs notwithstanding its multi-
ethnic population and the rights of its indigenous population. At-
tention has not been paid to the influence of colonization in the
case of Maori or the philosophical motivation for ako of Pacific
youths or that there is much injustice and uneven playing fields
existing in many communities including New Zealand.

As mentioned in the discussions in this paper, youth are still ac-
countable to elders and holders of traditional knowledge and like
many professions a body of knowledge exists that has been devel-
oped over many centuries and needs to be passed down. There is
also a spiritual relationship between a facilitator of learning and
the youth learner which must be respected and the elder or a
faiako/kaiako (teacher, facilitator of learning, educator) is also re-
garded as a learner (akonga). The type of ako that is associated
with this type of semi-structure learning is non-formal education.
These were the basis of Wananga for Maori, semi-organized educa-
tion and training for certain classes in ancient times and social
group teaching in the Pacific..

For us, this exposes the liberal base of Fordham'’s (1993) argu-
ment which we will ultimately lead to what Thaman (1988) and
Goldsmith (1992) alluded to as systematic selfishness that our
competitive liberal market has reached. There is hope still. Our po-
sition then is more a non-formal approach to adult education rather
than allow the economic imperatives of Government to dominate
but one that allows the Maori and Pacific communities and their
youths to negotiate. To use Fordham’s (1993) model, the formal
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sector will continue with its economic and science based education.
The non-formal sector which will inherit many Maori and Pacific
youth can negotiate their curriculum taking into account the eco-
nomic need of the nation as well as the cultural, spiritual and social
needs of the learners and their communities.

For Maori, in addressing the issues of Maori underachievement
in the formal sector, to tarnish one’s confidence must not be al-
lowed. This will be an incomplete view of education. Formal edu-
cation with a liberal market framework and set curriculum is
harmful to indigenous cultures and knowledge (Goldsmith, 1992;
Smith, 1997; Vaioleti, 2011) as it can disempower the learners.
Lifelong education for Maori can play a prime role, in offering
learning opportunities for their engagement, negotiate the curric-
ulum in a way that acknowledges their values discussed in this pa-
per; succeed in and make a contribution to ongoing tribal develop-
ment as well as citizenship generally.

Lifelong learning discourse

Lifelong learning can be broadly defined as learning that is pursued
throughout life: learning that is flexible, diverse and available and
may happen spontaneously as well as being planned. The popular
Delors framework of learning namely: “learning to be, learning to
know, learning to do and learning to live together” was posited and
accepted as a framework to think about the outcomes of the life-
long learning process. It advocates for an agenda for lifelong
learning that is not driven by economic and labor imperatives but
to have as its aim the full development of the individual. In this
way, it resonates with the thinking of Maori and Pacific thinking
and ako the central thesis of this paper. Indigenous people gather-
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ing in readiness for CONFINTEA V, World Adult Education Confer-
ence in 1997, made the Delors statement relevant to them by stat-

ing:

Learning to be = for indigenous people, this is the right of self-
identification and self-definition

Learning to know= the right to self-knowledge.

Learning to do= the right to self-development

Learning to live together- the right to self determination

In preparation for the 1997 Conference, indigenous people met in
Oaxaca, Mexico and agreed on a Declaration for Adult Education for
Indigenous Populations (1997). It contains twenty eight articles
which include:

Article Five- Adult education for indigenous peoples must be
linked to their destinies as individuals and as communities.
Article Eight- Adult education must be an on-going process that
opens up the broadest array of options, opportunities and pos-
sibilities to every indigenous people.

Article Twenty two- Adult education initiatives must respect in-
digenous communities as knowledgeable partners and embrace
them as equal participants in participatory planning, imple-
mentation and evaluation.

More recently the Declaration of Rights for Indigenous People was
accepted by nearly all United Nation countries and Article 14 in re-
lation to education states that:

Indigenous peoples have the right to establish and control their
educational systems and institutions providing education in
their own languages, in a manner appropriate to their cultural
methods of teaching and learning.
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— Indigenous individuals, particularly children, have the right to
all levels and forms of education of the State without discrimi-
nation.

— States shall, in conjunction with indigenous peoples, take effec-
tive measures, in order for indigenous individuals, particularly
children, including those living outside their communities, to
have access, when possible, to an education in their own cul-
ture and provided in their own language.

(Source: Article 14, Declaration for Rights of Indigenous Peo-

ple)

Certainly there is much activity already occurring in New Zealand
with a number of Maori and Pacific centred educational initiatives
from childhood to university already State funded and resourced.

In many informal settings, Maori and Pacific themselves do not rely

on State funding to activate their learning, they simply happen,

spontaneously, responsive and to meet a need as defined by their
communities.

Looking towards a Maori and Pacific lifelong education frame-
work, it is obvious that mainstream education models are not
serving Maori and Pacific well. Not only does policy need to im-
prove but so do the way the schools and universities and learning
institutions respond to students and pedagogical practises also
need to incorporate Maori and Pacific thinking. We have taken the
liberty of extending on Graham Smith’s work in articulating im-
portant and vital characteristics which should underpin any life-
long education model and assist Maori and Pacific to achieve:

— Tino rangatiratanga - the self-determination principle. This en-
compasses need for control over education and cultural well-
being. It encompasses Delors statement of learning to live to-
gether which in this climate changing world should now be ex-
tended to learning to live sustainably and harmoniously to-
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gether while maintaining self-determination. This shows Maori
and Pacific ability to respond to global contexts while securing
and reaffirming their own cultural practices of which they
maintain control.

Taonga tuku iho - the cultural aspirations principle. This encom-
passes the Delors “learning to be” principle, Maori and Pacific
knowledge and traditional systems are legitimated. The learner
is engaged in a learning relation through the process of “ako”
where their role in the community is affirmed contributing to
the overall wellbeing of the collective unit. Educational aspira-
tions are determined by Maori. Language and culture form the
educational base yet not without critique of their own cultural
norms which allows for a cultural responsiveness to issues.

Ako Maori - the ‘culturally preferred pedagogy’ principle. Teach-
ing and learning connects with Maori and Pacific culture and
backgrounds improving chances of success. Many styles/tools
of learning are incorporated with an emphasis on indigenous
teaching techniques. The curriculum is also relevant acknowl-
edging the incidental and spontaneous learning spaces within
communities including learning spaces in the natural
environment. There is also participation and inclusion of Maori
and Pacific in planning and curriculum development

Kia piki ake i ngd raruraru o te kainga - the socio-economic
mediation principle. This principle encourages Maori and Pacific
to see the potentiality that education can bring, especially for
those whose previous schooling experience was negative. Role
modelling positive experiences is important and allows a space
for “buy in” from the community. There is also attention given
to the economic benefits that a good education brings.

Whanau - the extended family structure principle. This calls on
the entire extended family to commit to investing in education
and to involve themselves at all levels. The power of intergen-
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erational learning and transmission is important so that learn-
ing benefits the individual and the community leading to in-
creased wellbeing.

— Kaupapa - the collective philosophy principle. This focuses on
Maori and Pacific achieving in their own education as well as
mainstream education. It allows for creating a space where in-
tercultural learning may also occur acknowledging that Maori
and Pacific need to both live as cultural beings and also be a
citizen of the world. Under this principle, the diversity within
the Maori and Pacific population is also recognised thereby re-
quiring a Maori/Pacific centred approach, a Maori/Pacific
added approach and a collaborative approach if all Maori/
Pacific learners are to have access to quality education. Diverse
knowledge systems are acknowledged. As stated earlier, the
Maori/Pacific population is youthful and many youth do not
participate in tribal activities but do prioritise cultural activities
to inform and enhance their identity.

Conclusion

Success in lifelong learning requires harnessing Maori and Pacific
potential and diversity within an enabling education system that
works for young people, their families and communities. This re-
quires the education system, leadership, and curricula to start with
the Maori and Pacific learner at the centre, drawing on strong cul-
tures, identities and languages. The world is changing; the world of
work is changing; we are bearing witness to environmental non-
sustainability in a climate changing world. The 21st Century pre-
sents us with challenges of a changing labour market which trans-
gresses national boundaries; a highly technological world which
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reduces the needs for human inputs; and a demanding globalised
society which if allowed, could run rampantly unchecked. It seems
that we need to find alternatives to a largely westernised education
system which has not served indigenous communities well and the
wisdom that is sourced from ancient traditions is a good place to
start.

To take Smith’s aspiration model and to also draw from
Fordham'’s thinking is to crystallise the narratives contained in this
paper in order to create a lifelong learning model for Maori and
Pacific peoples which has at its heart, the important cultural imper-
atives. These are service to the wellbeing of the community; learn-
ing for the wellbeing of the soul, the spirit and physical wellbeing;
ensuring the strength of identity which is grounded in the
whenua/fonua or land; the realisation of the potential force which
is yet to be tapped but is focused and alert to future possibilities.
Above all it is an aspiration while advocating for cultural perpetua-
tion without forgetting about knowledge required for day to day
living. These are central components of ako.
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Louise Ellerton/Bernie Lovegrove/Joanna Lindner

EDUCATION EXPERIENCE SURVEY AND LITERACY
ASSESSMENT ON SOLOMON ISLANDS

Summary: The Renbel and Isabel education experience survey and liter-
acy assessment was conducted in 2010 and builds upon existing re-
search in Solomon Islands undertaken by the Asia South Pacific Associa-
tion for Basic and Adult Education (ASPBAE) and the Coalition for Edu-
cation Solomon Islands (COESI). The research results provide accurate
statistically significant information about education in Isabel and Renbel
provinces, and enable evidence-based policy debate and action to take
place between the Government, education partners, civil society and the
community. The full report analyses in detail the results of the survey
and literacy assessment and highlights correlations between an individ-
ual’s education experience and their literacy, employment and wealth. It
is worth noting that the trends in the most recent surveys in Renbel and
Isabel mirror earlier surveys conducted in Malaita and Honiara in 2007,
and thus education stakeholders are facing issues that go beyond pro-
vincial boundaries and require systematic national responses. Combined
with earlier results, they highlight many serious concerns and point to
the need for a re-think of education policies to ensure equitable and
quality education opportunities for all Solomon Islanders. ASPBAE and
COESI call upon all education stakeholders to urgently take up the issues
highlighted in the report and to work together to ensure that within the
Solomon Islands, Education For All by 2015 is more than just a rhetori-
cal slogan.
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1. Introduction

The ASPBAE Education Experience Survey and Literacy Assessment
was conducted in the provinces of Renbel and Isabel, Solomon Is-
lands. The project, funded by the World Bank, was a collaboration
between ASPBAE Australia and COESI. This report forms an inte-
gral part of ongoing research into adult and youth education in the
Solomon Islands. ASPBAE and COESI have successfully completed
surveys in the Honiara, Malaita and Central Islands Provinces. The
findings of the surveys and literacy assessments are being used to
inform ongoing education advocacy work with government and
other education partners. The survey and literacy assessment in-
strument and methodology has been designed to collect accurate
and statistically significant information about educational, language
and literacy experience at the village and individual level. This re-
port presents, in detail, the results of the surveys and literacy as-
sessments conducted in Renbel and Isabel provinces in June 2010.

2. Survey Instrument

Since 2007, ASPBAE Australia has worked with education coali-
tions in Papua New Guinea (PNG) and Solomon Islands in develop-
ing and adapting ASPBAE’s education experience survey and liter-
acy assessment instruments. They were initially used in Honiara
and Malaita Province in 2007 and then again in Central Islands
Province in early 2010. The Renbel and Isabel survey instrument
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included four sections common to earlier surveys and two new sec-
tions focusing on employment experience and standard of living.
The survey instrument contained six sections as follows: Individual
profile; education experience; language experience; literacy as-
sessment; employment experience; and wealth standard.

The individual profile section of the survey was designed to cap-
ture information about the respondents’ gender and age, to allow
disaggregation analysis to take place. The first section of the survey
also included questions relating to sources of information and the
respondents’ attitudes to literacy and education.

The second and third parts of the survey were designed to cap-
ture information about the respondents’ educational and language
experience. The questions in the second part of the survey, ex-
plored the education history of the individual, including the highest
level of schooling and reasons behind non-completion where ap-
propriate. The third part of the survey questionnaire explored re-
spondents’ language preferences and asked respondents to self-de-
clare their literacy status.

The fourth part of the survey was the literacy assessment and as
per the methodology in the three previous surveys, the literacy as-
sessment was carried out for only those participants who self-de-
clared an ability to read either English or Pijin. Within the Solomon
Islands, English is the only official language, but Pijin is the lingua
franca. Hence to enable a greater proportion of the population to
demonstrate their literacy, both languages were assessed. There-
fore, those respondents who indicated that they could read some,
could mostly read or could read easily in either English or Pijin,
participated in the literacy assessment. In contrast, those respond-
ents who indicated that they could not read either English or Pijin
did not undertake the literacy assessment and were classified as
non-literate. A sample of the literacy assessment is contained
within Appendix A at the end of this report.
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As per the three previous surveys in Solomon Islands, the liter-
acy assessment focussed on each component skill of literacy: read-
ing, writing and numeracy, as well as the ability to apply these
skills in familiar contexts in everyday life. The assessment tool con-
tained a graduated series of questions in each skill area:

— Reading skills were tested by asking respondents to match
three pictures with three corresponding names; to read two
sentences aloud; and to read a simple story (of six sentences)
and give oral answers to two written questions;

— Writing skills were tested by asking respondents to write the
names corresponding to two pictures; and to write two short
sentences about the pictures;

— Numeracy skills were tested by asking respondents to count the
number of objects in a picture; to name the missing number in a
sequence; and to make two simple calculations in everyday sce-
narios; and

— Application of skills were tested by asking respondents to read
the time on a clock face; to interpret dates on a calendar; and to
describe the message of a poster.

Each response was scored depending on the accuracy of the an-
swer given. A composite score, based on the assessment results in
each skill area, was calculated and used as the basis for classifying
each survey respondent as either non-literate, semi-literate or lit-
erate. The definitions of literacy are further expanded in Appendix
B and further explanation about the composite score appears in
Appendix C.

The fifth part of the survey looked at the employment experi-
ence of respondents, with this new section piloted in the 2010
enumeration in the provinces of Renbel and Isabel. It was designed
to extract information about individuals’ participation in the formal
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economy through cash-paying employment. Furthermore, ques-
tions also focused on employment outside of the formal sector and
the main reasons individuals did or did not participate in the for-
mal employment sector. Assessing the correlation between educa-
tion outcomes, such as level of school completion and literacy level,
and employment experience was the main purpose of adding this
section to the survey tool. Likewise, a standard of living section was
added during the 2010 enumeration of the survey. The combina-
tion of these two additional sections enabled the analysis of corre-
lations between employment, education outcomes and levels of ed-
ucation attainment, and household wealth.

3. Survey Methodology and Analysis

The survey was conducted in households in randomly selected
communities in both Renbel and Isabel provinces. All people who
normally resided in a selected household, between the ages of 15
and 60 years (inclusive), were invited to participate in the survey.
The standard of living questions were addressed solely to the
household head and as noted above, the literacy assessment ques-
tions were addressed only to respondents who declared an ability
to read either English or Pijin.

With regard to the sampling methodology, as per previous sur-
veys, great care was taken to ensure that statistically significant re-
sults were obtained. The minimum required sample size was cal-
culated from the National Population and Housing Census popula-
tion projections for 2010 of 3,025 in Renbel and 26,310 in Isabel,
with just fewer than 60% of the population being between the age
of 15 and 60 years of age. Consequently, the minimum sample size
based on a 95% confidence level and a 5% confidence interval was
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317 in Renbel and 383 in [sabel. As per previous survey, the sample
size is increased by a further 50% to 476 in Renbel and 575 in
Isabel. These minimum sample sizes were then used to guide the
number of households that needed to be surveyed. As per previous
surveys it was assumed that a household would typically contain at
least three eligible people (15-60 years) and further that a maxi-
mum of twenty households be surveyed in each community. Con-
sequently the minimum number of communities to be surveyed
was eight villages in Renbel and ten in Isabel. A cluster sampling
process was used to ensure geographical representation; the wards
were then randomly selected from these clusters and finally the
village.

As per the previous three surveys conducted by ASPBAE and
COESI, the results were encoded using the Census & Survey Pro-
cessing System (CSPro) and the data was analysed using the
Statistical Package for the Social Sciences (SPSS).

4. Profile of Survey Respondents

The following section contains the results of the first part of the
survey. It also provides a short analysis of key trends relating to
how individuals accessed information and their attitudes to educa-
tion and literacy skills.

4.1 Demographic Profile
Within the province of Renbel 566 interviews were conducted,

which is above the minimum sample size of 476 people. The survey
was undertaken in nine villages, above the minimum of eight vil-
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lages anticipated to provide a valid sample. The villages surveyed
were located on the two islands of Rennell and Bellona: Honguavea,
Lavagu, Ghongou, Hutuna, Kagua, Kangatoa, Tingoa, Kanava and
Tangakitonga. The survey sample comprised 284 males (50.2%)
and 282 females (49.8%). All respondents were between the ages
of 15 and 60 years, so as to encompass both the youth and adult
demographic. The sample’s age profile is similar to the national
profile during the 1999 census as seen below in Table 1, however, a
slightly higher proportion of 50 to 60 year olds were sampled.

Table 1: Survey Respondents by Province, Gender and Age

AGE RENBEL ISABEL NATIONAL!
COHORT Male Female Overall % Male Female Overall % %

15-19 58 66 124 219 65 94 159 13.1 21.0
20-24 46 39 85 150 70 116 186  15.3 18.4
25-29 29 33 62 11.0 75 96 171 14.1 16.1
30-39 62 62 124 219 134 176 310 255 21.8
40-49 44 51 95 168 91 102 193 15.9 13.6
50-60 45 31 76 134 106 89 195 16.1 9.2

Total 284 282 566 100.0 541 673 1214 100.0 100.1

1  The provincial age profile is not publically available, but national age profile can be
found at http://www.spc.int/prism/country/sb/stats/censuses%20and%20Surveys/
Census99.htm.

In Isabel province, the survey sample consisted of 1214 individuals,
which is above the minimum sample size of 575. The survey was
undertaken in 26 villages, well above the minimum of ten villages
anticipated to provide a valid sample. The sample had slightly more
female than male respondents with 673 and 541, respectively.
Similarly with Renbel, all respondents were between 15 to 60 years
old, and the sample’s age profile is mostly similar to the census.
Within Isabel province, however, the youth and 50 to 60 year old
cohorts are respectively smaller and larger than expected as
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compared to the national population age profile. Unfortunately, due
to age profiles not being available by province, it is not possible to
conclude whether this is reflective of the actual profile within
Isabel province or due to the sample selection. Interviews were
conducted in 26 randomly selected villages.

4.2 Sources of Information

There are different sources of information accessed by respondents
in the month prior to being surveyed. It is important to note that
respondents could identify multiple sources, nd thus percentages
refer to the proportion of the sample that used a particular source.

In both Renbel and Isabel provinces, the main sources of infor-
mation were books and radio, The majority of respondents in
Renbel also cited meetings and newspapers or magazines as
sources of information. In both Renbel and Isabel provinces, only a
limited proportion cited television as a source of information, with
11.4% and 15.4% respectively obtaining information from televi-
sion in the last month.

It is worth noting the gender disparity evident in the results
above for both provinces. For all five possible sources of infor-
mation, a lower proportion of females than males cited using each
source in the last month. This trend could indicate that women in
Renbel and Isabel are less likely to seek information or that they
are less able to access information sources. It is worth noting that
literacy levels are likely to impact on ability to source information
and this will be discussed further in the Literacy Assessment sec-
tion.
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4.3 Attitudes to Literacy

The overwhelming majority of respondents in both provinces be-
lieved reading, writing and counting to be very useful or sometimes
useful skills in everyday life. In both provinces, reading and writing
were considered very useful skills by about 60% of the respond-
ents, and counting was considered a very useful skill by approxi-
mately 70% of the respondents.

When looking at the gender-disaggregated data, it is interesting
to note that in both provinces there is a difference between the way
men and women view literacy. A greater proportion of women than
men believe that literacy skills are only sometimes useful or not
useful in everyday life. Moreover, in both provinces women gener-
ally viewed reading, writing and counting skills as less useful to
their everyday lives than their male counterparts. The impact of
gender in the perceived usefulness of literacy skills, could be ex-
plained by the traditional gender roles that exist in Renbel and
Isabel provinces where women take on domestic, household and
childcare roles, while men spend more time outside of the home
and are more likely to engage in more literacy-demanding tasks
such as leadership roles and paid work. This will be discussed fur-
ther in the Employment Experience section of this report, which
will show that a greater proportion of men than women have held a
job paying money and men are slightly more likely than women to
participate in village level governance.

4.4 Attitudes to Education

The final part of the profile section of the survey looked at the re-
spondents’ attitudes towards education. In both Renbel and Isabel
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provinces, there was near universal support for the proposition
that it is very important for all children to go to school. Less than
1% of respondents in either province stated that it is not important
for children to go to school.

In both Renbel and Isabel provinces, the overwhelming majority
of respondents viewed schooling as important for learning to read,
write and think. The second most common reason cited was that it
is important to learn skills for work, with 82.0 and 77.2% of re-
spondents in Renbel and Isabel citing this respectively. In Renbel
province, just over 75% of respondents also said they believed
children should go to school because it is important to learn tradi-
tional culture and values, and to learn about the world, while in
contrast only 60% of respondents in Isabel cited these as important
reasons.

The survey provides little evidence of successive generations
placing differing importance on why children should go to school.
Although respondents within Isabel province between 40 and 60
years of age do not cite each reason with the same frequency as
younger generations, there is no clear trend indicating older gener-
ations place greater importance on traditional culture and values,
over other reasons, as is often implied in discussions about Pacific
and Melanesian education.

5. Key findings of the Renbel and Isabel survey

5.1 Individual Opinions on School and Literacy

— Amongst respondents in both Renbel and Isabel provinces
there is almost universal support that school is important for
all children.
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— Reading, writing and numeracy skills are viewed by the vast
majority as useful in everyday life.

— Radio and books are the most common sources of information
in both provinces.

5.2 Education Experience (See tables 2 and 3)

—  While over 90% have attended some formal schooling, 29% of
adults have not completed primary school.

— Only 12% of adults in Renbel and 16% in Isabel completed sec-
ondary school. Less than 10% of the respondents had attended
university.

— Disinterest in school, high fees, poor access and home duties
are the main barriers to completing primary and secondary
school.

— Primary and secondary school completion rates for adults
across most age groups are higher for males than females in
both provinces.

— Around half of the respondents in Renbel and a third in Isabel
have participated in some form of community education.

Table 2: Currently Attending School for Youth, by Province and
Gender

AGE RENBEL ISABEL
COHORT Male Female Overall Male Female Overall
15-19 70.2% 77.3% 74.0% 64.1% 56.2% 59.5%
20-24 32.6% 23.1% 28.2% 14.7% 4.5% 8.3%
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Table 3: Highest Level of Education Attainment for Adults, by

Province and Gender
DECLARED LEVEL OF RENBEL ISABEL
SCHOOLING Male Female Overall Male Female Overall
Never attended 29% 59% 44% 43% 97% 7.1%
Some primary 22.7% 25.6% 241% 21.6% 213% 21.5%
Completed primary 14.5% 14.4% 14.4% 13.7% 19.1% 16.5%
Some secondary 43.6% 46.4% 45.0% 39.5% 40.7% 38.9%

C leted

omplete 47% 24% 35% 8.6% 27% 6.7%
secondary

University 11.6% 54% 85% 123% 6.5% 9.3%
Total 100.0% 100.1% 99.9% 100.0% 100.0% 100.0%

5.3 Language Experience and Literacy Self-declaration

— Local vernacular languages are the most common language spo-
ken at home and Pijin is typically used when communicating
with friends.

— English is rarely used to communicate at home and with
friends, with less than 2% using it in the home and less than 6%
using it with friends.

— 90.0% of respondents in Renbel and 80.9% in Isabel declare
they can read and write a simple letter.

5.4 Literacy Assessment (See tables 4 and 5)
— The research reveals that only 17.5% and 33.9% of adults in

Isabel and Renbel respectively are literate. This is substantially
below the internationally reported literacy rate of 77% based
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on self-declaration, and is of particular concern given the test
for literacy was not difficult.

The level of illiteracy across all age cohorts is a cause for con-
cern in both provinces with 24% in Renbel and 37% in Isabel
classified as illiterate.

Primary school does not assure the attainment of literacy. Over
50% of adults who completed primary school were classified as
semi-literate, with only 34.2% in Renbel and 24.4% in Isabel
classified as literate.

More respondents are classified as semi-literate than those who
are literate. In Renbel province 42% of the respondents are
semi-literate. In Isabel province 45.5% of the respondents are
semi-literate, with gender bias in favour of males.

Of those who completed primary school, in Renbel only 34.2%
are literate, while in Isabel only 24.4% are literate.

Schooling does have an important positive correlation with
literacy; with each school level completed, the literacy rates in-
crease.

While younger cohorts are typically more literate, these figures
nonetheless highlight the poor quality of primary and second-
ary education in Solomon Islands.

Completion of secondary school does not assure literacy attain-
ment. Of those who completed secondary school, in Renbel only
65.2% are literate, while in Isabel only 45.2% are literate.

Table 4: Literacy Classification, by Province and Gender

RENBEL ISABEL
GENDER Non- Semi- . Non- Semi- .
. . Literate . . Literate
literate literate literate literate

Male 23.6% 41.9% 34.5% 32.5% 48.1% 19.4%
Female 24.5% 42.2% 33.0% 40.6% 43.4% 16.0%
Overall 24.0% 42.0% 33.9% 37.0% 45.5% 17.5%
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Table 5: Literacy Classification, by Province and Age

AGE RENBEL ISABEL
Non- Semi- . Non- Semi- .
COHORT . . Literate _, . Literate
literate literate literate literate

15-19 13.7% 419% 444% 27.0% 56.6%  16.4%
20-24 11.8% 435% 44.7% 26.9% 51.1% 22.0%
25-29 22.6% 46.8%  30.6% 31.0% 48.5%  20.5%
30-39 22.6% 46.0% 31.5% 31.0% 50.0% 19.0%
40-49 30.5% 41.1%  284% 48.2% 383% 13.5%
50-60 50.0% 31.6% 184% 58.5% 282%  13.3%
Overall 24.0% 42.0% 339% 37.0% 45.5% 17.5%

5.5 Employment Experience (See table 6)

— Respondents with higher literacy levels are more likely to cur-
rently hold a job paid in money.

— Family connections, job skills, training and literacy level affect
employability.

— Males and older respondents are more likely to have held a
paid job.

— Lack of qualifications, poor paid job opportunities, home
responsibilities and a preference to work at home or in the gar-
den were the main reasons for not holding a job paid in money.

Table 6: Main Type of Work, by Province and Literacy
Classification

RENBEL ISABEL
DECLARED TYPEOFWORK  Non-  Semi- Literate Non- Semi- Literate
literate literate literate literate
Producingandselling ;o 1580 1619 21.6% 305% 48.1%
own crafts
Farmer (szllll‘)“gm"swr 13.8% 81% 3.2% 619% 455% 29.3%
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RENBEL ISABEL
DECLARED TYPEOF WORK  Non-  Semi- Non- Semi-

literate literate IR literate literate IRl

30.1% 24.4% 253% 2.2% 1.0% 1.1%

Farmer (keeping most
or all)
Houseworkorraising ;.o g5o0 380 o06%  08% 1.1%

children
Fisher (man or woman) 4.1% 0.4% 2.2% 0.6% 0.0% 0.0%
c"m‘;‘;‘;ﬁ‘r’gﬁa“h 81% 94% 65% 10%  08%  0.0%
Business manager 1.6%  0.0% 1.1%  0.0% 0.0% 0.0%
Domestic worker 1.6% 6.0% 9.7% 0.6% 1.2% 1.1%
Governmentofficial 00, 3400 650  00% 020 0.6%
(local or national)
Professional (teacher,
lawyer, etc.)
Trades (mechanic,
builder, etc.)
Clerical/ Administration

0.0%  5.6% 7.5%  2.9% 3.4% 7.2%

49% 7.3% 59% 0.3% 0.8% 0.0%

0.0% 0.4% 2.2% 0.0% 0.0% 0.6%

(business)
Buying /selling other o 130 059  00% 00% 0.0%
people’s produce
Driver 0.8% 0.4% 0.5% 0.0% 0.0% 0.0%
Shop assistant 0.0% 1.3% 1.6%  0.0% 0.0% 0.0%
Other work 65% 11.1% 7.5% 8.3% 158% 11.1%
Total 100.0% 100.0% 100.1% 100.0% 100.0% 100.2%

5.6 Wealth Standard

— There are many factors that can influence wealth accumulation,
such as family connections and external remittances.

— As such, education experience and literacy are not consistent
predictors of wealth.

— In Isabel province there is a clear correlation between literacy
and wealth, with literates over-represented in higher wealth
quintiles and non-literates overrepresented in lower wealth
quintiles.
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— However in Renbel province no correlation was found between
wealth and literacy or wealth and employment.

6. The Challenges Ahead

The following section of the report will discuss briefly the implica-
tions of the survey results with reference to the Education For All
(EFA) goals three to six. The survey findings highlight that if Renbel
and Isabel provinces are indicative of the whole country, then the
Solomon Islands is unlikely to achieve many of the EFA goals by
2015. The report shows that there are serious concerns regarding
literacy for adults and out of school youth and further concerns
about the quality of existing school education.

The third EFA goal focuses on youth and adults skills and re-
quires that the learning needs of all young people and adults are
met through equitable access to appropriate learning and life-skills
programs. In both provinces, many respondents declared that pri-
mary and secondary education were not interesting and were irrel-
evant to finding paid employment. For those who did attend formal
schooling literacy was not assured, and amongst those respondents
who declared they were currently attending school, 38.9% in
Renbel and 64.2% in Isabel were semi-literate. These along with
many other findings within the report highlight that in both Renbel
and Isabel provinces, the learning needs of youth and adults are not
being met.

The fourth EFA goal focuses on adult literacy, urging a commit-
ment to improve adult literacy by 50% by 2015. A key finding of
the report is that self-declared literacy was an inappropriate meas-
ure of literacy and in fact exaggerated literacy levels amongst all
age cohorts. In both provinces over 65% of respondents were clas-
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sified as non-literate or semi-literate, with only 33.9% in Renbel
and 17.5% in Isabel classified as literate. Further, for those who did
not attend formal schooling it is almost certain they will remain il-
literate. Moreover, the adult literacy challenge is significant, espe-
cially in Isabel, with little progress evident for the fourth EFA goal.

The fifth EFA goal focuses on ensuring gender parity across all
aspects of education. As noted in multiple sections in the report
there was a significant gender gap which negatively impacts on
women in Renbel and Isabel provinces. This is notable in terms of
primary school intake, transition, completion and literacy rates.
Within Isabel province in particular, significant action needs to be
taken to ensure females experience the same educational opportu-
nities as males.

Finally in terms of the sixth EFA goal, the report raises signifi-
cant concerns about the quality of education in both provinces. Alt-
hough literacy rates improved with higher schooling, attending
school was no guarantee of achieving literacy, as many respondents
who attended secondary school were assessed to be semi or non-
literate. Further, many respondents who declared they were cur-
rently attending school were unable to demonstrate sufficient skills
to be classified as literate. Despite the links between literacy,
wealth and employment, there is a significant issue around the
quality of formal education in both provinces.

This report provides accurate information about the education
of respondents in Isabel and Renbel, thus enabling informed policy
debate and action to take place between Government, education
partners, civil society and the community. ASPBAE and COESI
therefore call upon all stakeholders to urgently take up the issues
highlighted in the report and to work together to ensure within the
Solomon Islands EFA by 2015 is more than a rhetorical slogan.
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Appendix

Appendix A: Sample Questions from Survey Tool

The following two sample questions are from the survey tool used
in Renbel and Isabel. The first question is from the reading skills’
section of the assessment tool and the second question is from the
numeracy skills’ section. The scoring rubric used to calculate the
composite literacy score appears at the bottom of the question.

Can you match the pictures and words?

[u save matsim olketa piksa ia wetem olketa wods ia?

[show participant this page and ask him/her to draw a line matching the
correct words and pictures]

Eye
ae

Bird
bed

Fish
fis

[0 points for incorrect or no matches; 2 points for one correct match; 4
points for two correct; 6 points for three correct]
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How many fish and how many birds are there in the picture?
Haomas fis an haomas sfala bed naoo yu save lukim long dis fala piksa?
[show participant this page and ask for oral answers]

[0 points for incorrect or no answers; 4 points for one correct answer; 6
points for two correct answers]

Appendix B: Survey definitions

Literacy is understood as the possession of reading, writing and
numeracy skills and the ability to use such skills in familiar con-
texts in everyday life

Non-literate is being unable to:
— read simple words;
— write simple words;
— count objects; and
— use these skills in everyday life.

Semi-literate is able to:
read simple words or read some basic text;
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— write simple words or write simple sentences;

count objects or perform basic calculations, and

use these skills in a limited way in everyday life.

Literate is able to:
— read and comprehend basic text with ease;
— write complete simple sentences with correct spelling;
— count objects & perform calculations; and
— use these skills in everyday life.

Adult is between the ages of 25 and 60 years

Youth is between the ages of 15 and 24 years

Appendix C: Additional Notes on Survey Methodology and Analysis

The methodology used to classify respondents as literate, semi-lit-
erate or non-literate is as per previous surveys. The literacy classi-
fication of respondents was based on a composite score for the
eleven questions within the literacy assessment, with a maximum
possible composite score of 66. Those respondents who answered
all eleven questions correctly obtained a composite score of 66 and
were classified as literate. To be classified a semi-literate, the re-
spondent needed to demonstrate literacy skills in each of the
reading, writing, numeracy and application skills questions by
providing at least one partially correct answer for each literacy skill
area. For example a respondent who achieved a composite score of
30, but a score of zero within the numeracy skills section would be
classified as non-literate, even if they performed well on the read-
ing, writing and application questions. In this report the results of
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the survey are presented in percentage form to one decimal place,
to enable comparison with nationally reported figures, between
provinces and amongst disaggregated groups such as males and
females. It is noteworthy that the style of question, impacts on the
analysis and thus interpretation of the results.
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Mathias Pfeifer

DEVELOPMENTS IN LITERACY RESEARCH AND
PRACTICE - PERSPECTIVES FROM SOUTH- AND
SOUTHEAST ASIA

Summary: The concept of ‘literacy practices’ emanating from the New
Literacy Studies considers literacy as deeply entangled with and
grounded in social and cultural contexts - as opposed to an under-
standing of literacy as a neutral tool and context-independent variable.
As such, the concept offers a useful approach to a critical interrogation of
literacy as embedded within power relations. This is illustrated using
examples from a number of recently conducted ethnographic studies in
a number of Asian countries. The article also indicates how the ‘literacy
practices’ concept can be utilized to inform the development of demand-
oriented adult literacy programs.
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1. Introduction

According to UNESCO statistics, the number of illiterate men and
women in the world is approximately 760 million!. This should be
considered a conservative estimate as David Archer notes: “The
real figure is probably is probably nearer to two billion and still
more if numeracy and the actual use of these skills are taken into
account.”?

Wherever the truth lies, one fact is for sure: in the foreseeable
future adult illiteracy is going to remain a huge challenge (and es-
pecially in South Asia, in countries like India, Pakistan and Bangla-
desh, where roughly half of today’s non-literate adults live.) 3This
alone should remind us not to neglect adult literacy as a subject of
research. And by no means is this solely the task of the so-called
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development-oriented adult education research. Volker Lenhart
argues that particularly “adult literacy deserves much more atten-
tion from [German] Critical Educational Theory” with an interna-
tional focus, which could be accused of hardly “looking beyond the
Brandenburger Gate“.*

2. From the great divide to literacy practices

In the early 1980s, the psychologists Scriber and Cole5 challenged
the predominant notion that literacy automatically leads to higher-
order thinking and cognitive skills. This assumption was related to
the popular “great-divide” theory, which postulates a fundamental
division between preliterate and literate culturess. The notion that
literacy, here often understood as an isolated cognitive entity inde-
pendent of the social context, leads to profound cognitive restruc-
turing, logical and abstract thinking, and as such should be consid-
ered as a precondition for development and progress, also served as
an rationale for mass literacy campaigns. A UNESCO report from
1972 states: “The illiterate man’s thought...remains concrete. He
thinks in images not in concepts. His thought is, in fact, a series of
images, juxtaposed or in sequence, and it rarely proceeds by induc-
tion or deduction.”” Scriber and Cole challenged this view by out-
lining an anthropological model for interpreting literacy as a social
practice.

During the 1980s, the so-called New Literacy Studies (NLS)
movement, with the anthropologist and linguist Brian Street at the
forefront, systematically developed such a socio-cultural concept of
literacy, which challenged the fundamental assumptions of literacy
as a universal and ‘neutral’ technology of the mind independent of
social contexts.8 Brian Street argues for social practice mode that
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sees literacy as “encapsulated within cultural wholes and within
power structures.”® This, of course, also means to rethink assump-
tions in regard to literacy campaigns; following this model one can-
not simply assume that, “Introducing literacy to the poor, ‘illiterate’
people, villages, urban youth etc. will have the effect of enhancing
their cognitive skills, increasing their economic prospects, making
them better citizens, regardless of the social and economic condi-
tions that accounted for their ‘illiteracy’ in the first place.”10

Following the social practice model, literacy is not primarily lo-
cated within individuals but in social interactions. Values, meanings
and identities surrounding literacy have to be explored and un-
packed in order to grasp literacy in social interactions adequately.!!
Methodologically, the proponents of the NLS usually resort to eth-
nographic approaches to social research to achieve this task, while
attempting to link their concepts to different social theories.12 Fur-
thermore, the idea of a ‘unity of literacy’ as a universal concept is
challenged. At different times, in different cultures and social set-
tings literacy takes on specific forms and meanings, hence the con-
cept of multiple literacies is introduced. In addition, literacy is al-
ways deeply enmeshed in power relations: “Literacy, in this sense,
is always contested, both its meaning and in its practise, hence par-
ticular versions of it are always, ‘ideological’, they are always
rooted in a particular in a particular world-view and in a desire for
that view of literacy to dominate and to marginalise others...”13 And
it is becoming more and more evident that power relations have
profound impacts on numeracy practices as well.14

The concept of literacy as social practice has evolved in the past
15 years and has influenced discourses about literacy and devel-
opment. The focus of this article will rest on studies from several
Asian countries that help illustrate literacy as a social practice and
may contribute to promote literacy programmes.
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3. Literacy research in and from South-Southeast Asia

Research into literacy practices in South and Southeast Asia usually
follow the methodological inventory - most and foremost ethnog-
raphy - and theoretical concepts developed in the framework of the
New Literacy Studies. One can, however, also find empirical re-
search using quantitative methods that provide arguments in fa-
vour of a socio-cultural understanding of literacy. Allan Bernando, a
cognitive psychologist from the Philippines, employed a quantita-
tive research design to compare cognitive skills of literate and illit-
erate adults. His results point to a complex relationship between
literacy (and schooling), literate practices, and cognition: “First, the
factor that affects thought is not literacy acquisition in and of itself,
but the degree to which literacy skills have been integrated into the
community activities and practices. Second, the effects are specific
to and localized in certain functions of thought. Finally, the effects
are mediated effects, that is, they are achieved through the individ-
ual’s participation in the activities of a literate community. Hence,
the effects touch even the illiterate community members.”15
Bernando hence argues that community practices rather than liter-
acy acquisition are decisive in respect to possible cognitive effects
of literacy, which brings him closer to some premises of the social
practice model of literacy.

There are a number of interesting ethnographic studies that
provide insights into literacy practices and literacy programmes in
the region. Anna Robinson-Pant, for example, was awarded with an
UNESCO literacy prize for her ethnographic approach comparing
women'’s literacy programmes in Nepal. She focused on the “link
between kind of literacy and the kind of development in each pro-
gramme”16, and found that the common distinction of function and
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critical literacy, the latter based on Paulo Freire's theory of consci-
entization, made little sense on the ground in the context of the lit-
eracy programmes she studied in Nepal: “literacy approaches in
practice look very different from theory”, because rather than the
theory underlying the programmes, “in practice, literacy teaching
was more affected by social factors, such as relationships between
facilitators and class or participants’ view on education.”!” Her nu-
anced discussion of the dynamics and discourses involved in the
literacy programmes at different levels are an “important antidote
to the dominant assumptions about literacy, women and develop-
ment based on statistical accounts of literacy ‘levels’; correlations
of ‘literacy’ with ‘indicators’ of women’s health, ‘empowerment’
etc.; and unrealistic ideas about the significance of literacy for rural
women in development contexts.”18

In recent years, the Learning Empowerment Through Training in
Ethnographic Research (LETTER) programme led to a number of
ethnographic studies in several countries in South Asial? as well as
in sub-Saharan Africa20. So far, workshops have been conducted in
India, Uganda and Ethiopia; some outcomes are presented below.

3.1.Literacy and numeracy in the context of power relations in
India

Results from studies conducted in India, Nepal and Bangladesh can
be found in Exploring the Everyday: Ethnographic Approaches to
Literacy and Numeracy?!. In rural areas of Uttar Pradesh, India, for
example, researchers studying the literacy environment found
there is not so much a scarcity of written materials but that power
relations impede access to printed and written information for
women and lower-caste villagers.2?2 Public spaces within the vil-
lages are dotted with wall writings and posters presenting health,
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hygiene and other development messages as well as election slo-
gans. Most of these wall writings and posters, however, are located
where the wealthy, higher-castes villagers live. Poor villagers have
limited access to these areas, and hence to the information. Fur-
thermore, women across all castes find it difficult to engage with
materials of the public literacy environment as public spaces are
dominated by men, while many women are restricted in their mo-
bility. Male family members also often control printed and written
materials which can be found at home.

The India-based Non-Governmental Organisation NIRANTAR
that fights for women's right concluded after conducting the re-
search that attempts to improve women'’s literacy should address
power relations: “Our programme could include reading wall-
writing as part of the curriculum. But to make it effective, this
would necessitate enabling women to deal with issues of mobil-
ity and accessing the public domain even before we can get to the
actual act of coding and decoding what is written.“23 Apart from
the literacy environment, NIRANTAR also became aware of the im-
pact of power relations on numeracy practices in these villages.2*
They observed how women are put at a disadvantage on the local
male-dominated market, where the women encounter the formal
metric system of measurement, while they normally use an infor-
mal, traditional measurement system. In their villages the women
measure grains with ease and confidence but they appear helpless
and are prone to being cheated at the local market. The difference
between traditional and metric systems of measurements was but
one factor contributing to this. Status differences also play an im-
portant role when women deal with (male) vendors. Some women
or their families are indebted to the vendors, which puts them in
difficult situation when bargaining. Due to prevailing power ine-
qualities rather than merely lack of skills or knowledge vendors are
often in a position to get ‘special prices’ for the goods brought by
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the women. The NIRANTAR researchers observed: "We looked at
how literacy and numeracy are used or not used by women in the
market - one aspect is not being able to calculate but the other is
the power relationships involved in doing it.“25 Insights gained
through the study have given the organisation new directions for
future work with poor, disadvantaged women: “An important
breakthrough for the research team was the realisation that social
and gender issues could be interrogated through numeracy.“26

3.2 Hidden literacies in the lives of illiterates in Pakistan

In Hidden Literacies: Ethnographic Studies of Literacy and Numeracy
Practices Rafat Nabi presents and analyses the engagement of illit-
erates in urban Pakistan with literacy and numeracy.2? Nabi made
the surprising finding that a number of people who have never at-
tended school or adult literacy classes, including a domestic
worker, a vegetable seller, and a plumber, are actually able to read
and write words and even sentences, as well as to do written cal-
culations. She observed and interviewed a vegetable seller who has
taught himself necessary reading, writing and calculating skills in
order to do his job efficiently. He even notes songs and poems with
which he praises his goods. The plumber is able to write bills, in-
cluding doing written calculations and writing words of the spare
parts - in Urdu and English language. Most of the persons inter-
viewed by Nabi developed literacy learning programmes for and by
themselves, specifically tailored to their occupational literacy and
numeracy needs.28

Interestingly, all these persons insisted on being illiterates all
the same. The plumber, for example, was asked: “Why do you say
you are illiterate but you can write in two languages?’ He said, with
embarrassment, ‘Because | have never been to school. I can only
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write the names of those things which [ buy and which are involved
in my business.”2? At one point he added: ,I don’t not have a certifi-
cate or paper to show that I am literate, which means [ am illiterate.
Educated people’s decision about me is perhaps right, I am illit-
erate“30-In the same manner, people who obtained such certificates
would be considered literate, no matter what they are actually able
to read and write. It should be kept in mind that it is not attempted
to generalize findings of ethnographic studies due to the nature of
the research; the aim is rather to challenge generalizations and pre-
conceived notions, for instance about what illiterates are or can (as
this case shows, some of those considered illiterates do engage ef-
fectively with texts and calculations).

Nabi also tried to learn more about the attitudes of these semi-
literates towards non-formal education classes. The vegetable
seller reported: “People like me need practical skills like selling,
marketing and record keeping, profit and loss calculation. Tell me,
which school is teaching us all this in a short time, that which is
useful for our small business and to attract our customers?“3! And
after reflecting on the subject, he added: “I wish I could attend a
special school like adult schools which can teach us all these... Per-
haps schools are not the solution of my problem because school
teaching is far away from the practical world.”32 The formal litera-
cies taught in formal and non-formal education classes on offer in
this region indeed appear to be of little practical value in the daily
lives of people like the vegetable seller or the plumber. One the
other hand, Nabi discerned one highly valued element that is at-
tached to formal literacies: recognition and increase of status.33 It
appears that stigmatization of illiterates - illiteracy is often consid-
ered synonymous with ignorance - causes a great deal of suffering.
Overcoming this stigma by attending adult literacy courses seems
to large extent account for the widely reported gains in confidence
by participants.34
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4. Literacy as a social practice - influences on literacy
programmes

In the context of a study conducted in Bangladesh3s, Alan Rogers
and colleagues found similar cases of illiterates who have devel-
oped proto-literacies as described by Nabi. Rogers took such find-
ings from Bangladesh and elsewhere to develop the real literacies
approach, which suggests adult literacy programmes should focus
on materials surrounding the learners (at home, the workplace
etc.) rather than using primers and textbooks.36 He coined the
terms embedded literacies and literacy second, arguing for inte-
grating literacy in non-formal vocational education and income-
generating activities. The literacy/numeracy component here may
be taken up after learning and improving the occupational skills,
not necessarily at the beginning of the training. A survey of literacy
programmes combined with vocational training/income-generat-
ing activities in sub-Saharan Africa revealed that programmes fol-
lowing a literacy second approach appear to be more effective than
those that start with literacy.3” Alan Rogers also tried to re-define
the post-literacy programmes: ,Instead of post-literacy being seen
as a stage following on from adult literacy classes, a more appro-
priate definition might be the provision of support to all those who
feel that they have difficulty in the practice of literacy in real situa-
tions. [...] Such support, to be most effective, will need to be pro-
vided more frequently at the point of use rather than in special
classes and by other helpers as well as by literacy practitioners.“38
The Community Literacy Project in Nepal (CLPN), piloted from
1998 to 2003, was an attempt to put the insights of Rogers and the
NLS into practice.3® Bryan Maddox, who supported the project as a
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consultant, explains the rationale of CLPN: “Literacy is something
that is used and learned in the community, rather than just being
an activity of the literacy class, and that communication and access
to information can be enhanced through oral, visual and literacy
based practices.”40 The aim of the project was hence to improve the
communicative repertoire (rather than only literacy) of the villag-
ers to improve access to information. Opportunities to develop lit-
eracy skills were offered to all those interested, to all those who felt
the need, not only to illiterates. Conventional literacy learning was
however not the major component of the project. Speakers were
installed to broadcast radio programmes in the target villages, al-
lowing community members to get information on important topics
in a language understood by all. Local literacy and numeracy prac-
tices and specific needs were explored through ethnographic stud-
ies and participatory research, forming the basis for tailor-made
assistance in relevant areas. ,Learn what they needed‘ was the
guiding principles, even if it meant that illiterates would be merely
interested to learn signing their names and then focus on improv-
ing on other aspects of their communicative repertoire.*!

Regarding the issue of signing one’s name, it is interesting to
note that a number of ethnography studies show how important
this highly symbolic act can be in the lives of illiterates and semi-lit-
erates.*2 Apart from learning to how sign one’s name; participants
appear to be often more interested to learn how to speak the domi-
nant language, rather than becoming fully literate. In contrast to a
blanket approach, where all or most illiterates are expected to ac-
quire basic literacy skills, the Community Literacy Project in Nepal
focused on improving specific literacy and numeracy skills of spe-
cific community members. Participants of the local saving and
credit schemes, for example, learnt how to improve bookkeeping;
so-called scribers were trained who offer their services in respect
to reading, writing and translating letters, documents etc. to other

87



villagers. Apart from such attempts to improve skills of villagers,
the Community Literacy Project in Nepal also focused at strength-
ening the local literacy environment by organising workshops for
local publishers and newspaper as organisations active in the areas,
encouraging the production of reader-friendly materials in the local
language.*3 Unfortunately, the final assessment of the Community
Literacy Project was hindered as the political situation in the target
area deteriorated considerably towards the end of the project.

5. Conclusion

The conceptualisation of literacy as a social practice and the related
ethnographic studies have enriched the debate about literacy and
development, contributing to better grasp the complexity and plu-
rality of literacy and numeracy practices, as well as the extent to
which they are interwoven with power structures. This may allow
us to further challenge the common fixation on improving literacy
rates as part of the ,development as a positivist politics of meas-
urement“44, including the rigid dichotomization between literacy
and illiteracy (suggesting a magic line to be crossed), and the as-
sumed simple causal link that is established between literacy, em-
powerment and economic and social development. The New Liter-
acy Studies, however, do not provide simple solutions. Brian Street
even warned that, “The more ethnographers demonstrate that lit-
eracy does not necessarily have the effects that the rhetoric has
suggested - improved health, cognition, empowerment-the
harder does it come for policymakers to persuade funders to sup-
port literacy programs.“4> Nevertheless, one should not ignore such
insights; it should rather motivate us to re-think national and in-
ternational development goals in respect to literacy and education:
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“The goal is not ‘eradicating illiteracy’ (teaching everyone to read
and write) but to ensure universal access to the written culture
(literacy plus effective access to, and use of, reading and writing in
all its forms). Literacy is just a means to reach that objective”.46

Strategies like ‘learn what they need’ and tailored attempts to
strengthen literacy and numeracy practices and the entire commu-
nicative repertoire, as piloted in the Community Literacy Project in
Nepal, are steps in the right direction, but the road is a long one.
Rosa Maria Torres reminds us that it is only possible to realise lit-
erate families, literate communities and literate societies when
“dealing with poverty in a structural manner, not only through
adhoc focalized interventions but mainly through profound
changes in the political, economic and social model that sustain
poverty and inequality. There is no way to eliminate illiteracy
without eliminating poverty, ensuring equity and promoting na-
tional human and economic development.“47
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Thomas Bohlmann

CURRENT SITUATION OF THE TVET SECTOR IN LAO
PDR WITH SPECIAL EMPHASIS ON THE EDUCATION OF
VOCATIONAL TEACHERS

Summary: Although its economy has grown remarkably in recent years,
Lao PDR is still one of the least developed countries. Therefore, the
country has set the goal to leave this status until 2020. One of the most
prominent challenges in this direction is the development of the voca-
tional education sector, which currently doesn’t meet the requirements
of the growing economy. Both the quantity and the quality of skilled
workers, supplied by the labour market, illustrates, that there is a tre-
mendous need for action. Since 2004 the National University of Laos ed-
ucates vocational teachers- an essential prerequisite- on bachelor level.
A recent tracer study shows whether this bachelor program, in principle,
is capable to prepare the future teachers for their professional life,
whether the graduates are actually working as vocational teachers and-
if necessary- how the program should be modified. This article com-
prises results of a survey conducted with the kind support of the Re-
gional Co-operation Platform Vocational Education and Teacher Train-
ing in Asia (RCP), GIZ and the South- and Southeast-Asian office of dvv
international in particular.
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Lao PDR still belongs to the group of least developed countries de-
spite a strongly growing economy over the last several years. In
2010 the gross domestic product is expected to grow by 7.5 % and
from 2011 to 2015 an average growth of at least 8.0 % is assumed?.
Apart from this solely economic development, the Lao government
is continuing to meet its poverty-related Millennium Development
Goals to be achieved by 2015 and is striving to leave the status of
being a least developed country by 2020.

One of the most challenging tasks for this ambitious timeline is
the development of the Technical Vocational Education and Train-
ing (TVET) sector. On one hand it has to absorb an increasing num-
ber of young girls and boys, who are leaving school (“population in
working age (15-64 years) will increase from 3.76 million people in
year 2011 to 4.10 million in 2015”)2 and on the other hand this sec-
tor has to provide enterprises with the badly needed labor force.
“In the year 2015, there will be a demand of 3.26 million workers,
but the workforce supply will be only 3.17 million (including
276,828 new workers, average 55,365 workers per year).”3
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1. Present situation of the TVET-sector in general

Currently 21 technical and vocational schools and/or colleges un-
der the supervision of the Ministry of Education (MoE) are in
charge of providing vocational education in Lao PDR (see Fig. 1).
Furthermore, an additional number of TVET facilities under the re-
sponsibility of other ministries and private schools/colleges are
offering vocational education as well. Together these training facili-
ties educate about 50,000 students per year.

To provide the aforementioned institutions with qualified
teachers, the first study program for vocational teachers at Bache-
lor level has been established in September 2004 at the Vocational
Teacher Training Division (VTTD) at the Faculty of Engineering
(FE) / National University of Laos (NUoL) with support of the Lao-
German HRDME program (Human Resource Development for a
Market Economy). The Vocational Education Development Centre
(VEDC) has been educating vocational teachers since 1999 as well,
albeit on the non-academic level of Higher Diploma. Unfortunately,
despite noteworthy national and international efforts and good
progress, both teacher-training institutions are not able to supply a
sufficient number of well-trained teachers (less than 50/year). In
order to alleviate the lack of well-trained teachers, VEDC and vari-
ous colleges, which belong to the area of Vocational Education,
have been authorized by decree of the Ministry of Education (MoE)
to train vocational teachers at Bachelor level as well. Despite being
authorized by the Ministry, these approaches have evolved in an
uncoordinated manner disregarding commonly recognized stand-
ards.

Unfortunately the TVET sector in Lao PDR is currently not able
to live up to the expectations of the labor market both on the de-
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mand and on the supply side. According to the Asian Development

Bank, “The sector and labour market assessments indicate that

— TVET enrolments are declining in high-demand skill areas and
where skill shortages are greatest (e.g., construction), and

— only a small proportion of companies recruit workers directly
from TVET institutions and few companies have any relation-
ship with TVET institutions.”4

Furthermore, the aforementioned assessments reveal that “em-
ployer and trade association interviews indicated a strong negative
image of TVET. It was repeatedly stressed that TVET graduates at
all levels have to be trained again by the economic units. The
training currently being provided in TVET institutions was consid-
ered to be exclusively theoretical, and delivered by teachers (some-
times graduates from the TVET school) who do not have the neces-
sary work experience or real skills.”> Considering these reports it
becomes all the more essential to separate the education of voca-
tional teachers from their alma mater colleges in order to enable a
minimum of quality and evaluation on an academic level. Only then
the viscious cycle can be interrupted where poorly trained students
remain at the same college to become poorly qualified vocational
teachers, who in turn insufficiently train the new generation of vo-
cational students perpetuating the cycle.

A further difficulty is that vocational education, provided by the
TVET-sector, increasingly misses the demand of the labor market.
The labor market assessment identified “five major sectors of cur-
rent and apparently likely continuing skills shortages”¢: furniture,
construction, construction sub-trades (masonry, carpentry, electri-
cal, plumbing etc.), tourism and hospitality, mechanical mainte-
nance and repair trades. The sobering forecast, identified by the as-
sessment, is justified by the fact that the number of desperately
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needed skilled workers (certificate level), trained by public TVET
institutions, has dropped in recent years. In 2006/07 407 out of
13,065 students were trained at certificate level, while in 2008/09
the number dropped to 68 out of 17,926. Unfortunately, a reverse
of this trend cannot be expected in the near future. On one hand,
training in these trades is not attractive for young people, because
it has a bad image. On the other hand, the schools are not keen on
offering sufficient training, because it is too expensive, too difficult
and has a bad reputation for them as well. On the contrary, Higher
Diploma programs (IT, business administration etc.) have become
the fastest growing component of TVET, despite an even faster
growing oversupply of graduates. It can therefore be expected, that
skilled workers still have to be recruited from neighboring coun-
tries, especially from Vietnam, to fill the gap.

In summary it can be stated that the TVET-sector of Lao PDR
suffers from a bad image, caused by its inability to cater to labor
market needs, its lack of adjusting to market demand and supply,
particularly regarding the skill levels and the sectors where train-
ing is needed, and an insufficient number of vocational teachers,
whose qualifications are considered less than sufficient for the
market needs.

2. Quantitative Aspects of Vocational Education in Lao
PDR

In demand driven vocational education systems, educational insti-
tutions receive signals as to which qualifications are in demand
from enterprises and/or administrations and as to which level edu-
cated labor force is needed. Regrettably Lao PDR does not offer an
effective labor market information system. “The study noted that a
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critical weakness in the Lao PDR ... [is] the absence of up-to-date
market information, so that it acted as a constraint to economic
planning and to the effective operation of the Technical Vocational
Education and Training (TVET) system.””

The MoE stated in its strategic plan that “there were 9,587 voca-
tional and technical students in 2000 and [an] increase to 24,874
students in 2005”8. Each year the Ministry requests that all TVET
schools under its supervision report the number of students en-
rolled. For the school year 2009/10 the schools reported an en-
rollment of 19,950 students - an obvious mismatch, as a greneral
increase of student numbers is evident.

In the same paragraph of its strategic plan the MoE mentioned
the number of teaching staff, which has also increased “from 1,586
teachers in 2000 to 2,363 teachers in 2005”°. It should be noted
that these numbers are controversial to the total number of 1,206
teachers (2008/09), result of a MoE-internal calculation (see Fig. 1)
and the number of 1,405 teachers (2009/10), reported by the De-
partment in chargel0. It can be assumed that the discrepancy be-
tween the reported numbers of students and teachers is caused on
one hand by the absence of up-to-date data as mentioned above. On
the other hand it is caused by the fact that sometimes the statistic
data only covers schools under the supervision of MoE and some-
times schools under the supervision of other ministries also (e. g.
Labour and Social Welfare, Public Health) and private schools.

Using these numbers teacher-student ratios for different years
can be calculated. On average one teacher has to teach about 13.69
students in school year 2006/07. Three years later, in school year
2009/10, the teacher-student ratio remains comparable (14.20).
The highest ratio (18.69) occurs in school year 2007/08, as 916
teachers teach 17,124 students. Obviously the teacher-student ratio
in 2006/07 as well as in 2009/10 reflects rather an unequal distri-
bution then a severe shortage of teaching staff in general. It can be
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assumed that the rural exodus, which is also an issue in Laos, is no-
ticeable in vocational schools as well.

Figure 1: Teacher-student ratios

2006/07 2007/08 2008/09 2009/10
S T S/T S T S/T S T S/T T S/T S T S/T

TVET schools | VEPC| VEDC| VEDC| MoE| MoE| MoE| MoE| MoE| MoE| MoE| MoE| MoE| MoE| MoE

(under MoE) int.| int.
1| Polytechnic 689 55|12,53| 2291| 54| 42,43| 2371| 63| 37,63 80| 29,64| 3107(n.a. |n.a.
2| Pakpasak 3257 164|19,86| 4085| 111| 36,80| 4918| 116| 42,40 130 37,83| 4968|n.a. [n.a.
3|Lao-German 401 49| 8,18 531 48| 11,06 503 50| 10,06 60( 8,38 509|n.a. [n.a.
4|Dongkhamxang 439 32(13,72 476 74| 6,43 699 41| 17,05 42| 16,64 856|n.a. [n.a.
5|Vientiane Prov. | 1765 83(21,27| 1634 83| 19,69| 1664 82| 20,29 90| 18,49( 1681|n.a. |n.a.
6|Savannakhet 1562 73(21,40| 1804 93| 19,40| 1091 98| 11,13 112 9,74 810|n.a. (n.a.
7|Bolikhamxay 359 38| 9,45| 264| 37| 7,14| 210| 41| 512 41| 512 196|n.a. [n.a.
8| Champasack 1369 90| 15,21| 2018| 60| 33,63| 1927| 60| 32,12 84| 22,94| 1925[n.a. |n.a.
9|Attapeu* 237 46| 515 281 45| 6,24 260 48| 5,42 48| 5,42 405|n.a. [n.a.
10| Luang Prabang | 1282 87|14,74| 1063| 47| 22,62| 1225| 97| 12,63| 100| 12,25| 1376|n.a. |n.a.
11|Khammouane* 468 65| 7,20| 482| 47| 10,26| 754| 59| 12,78 66| 11,42| 1113(n.a. |n.a.
12|Phongsaly 80 11| 7,27 101 17| 5,94 73 28| 2,61 24( 3,04 114(n.a. |n.a.
13| Luang Namtha* 111 18| 6,17 192 22| 8,73 250 26| 9,62 29( 8,62 257|n.a. [n.a.
14|Bokeo 213 33( 6,45 418 30| 13,93 216 41| 5,27 42| 5,14 334|n.a. ([n.a.
15| Xayabouly* 318 36( 8,83 283 36| 7,86 265 30| 8,83 44| 6,02 302|n.a. (n.a.
16| Houaphanh* 159 24| 6,63| 138| 18| 7,67| 146| 30| 4,87 32| 4,556| 134[n.a. |na.
17|Oudomxay* 187 26| 7,19| 226| 29| 7,79| 165| 43| 3,84 46| 3,59 228|n.a. [na.
18| Xiengkhouang* 169 24| 7,04 175| 19| 9,21 194| 29| 6,69 22| 8,82| 295[na. |na.
19|Saravan* n.a. n.a. |n.a. 57|n.a. [n.a. 99 16| 6,19 24| 4,13 123|n.a. |n.a.
20|Sekong* n.a. n.a. |n.a. 51|n.a. |n.a. 118 25| 4,72 34| 3,47 171|n.a. |n.a.
21(Vte- Hanoi n.a. n.a. |na. 55446 12,04 778 42| 18,52 56| 13,89| 1046(n.a. |n.a.

Total 13065| 954|13,69|17124| 916| 18,69(17926| 1065| 16,83 14,86| 19950

Total (alternative sources) 1091( 15,70 1141( 15,71| 1206 1405( 14,20

S=Students; T=Teachers; S/T=Teacher-Student Ratio; *=IVET-Schools; n.a.= not available; VEDC=survey of
VEDC; MoE=official statistics of MoE; MoE int.=internal calculations of MoE

“Taking the student-teacher ratio into account it becomes obvious
that the schools (in school year 2006/07) in general rely on a suffi-
cient number of teaching staff. With the exception of TVS Cham-
pasak, TVS Luang Prabang, TVS Savannaket, and TS Vientiane
Province, one teacher counts for less than 15 students, which is a
quite an agreeable ratio.”’! Compared to the teacher-student ratio
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in secondary classes, reported by The World Bank and the MoE,
most of the TVET schools in 2006/07 actually didn't show a short-
age of teaching staff: “In secondary schools, the pupil-teacher ratio
has significantly increased in the past decade as part of the steady
expansion in secondary schooling. Nonetheless, it is smaller than at
the primary level and now stands at 26.5 pupils to one teacher.”12
As far as the author knows there is no specification of a target
ratio of students to teachers for vocational education in Laos. The

World Bank in conjunction with the MoE have formulated the fol-

lowing numbers applicable to general education: “The Teacher Ed-

ucation Strategy for 2006-2015 and the Teacher Education Action

Plan for 2006-2010 (TESAP) lay out specific targets in the area of

ensuring adequate teacher supply and training. Among these are

student-teacher ratios of 20:1, 30:1, and 27:1 in pre-school, pri-
mary and secondary respectively.”13 On average, vocational schools
in Laos have already achieved this goal, set for secondary schools,
even if a few schools are above these targets.

The following aspects have to be taken in account regarding the
usability of the aforementioned data and ratios:

— Itis not certain that the reported teaching staff only consists of
teachers and does not include nurses, helpers, drivers, clerks
etc. as well.

— It is not certain that communication between vocational
schools and the MoE functions reliably. In order to validate the
reliability of official statistics, schools were asked to verify the
official numbers. However, only one school responded. Hence
official numbers couldn’t be verified.

— From experience it can be stated that the expected number of
students does not necessarily match the actual number of stu-
dents enrolled.
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— It seems to be quite difficult to transfer teachers from a school
with an oversupply of teaching staff to a school demanding
teachers.

— The numbers quoted above do not take into account subject
matter taught by each teacher. Therefore, it is possible that a
significant imbalance exists between the supply of teachers for
business administration compared to teachers for carpentry (e.

g)-

The authors of a survey carried out in 2010, estimate that by 2020
Lao PDR will need “more than 6,070 additional vocational teachers
and more than 12,140 additional vocational trainers”.14 This esti-
mation is based on the growing employment opportunities ex-
pected by 201015, The Master Plan of the MoE admits that “there is
no precise projection of future numbers but, based on the likely
changes to the population (presently very young), around 65,000 to
80,000 students can be expected to need training in 2015. The sys-
tem should be able to cope with this increase.”16

3. Qualitative Aspects of Vocational Education in Lao
PDR using the Example of Vocational Teacher
Training

As mentioned above a study program for vocational teachers at
Bachelor level has been established at VTTD (Faculty of Engineer-
ing). Currently study programs at Bachelor level, in general, last for
five years and must be reduced to four years beginning with the ac-
ademic year 2010/11. In line with this modification it makes sense
to evaluate and revise each study program empirically.
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The previous chapters pointed out that Laos has a huge demand
for skilled labour needed to develop its society and economy. How-
ever, an insufficient number of well-trained vocational teachers are
able to train this qualified work force required by this rapidly
growing economy. First and foremost VTTD is responsible for the
education and training of vocational teachers at Bachelor level. Be-
tween 2007/08 and 2009/10 91 students graduated successfully
from VTTD. They were all enrolled in one major subject (civil engi-
neering, e.g.) and additionally in the subject of vocational educa-
tion. The subject distribution of student enrollment is displayed in
Fig. 2.

Figure 2: Distribution of graduates to major subjects

Major subject 2007/08(2008/09(2009/10|Total
Agriculture 0 12 0 12
Business and Administration 0 13 0 13
Communication and Transportation 1 0 3 4
Civil Engineering (Construction) 4 7 10 21
Electric Engineering 8 0 4 12
Electronic Engineering 7 1 5 13
Forestry 0 6 0
Mechanical Engineering 0 1 5 6
Telecommunication

Water Supply 0 0 4 4
Total 20 40 31 91

The Tracer study, described below, follows the aforementioned
graduates of VITD providing insight into post-graduate develop-
ment and experiences. The survey shows whether the graduates
entered the labour market successfully and if so, which path they
took. The aim of this study, amongst others, is to understand how
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former students evaluate their studies in retrospect and which con-
tent in particular was important for their professional develop-
ment. Furthermore, the whereabouts of the graduates is of interest
as well as this allows the experience of former students to be used
for the restructuring and adjustment of future vocational teacher
training.

The results of this survey should enable VTTD and all institutes
of higher education involved in the training of vocational teachers
in Lao PDR to indicate deficits in present study programs and to
serve as a basis for future changes. This information is useful for
the planning and accomplishment of further development of cur-
ricula. For that reason information on the professional success of
the graduates is needed as well as findings on the relevance of
knowledge, skills and information on curricula and study condi-
tions. The accomplishment of the survey was supported by GIZ-
China within the framework of the RCP-platform!7, by GIZ-Laos and
by the South- and Southeast-Asian office of dvv international. NUoL
is one out of more than ten members of RCP, a network newly im-
plemented by GIZ (Deutsche Gesellschaft fiir Internationale
Zusammenarbeit GmbH), supporting common research and coop-
eration between universities in Asia.

3.1 Selecting the objectives to be investigated

In order to identify the objectives of this survey, VTTD successfully
held a workshop in September 2010. Amongst others, participants
from all departments within the Faculty of Engineering were joined
by representatives from the Ministry of Education as well as differ-
ent experts to define the objectives that should serve as a frame-
work for the planned survey.
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1. The first objective of this survey is to find out where the se-
lected graduates are currently working irrespective of their
current occupation. We assume that more than 50 % of the
graduates work in the field of vocational education. If graduates
are not employed as vocational teachers we would like to know
the reasons.

2. The second objective centers on the practical relevance of
teacher training; therefore the training of vocational teachers
should adopt a “dual approach”. To ensure practical relevance,
it is important that future teachers participate as soon as possi-
ble in “on-the-job-learning” both in enterprises and in schools.
Therefore the curriculum of vocational education at Bachelor
level should emphasize internships at vocational schools as
well as in companies in order to allow students access to more
practical training (e.g. maintenance of technical equipment).

3. In order to educate a successful self-motivated, self-confident
and independent work force, innovative, creative and support-
ive teachers are required. Hence, the third objective focusses on
the motivation of the graduates for vocational education.

4. Finally the fourth objective of the survey takes aim at the rele-
vance of the academic education for the professional career of
the graduates in general.

3.2 Selecting the target group to be interviewed

“Fresh graduates in many countries have ‘search periods’ for the
first job of half a year. Then they start with specific tasks in which
they have to learn to cope with the work requirements. (...) There-
fore we recommend to select (...) only graduates which have gradu-
ated at least one year before.”18 Based on this finding it was decided
to interview 60 graduates for the survey, 20 from the academic
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year 2007/8 and 40 from 2008/09. The graduates chosen had ac-
cumulated hands-on work experiences for at least one year.

3.3 Data collection

In Lao PDR graduates disperse immediately after leaving the uni-
versity. Locating these students was found to be a real challenge. In
most cases the university may retain perhaps a mobile number, of-
ten not even that. Unfortunately, Laotians switch their mobile
numbers almost daily and certainly weekly, which resulted in sig-
nificant efforts for VITTD to contact graduates. Only 40 out of 60
graduates selected for the survey were located and only 27 of these
40 graduates could be interviewed.

Due to the relatively small number of participants it was a chal-
lenge to collect statistically relevant numbers for some survey ob-
jectives. For example, the graph depicting subject matter of inter-
viewees does not reflect the distribution across major subjects cho-
sen. Fig. 3 shows that graduates who studied Business and Admin-
istration and/or Forestry are significantly underrepresented com-
pared to other major subjects. Locating these graduates seemed to
be particularly difficult.

106



Figure 3: Distribution of graduates/respondents (VTTD)
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However, other statistics were clearly representative such as gen-
der distribution within the population as seen in Figure 4. The
graph clearly shows the low number of female students that de-
cided to study vocational teacher education. Interestingly, the high-
est proportion of female graduates occurs in the subject of Agricul-
ture (58.33%), followed by Business and Administration (38.46%)
and Electronic Engineering (37.50%). In all other subjects female
graduates were highly underrepresented. However, there might be
no reason to believe that the random composition of the sample
distorts the results of the survey inappropriately.
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Figure 4: Distribution of female graduates (VTTD)
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3.4 Questionnaire Design

The survey is divided into five sections arranged in chronological
order. The first section (B) deals with the situation of the students
prior to entering university. The second section (C) is related to the
course of studies in general (financing of studies, practical training,
thesis, knowledge and skills). The third (D) and forth sections (E)
focus on student motivation in choosing particular subjects (major
subject and subject of vocational education) and - looking back -
how satisfied they are with their decision. Finally the fifth section
(F) deals with the transition from university to present occupation
and asks how useful their studies have been in relation to the pro-
fessional life of the graduate.
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The questionnaire consists of 39 questions; 21 are designed as
closed-ended questions and 18 as open-ended questions. A pre-
liminary check was conducted with 12 graduates in order to iden-
tify whether the questionnaire used in the Tracer study covered
appropriate subjects and formats. The pre-survey results showed
that participants had culturally related difficulties giving negative
feedback. Based on these results the questionnaire was modified
accordingly.

3.5 Results and Discussion
A. Questions regarding pre-studies environment

The vast majority of respondents began studies of vocational edu-
cation directly after completion of the general education curricu-
lum. Only two graduates had previously worked as teachers and
used the studies to obtain their Bachelor. One graduate had studied
a totally unrelated subject first.

B. Questions regarding the course of the studies in general

The overwhelming majority (25 graduates) had funded their stud-
ies with the support of their families; only eight respondents stated
that they had received a scholarship (generally 70,000 kip = 6.00
€/month). This result raises the question whether a scholarship of
such minimal amount will motivate young people to study in gen-
eral let alone assign up for a specific subject. The two graduates
who worked as teachers before starting the study course got a
scholarship almost equivalent to their regular salaries. Characteris-
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tically for Laos none of the participants had taken out a personal
loan.

As previously mentioned it was stressed that the “curriculum of
vocational education at Bachelor degree level should emphasize in-
ternships at vocational schools as well as at enterprises, to supply
the students with more practical skills (e.g. maintenance of tech-
nical equipment)”.

Almost half of the participants did not have the opportunity to
gain practical skills during an internship in a company environ-
ment. Either they didn’t participate in such training at all or they
completed this training in an educational institution. Both alterna-
tives are not designed to provide students with desperately needed
practical skills. 40 % of the individuals did not have the oppor-
tunity to gain practical teaching skills at a vocational school. They
either did not participate in such training at all (two graduates) or
they completed this training at VTTD (eight graduates). The latter
option is obviously a less-than-ideal solution as it fails to provide
students with desperately needed practical teaching skills. Fur-
thermore the respondents, who took part in internships, were most
dissatisfied with the mentoring during the practical training and
the evaluation of the training by the University.

What have the graduates experienced as particularly positive or
negative in connection with their studies at NUoL? In general, the
study course was rated as predominantly positive and a good basis
for further professional development (+). The teaching of profes-
sional knowledge was evaluated as particularly positive (+). Stud-
ies in general need improvement urgently in terms of practical
preparation for professional life (-). Analytical skills/critical
thinking should be strengthened (-) and some lecturers showed a
lack of interest in the students themselves or in their academic suc-
cess (-).
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The generally positive overall assessment of the study course is
supported by the fact that only three graduates admited to the idea
of giving up their studies. Lack of interest of lecturers for the stu-
dents or their academic success was cited as a reason for the poten-
tial abandonment of the curriculum. Similar information, given for
different issues, supports this criticism. Obviously, some respond-
ents expressed the opinion that for some lecturers, money is more
important than high quality of teaching and the success of "their"
students. Overall, however, the graduates considered their studies
as a good basis for their further professional development. Note-
worthy in this context is the fact that three out of all respondents
would not study again while eight would study again, but select a
different subject. This suggests that student counselling could be
improved.

C. Questions regarding the major subject

The distribution of respondents over the various major subjects of

study is shown in Figure 2. What stands out is that the motivation

of the students for picking their major field of study was based on

their interest in the field, the potential for multiple post-graduate

employment opportunities and increased chances to get a secure

job rather than a well-paid job. Eleven graduates strongly acknowl-

edged that the option of receiving a scholarship influenced their

choice. In case of eight respondents the selection by quota system

more or less influenced their choice.

Improvements the responses requested most often were

— to modify the study course of the major subject in order to pre-
pare students for professional life in a better way,

— to improve and extend the practical training possibilities,

— to improve the quality and pertinence of the lesson contents,
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— to improve classroom equipment and teaching materials and
media.

D. Questions regarding the subject of vocational teacher education

We wanted to understand what motivated the graduates to choose
vocational teacher education as a subject. The predominant major-
ity reiterated their interest in the subject. At least half of the re-
spondents declared that the possibility to get a secure job played a
great role as a motive also. Interestingly, respondents excluded sal-
ary and compensation as a motive for their choice. Other motives
graduates named were the acquisition of additional skills / compe-
tencies that improve the chances of finding a job and the im-
portance of vocational education for the training of young people.
Half of the graduates expressed their satisfaction with the con-
tent of lessons and the lecturers, but assessed the system of evalua-
tion within the university and the ratio between the efforts and re-
sults very critically. Further weak points noted as needing im-
provement desperately were:
— Practical training (improvement and extension)
— Application of theoretical knowledge (particularly considering
the preparation of lessons)
— Coordination within FE/NUoL (collaboration of VTTD and
different Departments/Faculties)
The lack of practical experience was consistently criticized, re-
gardless of the subject.

E. Questions regarding the transition from studies to present
occupation

Except for two participants all graduates (25) successfully found
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employment. 24 respondents are working as employees, one grad-
uate is self-employed in computer-equipment sales (full-time), an-
other runs a construction company in addition to his regular job
(part-time). Based on cultural and economic experience it can be
assumed that more graduates generate additional income from
secondary employment sources, but did not feel comfortable shar-
ing that fact. Ten out of 24 employed respondents are working as
teachers at a vocational school (41.67 %), seven in different public
administrations and seven have found work in private companies.
It is worth noting that 23 out of 27 respondents (85.19 %) found an
occupation within 6 months of graduating.

Asked about the reasons why they do not work as a teacher, five
out of the 14 relevant graduates answered that they had applied,
but were not accepted. Seven individuals responded that they
chose not to work as teachers because of the unsatisfying work
conditions. One of these respondents pointed out (e.g.), that the sta-
tus of a full-fledged employee within public schools is achieved
only after 2-3 years of work experience. On the contrary her/his
current employer has awarded this status at the start of employ-
ment.

As expected, the graduates, who are working in private compa-
nies, earn an annual income, which is on average about three times
higher (21,000,000 LAK = 1,800 €) than the annual income gener-
ated by graduates who work as teachers (7,016,600 LAK = 600 €)
or in public administrations (6,126,667 LAK = 520 €).

When asked about the issues that have affected their job search
the most, the respondents name their major subject, foreign lan-
guage skills, the subject of vocational teacher education and the
Bachelor degree in general as important factors (see Fig. 5). Inter-
esting in this context is that most respondents do not have any sig-
nificant foreign language skills. Perhaps the reason for this discrep-
ancy is a - sometimes - unrealistic self-perception. On the contrary,
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the relationship with an enterprise owner or manager did not play
a significant role.

Figure 5: Impact on finding first job

F7 To what extent the following aspects made an impact on finding your first job
after graduation?
(please rate each item below with an “x” in the appropriate column)

Applies not at

Applies fully all

-Bachelor degree.........c.covunnneen. 11 4 7 1 1 [
-Grade of bachelor degree.......... 8 6 6 2 [ 1
-Major subject......ccccuvvririiieirninnn 15 2 5 2 O O
-Subject of vocational education.. 12 6 3 2 O O
-Subject of thesis.......cccvvveverreene. 8 7 4 1 2 1
-Professional experience............ 8 11 1 1 1 2
-Practical sKills........coeeerrnicinnen 5 8 3 3 2 2
-Foreign language skills................ 13 4 3 1 1 3
-Recommendation by lecturer... 10 4 4 2 1 1
-Relationship to enterprise owner 4 4 2 7 1 5
-References / connections............. 8 4 1 4 3 1

3.5 Referring the results to the selected objectives (3.1)

a) The results partly confirm the assumption that about 50 % of
the graduates work in the field of vocational education. Unfor-
tunately only 41.67 % of the interviewed graduates are teach-
ing at a vocational school. The reasons for this discrepancy
named by some graduates are based on an urgent need of im-
provement in terms of work conditions, wage structure and ca-
reer opportunities. It is likely that the aforementioned quota
system that regulates both access to higher education and the
transition of graduated vocational teachers into professional
life prevent or hamper the recruitment of teachers. This may
explain why, regarding the high demand for vocational teachers
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b)

and the relatively low supply of graduates, only less than half of
the graduates found an appropriate employment. In addition,
the schools very interested in employing graduates often do not
have enough positions available and/or lack the necessary
money on hand. The government makes a bad investment when
it spends a lot of money to train vocational teachers that are
desperately needed, but is not able to employ them afterwards.
Furthermore, the assessment of the Asian Development Bank
has been fully confirmed. The graduates themselves certified
that they did not receive enough practical training. They are
missing sufficient practical exercises and internships related to
their major subject as well as to the studies of vocational educa-
tion and, therefore, do not feel well prepared for their profes-
sional life. In particular, they demand an improvement in prac-
tical exercises to prepare and to conduct lessons. To deliver
these requirements means a significant extension of dedicated
blocks of time towards practical training. Two internships - in
enterprises and schools - each of four weeks duration are obvi-
ously not sufficient to realize sustainable practical experiences.
Furthermore, training at the university does not always meet
state guidelines. Thus, the respondents criticized that courses
are often cancelled for various reasons and that lessons are not
always carried out in accordance with the requirements of the
curricula. This criticism applies to the teaching practice at voca-
tional schools as well.

The results show that at least half of the graduates initially
chose to study vocational education because of their personal
interest in this field. Admittedly some of them were persuaded
not to become a teacher. It seems to be more necessary than
ever to improve the conditions significantly under which teach-
ers have to work in Laos. This concerns amongst others the
principles of employment opportunities, the level and structure
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d)

4,

of salaries and the chance to get ahead. For example, it seems to
be common practice that teachers work overtime to generate
higher income. This is understandable given the low income
but prevents the recruitment of much-needed young talents
and also deteriorates the quality of teaching. First, these teach-
ers have little opportunity to prepare their lessons accordingly.
Second, the classes are too large to perform high-quality
teaching. If there is no progress in the future regarding this
matter, there may be a selection towards candidates with
highly reduced dedication to vocational teaching.

All respondents stated that their current job requires an aca-
demic degree. For the majority of respondents (21) their pre-
sent occupation is directly correlated to their major subject.
Combined with the fact that 85.19 % of the respondents found
an occupation within 6 months post-graduation, these results
show that the studies are of significant relevance to the profes-
sional development of the graduates. Therefore most of the par-
ticipants (20) confirmed that their studies were highly benefi-
cial, even if the preparation for professional life needs to be im-
proved significantly.

Future Prospects

By order of the MoE (Decree No. 976, 19t April 2011), the Voca-
tional Teacher Training Division (VTTD) has been upgraded to Vo-
cational Teacher Education Department (VTED). This means
greater autonomy in personnel, academic and financial matters. At

the same time it also means more responsibility and increased ex-
pectations.
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As mentioned above, in Lao PDR generally all Bachelor degree
programs have to be reduced from five to four years and re-de-
signed. In the course of this transformation VTED will also revise
its study structure and curricula. Currently pedagogic subjects
were offered as of the third year in parallel with the major subject.
Soon a post-graduate course will be available as well. This measure
will extend the study period to 5 years, but at the same time en-
larges the number of potential students. Not only students of the
engineering disciplines but also students of other disciplines and
practicing teachers will be able to use this program to further their
education.

During government negotiations in May 2010, the governments
of Lao PDR and Germany agreed upon a new project of technical
cooperation in the area of Private Sector Development and Voca-
tional Training. This project encompasses a component, which
supports the former VTTD / present VTED in re-designing its study
program for vocational teacher education. This program consists of
two phases. The first phase takes place at the University (pre-ser-
vice training) while the second phase will be carried out as a tu-
tored practical training offered at various vocational schools. This
will provide the desperately needed practical preparation for pro-
fessional life. The objective is not only to train qualified teachers
needed for the expanding system of vocational education, but also
to provide the opportunity to assume positions of management or
administration within the TVET-sector. A more important aim is to
develop and establish the former VITD / present VTED to become
the leading academic institution in vocational teacher education
within Lao PDR.
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Heribert Hinzen

ADULT EDUCATION, DEVELOPMENT AND
COOPERATION: NEW ORIENTATIONS OF DVV
INTERNATIONAL IN SOUTH AND SOUTHEAST ASIA AND
ITS REGIONAL AND COUNTRY-SPECIFIC PRIORITIES

Summary: The work of dvv international in Asia started in the middle of
the 1970s. Following in-country work especially in India, the Philip-
pines, Indonesia and Nepal, new initiatives have started since 2009 in
Laos and Cambodia. The structure of cooperation has changed as well
through the establishment of a dvv international regional office in Vien-
tiane. Professional cooperation with regional partners is well grounded
in common values and experiences, and this is likely to continue. The ar-
ticle looks as well at the sometimes complex interrelations of education,
development and cooperation, and tries to locate some of the more im-
portant achievements in the frameworks of goals and results for the
government funded collaboration which is embedded in processes for
monitoring and evaluation. Additionally, as it is dealing with adult edu-
cation efforts of many other partners in the region, a point is made that
increased globalisation calls for more and better cooperation in the
years to come.
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1. Human Right to Education and Development
1.1 Basic Education and Lifelong Learning

The notion that in the era of globalisation lifelong learning calls for
an integration of formal, non-formal and informal educational pro-
cesses, and the notion that it has to rest on four equal pillars:
schooling, vocational training, higher education and adult educa-
tion, are widespread within the international educational policy
debate.! Flexible means of transition are required. Non-formal and
out-of-school education for youth and adults complement as well as
compensate.

Globalisation, technological change and the development of
knowledge and information societies demand lifelong learning. In a
globalised world, synchronisation and independence of local and
national, regional and international developments are becoming
more important. This is equally true for industrialised, emerging
and developing countries. The realities and tendencies of these de-
velopments are illustrated in this article predominantly for the
Asian region and in the context of functions and impacts of interna-
tional cooperation and its organisations. dvv international and its
engagement in Southeast Asia is presented as an example.

Nobody doubts that education is a fundamental human right. It
is, however, often limited to compulsory schooling for children. As
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a result of the paradigm shift from schooling for children to lifelong
learning for all, adult education has become an important dimen-
sion.2 Education is one of the basic needs, such as food, health and
political participation. What should be taken for granted is far from
being realised. According to the latest Education for All (EFA)
Global Monitoring Report, more than 100 million children do not
attend school and almost 800 million adults are illiterate. It should
be kept in mind that these are conservative estimates: In its new
Global Report on child labour, the ILO stated that around 250 mil-
lion children are affected. Are regular school attendance and ardu-
ous child labour really compatible? In a similar manner, the num-
ber of illiterate adults is likely to exceed one billion when literacy
levels are actually tested rather than derived from self-reporting
and general census data. This, at least, can be assumed in the light
of several surveys. In Laos, for example, the National Literacy Sur-
vey 2001 revealed a tested literacy rate for youth and adults aged
15-59 of 45.2%, as compared to 72.3% literacy rate based on self-
reporting - a noteworthy difference of 27%. For Kenya, a difference
of 25% was discussed in the context of the CONFINTEA-processes.
Recent studies conducted on the Solomon Islands indicate a similar
tendency. These finding suggest that the figure of 800 million illit-
erates should be increased at least by another 25%.3

As a side remark, it can certainly be argued that there is an im-
portant difference between being illiterate in a society where
writing and reading is not (yet) necessary in all realms of life and in
a highly industrialised society. It is nevertheless striking that the
above mentioned Education for All Education Monitoring Report
does not provide figures regarding the literacy rate for Germany,
and thus suggesting that there are close to no illiterates in Germany
(for Italy and Portugal the figure given is 99% and 96%, respec-
tively). However, in the context of the recent Level-One Surveys
(leo), it was found that “around 7.5 million, or 14% of the popula-
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tion in working age, are merely able to read and write individual
sentences, but fail to understand coherent texts, even short ones,
such as written work instructions”.# It will be interesting to see
how these findings are reflected in the statistical data of the up-
coming Education Monitoring Report.

1.2 Development Policy and Education Cooperation

In the scientific discourse of the 1970s, some argued that educa-
tion is in fact an “obstacle to development”s, referring to the results
of educational investments targeting national elites in the South
and the behaviour of these ‘educated elites’ in their societies. This
view has not gained much ground. Rather, today it is generally ac-
cepted that education is an indispensable prerequisite for devel-
opment.

The worldwide initiative Education for All (EFA), the World
Conferences on Adult Education (CONFINTEA) and the Millennium
Development Goals (MDGs) provide important orientation for pro-
jects, partners, as well as cooperation in networks, associations and
organisations with the common focus on achieving tasks by 2015
related to poverty reduction, compulsory schooling, gender equal-
ity, sustainability and the fight against HIV/AIDS. One EFA goal fo-
cuses on: “Achieving a 50 per cent improvement in adult literacy
levels by 2015, especially for women, and equitable access to basic
and continuing education for all.”¢

The vast majority of partners and networks of dvv international
are committed to reaching the MDGs, EFA goals and the
CONFINTEA agenda. Selected organisations are increasingly asked
to prepare monitoring reports, documenting the quantitative and
qualitative levels of development in their respective countries, and
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provide recommendations for further action. These include the an-
nual , Education for All Global Monitoring Reports EFA GMR", which
are produced by an independent team and feature every time an in-
depth exploration of one EFA goal besides the general overview; in
2006 the focus was on goal 3 “Literacy for Life” and in 2012 it will
be on goal 4 “Skills development: Expanding opportunities for mar-
ginalized groups"“, most likely looking into vocational training and
employability.” dvv international takes up the resulting discussion
on ‘skills’ and calls for a wider understanding that encompass
Jivelihood and life skills“, and as such to take into account general,
social, political and cultural knowledge, skills, and competences on
an equal basis. Furthermore, more attention should be paid to the
realities of youth and adult education and related experiences and
insights gained through practical work and project activities.8

Another important step towards the recognition of adult educa-
tion as a profession has been the GRALE (Global Report on Adult
Education and Learning) report, following the world conference
CONFINTEA VI in Belem 2009, which presents a first comprehen-
sive overview of the situation of adult education. An improved re-
portis due in 2012.9

In the development policy discourse, education is increasingly
given more attention in several respects, which is quite remarkable
after its gradual loss of importance over the past 15 years.1? The
new World Bank document ,Learning for All: Investing in People’s
Knowledge and Skills to Promote Development“!! has the potential
to initiate a wider debate. The EU‘s ,New skills for New Jobs“, dis-
cusses changes affecting human beings, society and economy, albeit
limiting its view to an employability perspective. It is good to see
that the European Association for the Education of Adults (EAEA)
has highlighted the deficits of the EU paper.12 In terms of necessary
coherence of policies, it remains to be seen whether this deepened
discussion on skills is going to have an impact on the EU-policy for
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development cooperation. So far, the focus there has been clearly
on increasing primary school enrolment rates, in line with the
MDGs.

With regard to Germany, two significant processes are worth
mentioning. First of all, the Parliament has given clear directions to
the government, and the German Federal Ministry of Economic Co-
operation and Development (BMZ) has subsequently developed a
new strategy. And secondly, the resolution of the German Bundes-
tag “Strengthening Education in Developing and Transition/
Threshold Countries - Adjusting and Increasing Effectiveness of
Education Measures” is of importance because it stresses the con-
nections between poverty reduction and educational poverty. In
addition, it accords high priority to adult education and literacy as
well as flexible vocational training.13 The draft of the BMZ’s educa-
tion strategy from November 2010 states that education is “the
strategic key to development” and sees educational poverty as a
“central factor that hinders social development”. Lifelong learning
is presented as the guiding principle, and the emphasis on a holistic
approach that encompasses basic and vocational oriented educa-
tion as important dimensions will be significant for dvv interna-
tional and its partners. The draft circulated in order to get feedback
and initiate a discussion; it is expected to be endorsed before end of
2011.14

2. dvvinternational: The Beginning and Institutional
Development
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2.1 Start of International Cooperation

One has to begin a little further back in order to answer the ques-
tion why German Community Adult Education Centres - or
Volkshochschulen (VHS) - and adult education in general play a
role in development cooperation.!s The German VHS has a tradition
of more than 100 years. Historical and philosophical roots of the
general education aspect can be traced back to the age of Enlight-
enment, and for the vocational education to the industrial revolu-
tion. Furthermore, reformist educational elements and influence
particularly from Nordic countries are discernible. Many VHSs
were engaged in town-twinning schemes focusing on reconciliation
and international understanding that were initiated since the be-
ginning of the 1950s - shortly after Second World War - with the
establishment and maintenance of contacts between German and
French communes. Later on, the initiative was supported by the
cultural section of the German Foreign Office through the German
Adult Education Association (DVV), which was founded in 1953.
Since the early 1960s, DVV is engaged in international educa-
tional aid as part of the German development cooperation. Since
end of the 1950s, many of the so-called developing countries liber-
ated themselves from dependence and oppression of the colonial
system. In most cases, however, the struggle for independence was
anything but a peaceful one. There is a long list of devastating wars
over spheres of influence and resources, which reaches into the
first years of the new millennium. In the process of decolonisation
development aid was born. The prosperous industrialised coun-
tries pledged to support the poor developing countries in their at-
tempts to catch-up. Young people in these new nation states strived
for orientation and qualifications. The origins of the Institute for In-
ternational Cooperation of DVV can be found in the context. First
inquiries from embassies in various African countries were made
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as to whether support to adult literacy programmes, in areas such
as advisory, training and qualification of relevant staff and produc-
tion of necessary teaching and learning materials is possible. It was
called for an integration of adult education into educational aid.
And DVV, as the German organisation specialised in adult educa-
tion, was to take a leading role in the cooperation with the newly
emerging so-called Third World countries.

2.2 Institutional and programmatic expansion

From such project work the Institute for International Cooperation
of the German Adult Education Association (IIZ/DVV) emerged. It
has wundergone several transformations, starting with the
establishment of the DVV Department for Adult Education in
Developing Countries in 1969, later called Department for Interna-
tional Cooperation. Its guidelines, which are based on the institute’s
policy and give orientation for practical work, have also changed
several times since they were adopted in 1973. When they were
first formulated, the key principles were outlined only in a few sec-
tions: e.g. ‘development doesn’t work without education’; that de-
velopment aid is ‘more than alms and more than aspects of foreign
policy and foreign economic relations’; and that adult education has
to ‘play a role in achieving social justice, next to or following tradi-
tional formal education and training’. New guidelines were adopted
in 1989 by the DVV directorate under the title ‘International Coop-
eration: Framework, Principles, Priorities’, elaborating these issues
in greater detail (as the title indicates). Most importantly, the doc-
ument lists 12 points, which were to guide practice in future, fo-
cusing on the following key areas: European and international ex-
change of information and expertise, support of establishment and
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development of adult education structures, as well as training, ad-
visory and media development in the field of global learning.16

Cooperation and project work expanded systematically in the
1990s. First, the focus was put on countries in Africa, Asia and Latin
America; later, after the unification of Germany, Central and East-
ern Europe and countries of the former Soviet Union were in-
cluded, when the BMZ was made responsible for this region. The
established contacts and cooperation (funded by the Foreign Of-
fice) of DVV with partners in countries of Central and Eastern Eu-
rope were later integrated into the so-called ‘Social Structure Assis-
tance’ of the German development cooperation.

From the very beginning, DVV relied on cooperation and com-
munication. Close partnership with regional and international as-
sociations holds potentials when attempting to impact on global
tendencies and developments in adult education. Already in 1954,
DVV became a member of the EAEA. And when Asian South Pacific
Bureau of Adult Education (ASPBAE) was founded in 1964 in Aus-
tralia, DVV was present. DVV was also founding member of the In-
ternational Council of Adult Education (ICAE), founded in Toronto
in 1973 (today based in Montevideo), following CONFINTEA III in
Tokyo in 1972. ICAE has developed its own series of world assem-
blies, starting in 1976 in Dar es Salaam. In 2011, the 8% world as-
sembly was organised in Malmoe under the title “A World Worth
Living in. Adult education and learning: A key for transformation”.
Again, several topics were discussed, especially around the MDGs,
EFA and CONFINTEA. A thematic oriented online-seminar preceded
the world assembly by several months. In the seminar, members of
ICAE again lamented the absence of goals focusing on adult educa-
tion within the MDGs. Can MDGs be achieved, if again in this decade
more than one billion people are excluded from basic education?!?
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2.3 Priorities and Perspectives

dvv international considers itself as an expert institution, which
shares experiences and resources with its partners and in joint
projects. In other words, dvv international is not merely a funding
agency, though it could increase it funding volume and diversify its
funding sources over the past years. Cooperation is focused on in-
stitutional support and competence development and concentrates
on basic education and literacy learning, health education and AIDS
prevention, environmental education and sustainable development,
human rights education and democracy education, migration and
integration, crisis prevention and resolution, as well as employa-
bility and skills and vocational training.

In 2009, on the occasion of the 40t anniversary!8 of dvv interna-
tional, a large conference - “Financing Adult Education for Devel-
opment”19 was organised. The first 40 years constitute a sound ba-
sis for further work. The presented documentation clearly demon-
strates how the institute has stimulated the international discus-
sion around adult education, development and cooperation. It also
indicates by which new insights it was influenced.

Already the annual report 2009/10 illustrates that further insti-
tutional and organisational development is necessary in order to
adequately respond to the increased diversification. Currently, dvv
international runs 11 regional and 14 project offices, has around
200 partners and employs almost 180 people in more than 30
countries. Generally, the following aspects characterise its work:

“dvv international

— provides support in the establishment and development of sus-
tainable training structures in developing and transition coun-
tries;
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provides training, advice and provision of materials and media
for global, intercultural and European political learning;
supports the European and global exchange of information and
expertise on Adult Education and development;

cooperates with governmental and nongovernmental institu-
tions in Germany, Europe and worldwide.”

project approach:

Achieve better general conditions in policy, legislation and fi-
nance (macro level).

Enhance professionalism in practice and theory for Adult
Education (meso level).

Implementation of model, specific measures, particularly for
disadvantaged groups (micro level).”20

Regional offices supervise the different activities in the countries of

the respective region. A seconded expert is responsible for design,

organisation and financial management and implementation of

these activities. In the Asian region there are 3 regional offices -

one in each of the sub-regions: Middle East, Central Asia/Caucasus

and Southeast Asia. In the dvv international headquarters, the Asia

Department is in charge of coordination of the regional offices and

their work, in cooperation with other regional departments and the
institute’s directorate. It gets support from the M&E Unit and the
Finance and Administrative Department.2!

3.

Initiatives in the Asian-Pacific region: the beginning

3.1 Countries and partners
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First contacts in the region were established in India in the mid-
1970s. Cooperation commenced with KANFED (Kerala Association
for Non-formal Education in Development), active in Southern In-
dia. A little later, a joint project with Seva Mandir in Rajasthan was
initiated. With both partners, the focus was on adult literacy and
training and re-training of adult educators. In 1982, PRIA (Society
for Participatory Research in Asia) was founded and shortly after-
wards cooperation began. Since the beginning, PRIA pursued a na-
tional and regional approach; with research, training and organisa-
tional development as core components. Two of PRIA’s partners in
India - SAHAI (Centre for Collective Learning and Action) in Kerala
and UNNATI (Organisation for Development Education) in Uttar
Pradesh - became partners of dvv international. Another notewor-
thy partner - among the various partners with whom partnerships
were maintained over the decades - is NIRANTAR, a network fo-
cusing on gender and development issues. NIRANTAR was awarded
with an UNESCO-prize in 2009 for its outstanding achievements in
the area of adult literacy.

Other important partner countries in Asia were the Philippines,
Indonesia and Nepal. In the Philippines, cooperation commenced in
1990 - shortly after the end of the Marcos dictatorship. Here, dvv
international supported NGOs (Non-Governmental Organisations)
working on the national level, in areas such as environmental edu-
cation (CEC, Centre for Environmental Concern) and women’s em-
powerment (CWR, Centre for Women Resources), as well as NGOs
active on the regional and local levels, such as PILCD (People’s Ini-
tiative for Learning and Community Development) in the north and
CASEC (Community Awareness and Services for Ecological Con-
cern) in the south of the Philippines. In Indonesia, project work
began a little later. NGOs working at national or regional level, as
well as those with strong links and focus on local communities:
PPSW (Center for Women's Resources Development); PESADA in
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North Sumatra links women’s empowerment with community de-
velopment; DMM is a network of rural training centres on several
islands of the Maluku archipelago; FIRD is an institute for training
and rural development on Flores; and SEAPCP (South East Asia
Popular Communications Program) is an consortium of experts in
Southeast Asia, organising media, training and exchange in the re-
gion. dvv international works in Nepal with DidiBahini, which runs
a network of resource centres supporting women in several dis-
tricts of the country.22

In addition, the Central Asian countries Uzbekistan, Kirgizia and
Tajikistan have become important partner countries since 2001.
Key areas of work in these countries are vocational education and
training and employment oriented approaches and initiatives, as
well as education for reconciliation and coming to terms with trou-
bled histories. Regarding the latter, a network was established. Its
cumulated experiences were the focus of a large conferences “Re-
membering for the Future: The Role of Youth and Adult Education
with Working with the Past and Reconciliation Processes”, which
took place in Bonn in 2011.23

Afghanistan is another important partner country. ANAFE, the
Afghanistan Association for Non-formal Education, achieved to es-
tablish a network of adult literacy centres. Despite all the problems
facing the country, it is a successful project, which has been widely
recognised and could expand its project activities considerably.24

3.2 Regional approaches
In 1977, when cooperation with India commenced, dvv interna-

tional also started to cooperate with ASPBAE. Several regional
seminars in Thailand, the Philippines and Indonesia were organ-
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ised, and the ASPBAE-Courier - an information and communication
journal - was revived. Furthermore, scholarships were awarded
and exchange visits and studies organised, leading to the creation
of a close network in almost all Asian countries and a sound under-
standing of the conditions of youth and adult education in the re-
gion. The cooperation with ASPBAE continues to the present day,
particularly in the fields of adult literacy, democracy and environ-
mental education, training and re-training of multipliers, and the
production and teaching and learning materials. On the occasion of
the 25t anniversary of this successful cooperation, a conference in
Peking in 2003 was held.2s

Shortly afterwards, an evaluation of the cooperation was con-
ducted, focusing on contents and methods, aspects of women'’s lit-
eracy and gender mainstreaming, and the implementation of the
Education for All programme.26 The findings were positive and rec-
ommendations were implemented in the coming years. Ever since,
ASPBAE has also done a lot in terms of organisational development
and improvement of member support. The general meeting of its
members and elections of president and executive board is con-
ducted electronically. Noteworthy is the geographical expansive-
ness of the Asian-Pacific region and hence the origin of its member,
as well as the utilisation of IT-technologies. It seems no exaggera-
tion to claim that ASPBAE has become the most influential civil so-
ciety group in the youth and adult education sector in the region. It
also has gained necessary recognition by government authorities
and multilateral agencies.2”

4. Further developments in Southeast Asia: regions and
countries
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4.1 The dvv international Regional Office - regional partners
ASPBAE and PRIA

In 2008, dvv international started consultations with the Federal
Ministry of Economic Development and Cooperation (BMZ) on how
to manage the phasing-out with partners in India, Indonesia and
the Philippines, and initiate new cooperation in Cambodia and Laos
in the project phase 2009-2011. In the context of these develop-
ments, the establishment of a new regional office in Vientiane, the
capital of Laos, began in 2009.28 Suitable office space was identified
and personnel for adult literacy, monitoring and evaluation, finan-
cial management and accounting, and administration and technol-
ogy were employed.

In 2011, the longstanding bilateral cooperation between dvv in-
ternational and partners in India, the Philippines and Indonesia
came to an end. The regional office hence focuses more on Laos and
Cambodia. However, the regional office also closely cooperates - in
terms of coordination and financial management - with ASPBAE
and PRIA, who are active on a regional level in areas such as train-
ing and re-training, research and evaluation, policy dialogue, advo-
cacy and lobbying. It is planned to make use of PRIA’s expertise in
research and development, monitoring and evaluation, capacity
development and training, for the cooperation with partners in the
different sub-regions.2°

4.2 Approaches of dvv international with partners in Lao PDR

The Lao People's Democratic Republic (Lao PDR) was founded in
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1975. It has 17 provinces, 147 districts and 8000 villages. The Lao
PDR has a population of 6 million. Its capital Vientiane has around
half a million inhabitants, while 70% of the population lives in rural
areas. Laos has a predominantly young population: 40% is aged
less than 15 years. Population growth is around 3%. There are 49
officially recognized ethnic groups and a variety of languages spo-
ken. Lao is the official language. Laos ranks 122th out of 169 coun-
tries in the annual global Human Development Report compiled by
the UN Development Program. Poverty is widespread in Laos; the
annual per capita income in 2008 was only $740. The situation is
improving as the country benefits from around 8% yearly eco-
nomic growth rates. It aspires to graduate from its current Least
Developed Country status by 2020. The rapid socio-economic de-
velopment is mainly driven by the exploitation of natural resources
and intensification of agriculture and agro forestry, as well extrac-
tion of mineral and metal resources hold huge potentials for the
economic development. Income from hydropower export is major
foreign-exchange earner. Regional integration and cooperation is
progressing swiftly and increasingly in the context of AEAN (Asso-
ciation of Southeast Asian Nations). Laos is the most heavily
bombed country per capita in history - more than Germany and Ja-
pan during World War II combined. Approximately 80 million un-
exploded bombs and mines, so-called UXO, remain scattered
throughout the country. Somebody gets killed or injured on a daily
basis, often children while playing, searching for fire wood or col-
lecting scrap metal. Development project often have to start with
UXO clearance of forests and agricultural land. In effect, Laos has
declared UXO clearance as their number nine on top of the eight in-
ternationally agreed MDGs.30

Laos dedicates 12% of its state expenditures to education, or
around 2% of its GDP. The intake into primary schools was already
enlarged considerably: up to 81% for girls and 84% for boys, and

137



will reach almost 100% by 2015. However, it is estimated that
around 40% of the adult population has never attended a school, in
the Northern provinces even up to 60%. And the dropout rate from
primary schools is with 20% still very high. The number of youth
and young adults at secondary schools, vocational training centres
and university is rising, though still well below the level needed to
fuel social and economic development of the country. Data from
2005 indicate a literacy rate of 72.7% for those aged 15 and above
(82.5% of the men and 63.2% of the women are considered lit-
erate).3!

dvv international’s project objective - “Strengthening of an effi-
cient structure of adult education organisations, which contributes
to a development-oriented system of adult education through net-
working, adequate concepts, functional programmes and solid in-
stitutions” - is guiding in a mid-term perspective, though it will
remain a challenge to fully achieve it. The right to education, often
narrowed to access to primary education, has to include the right to
education of youths and adults outside school, i.e. not only in the
context of equivalency programmes. Lobbying in the area of educa-
tion policy, focusing on the top-levels of the Ministry of Education,
as well as on decision-makers in the parliament, government, ad-
ministration and university is necessary. Policy dialogue as a means
of capacity development aims at ministry staff on national, provin-
cial and district level. On the macro-level, another dimension is of
importance: Regional cooperation with partners in neighbouring
countries and different regional organisations, which will lead to
the necessary exchange of experiences with NFE developments and
standards elsewhere. The instrument “Sharing for Learning” is ap-
plied strategically. Cooperation and exchange on policy and practi-
cal issues, such as lifelong learning or language usage in literacy
classes, pave the way for future innovations.
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The current NFE policy marginally touches non-formal ap-
proaches to skills training and vocational training. This has to be
further strengthened with arguments in education policy debates,
underpinned by the increasingly critical discussion on employabil-
ity and income-orientation. Implementation has to focus on infra-
structural measures, such as the expansion of Community Learning
Centres (CLC). The aim is to gather information regarding the
baseline situation in a relatively systematic manner - through
training needs assessments and surveys covering relevant topics -,
and then build up an impact-oriented monitoring system. This pro-
cess is challenging as the development of the NFE Information Sys-
tem is still in its very early stages.

Experience in delivering adult literacy education in the Lao con-
text is being gained together with Welthungerhilfe (German Agro
Action), which just started a community development project in 20
villages in Nong District, in the Southern province of Savannakhet.
Nong is situated at the border to Vietnam; it is one of the 47 poor-
est districts of Laos. Partners are governmental authorities at pro-
vincial, district and village level, as well as NORMAI and LADCA,
two non-profit organisations (NPAs). The NPAs are fully involved in
the project planning and management, their organisational devel-
opment is another important objective of the project. dvv interna-
tional supports the NFE and adult literacy component of the pro-
ject. At the beginning, a baseline survey was conducted. The gath-
ered data and information serve as the basis for a monitoring sys-
tem and help assessing and meeting the education needs of the tar-
get group. If successful, the project will extend its activities to vil-
lages in the neighbouring district of Sepone.32

Apart from the intensive cooperation with the governmental
partners mentioned above, dvv international also works closely
with UNESCO, which influences policies and practise in Laos. The
UNESCO’s Capacity Development for Education For All (CapEFA)
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programme is particularly important, which focuses on 4 sectors,
including non-formal education. It is coordinated from the UNESCO
regional office in Bangkok that also sends experts to Laos.33 Im-
portant is also the Education Sector Working Group; all major in-
ternational donors and expert organisations regularly meet with
relevant departments of the Ministry of Education.

dvv international's work is embedded in the Lao-German
Development Cooperation, in its unified approach since the fusion
of the GTZ (Deutsche Gesellschaft fiir technische Zusammenarbeit),
DED (Deutscher Entwicklundsdienst) und INWENT (Internationale
Weiterbildung und Entwicklung) into the GIZ (Deutsche
Gesellschaft fiir internationale Zusammenarbeit). The non-formal
vocational education and training sector is taken up in cooperation
with the GIZ. There are some formal vocational training centres in
all provinces, and in some provinces they were turned into Inte-
grated Vocational Education Centres (IVET). A number of pilot
projects are underway: A training needs analysis determines what
training need exists. Tracer studies evaluate vocational course em-
ployment outcomes. Additional to the vocational trainings, the IVET
centres offer non-formal education courses in commerce, craft
skills and home economics for youth and adults. Evaluations are
important so that courses and curricula can be further improved.
The cooperation with the National University of Laos (NUOL), par-
ticularly the Vocational Teacher Training Division, is crucial in this
respect.34

4.3 Approaches of dvv international with partners in Cambodia

140



Cambodia has a rich, centuries-old and often troubled past. Angkor
Wat - a UNESCO World Heritage Site - is the world's largest sacral
building complex. French colonialism, the Vietnam War, which has
left a legacy of unexploded bombs, and particularly the Khmer
Rouge's reign of terror have left a trail of deep wounds and scars.
Cambodians are only slowly coming to terms with their tragic his-
tory. Cambodia is a constitutional monarchy advocating a multi-
party liberal democracy. The country is divided into 24 provinces
with more than 1600 communities. The capital Phnom Penh has a
population of 1.5 million people. The per capita income was re-
ported to be $600 in 2008. One third of the total population lives
below the poverty line; 90% of those below the poverty line are ru-
ral dwellers. In the Human Development Index 2010, Cambodia is
ranked 124 out of 169 countries surveyed. Foreign aid accounts for
half of the state budget. Economic growth rates were reasonably
high in recent years at 5-8%. There has been a sharp rise in foot-
wear, clothing and textiles exports. And for some years now, Cam-
bodia has been experiencing a construction boom, as well as a con-
siderable increase in the number of tourists. In addition, deposits of
oil and natural gas have been discovered recently and competition
for concessions is in full swing. Because all previous land registra-
tion records were destroyed by the Khmer Rouge, a complicated
land tenure situation prevails. There is also a widening gap be-
tween rich and poor as well as urban and rural areas.

Due to the massacres and famines during the Khmer Rouge era,
Cambodia has a very young population. 60% of 14 million inhabit-
ants are below 30 years. Population growth is estimated at 2.1%
annually. In 2008, there were about 3 million children aged 6 to 17.
Half a million of those school-aged children were out-of-school. The
literacy rate for the population 15 and above was 73.6% in 2004,
and for 15-24 years-olds 84.7%.35
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State expenditure for education is around 12%. But education
sectors other than the formal sector or the institutions of higher
education (private and public) are poorly developed. There is a se-
rious lack of well-trained and qualified skilled workers in the eco-
nomic sphere but also in the social sphere. A number of official
documents highlight the importance of education for poverty alle-
viation, for instance in the National Strategic Development Plan
(NSDP). The formal education sector has priority; with regard to
MDGs the aim is nation-wide primary schooling with school enrol-
ment of 100% as an indicator.

The Education for All National Plan 2003-2015 contains im-
portant quantitative objectives. Non-formal education (NFE) plays
a minor role, and is often only mentioned in passing when it comes
to financing and concrete planning. In the area of non-formal edu-
cation, the NFE policy (adopted in 2002) and the NFE equivalency
programme policy (2008) are of importance. Both reflect the at-
tempts to reach the EFA goals. Priority is given to offering a second-
chance to pursue primary and secondary education and attaining
related certificates, respectively. Therefore, the curriculum is by
and large predetermined, though a life-skills component - with
primary focus on vocational skills - is supposed to play an im-
portant role as well. In both documents the term lifelong learning
appears, albeit without elaborating implications of implementing
an education strategy accordingly, and without considerations of
lifelong learning as a system. In 2008, the National Action Plan for
Non-formal Education was adopted.36 The plan includes diverse
programmes for adult literacy, continuing education, second-
chance education, and income-generating and life-improving
measures, targeting different urban and rural groups. It also states
far-reaching quantitative (annually, 2.400 adult literacy classes
with 60.000 learners; annually 45.000 drop-outs in re-entry pro-
grammes) and qualitative measures, like improving information,
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monitoring and management systems that are supposed to be
based on the provisions of the formal sector. Unfortunately, there is
very few robust data available so far indicating an implementation
of the plan.

In Cambodia, dvv international opted for strengthening civil so-
ciety and its engagement for NFE. As part of this strategy, NGO Edu-
cation Partnership (NEP), a membership organization for education
NGOs, is supported through capacity development, advisory and
funding of programmes. The starting point is thus the strengthen-
ing of partner organisations and expansion of their programmes
that are related to dvv international’s agenda. Networking of part-
ners is a key strategy. YRDP (Youth Resource Development Pro-
gram) and YFP (Youth for Peace) are members of NEP.37 NEP is
well established and recognized in their work; it also supports the
Ministry of Education, Youth and Sports (MoEYS), particularly in
improving the effectiveness of the formal education sector. dvv in-
ternational focuses on strengthening NEPs engagement for NFE.

On the government side, the MoEYS is responsible for non-for-
mal education at national, provincial, district and commune levels
through its Department of Non-formal Education (DNFE). Voca-
tional education and training, on the other hand, is under the direc-
tion of the Ministry of Labour. In the recent years, the DNFE has
been neglected, at least in comparison to the main departments of
primary and secondary education, as well as the higher education
sector. UNESCO Phnom Penh and DNFE have entered into a coop-
eration agreement, which draws upon the CapEFA (Capacity Devel-
opment on Education for All) programme. In the context of the
evaluation a study on stakeholders and courses in the NFE sector,
as well as a capacity assessment of DNFE itself are conducted; at
the end an action plan for the years 2012-14 is planned.

RUPP (Royal University of Phnom Penh) offers two relevant
Master degree programmes (one in development and anther in ed-
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ucation), which are important for advancing the knowledge of
qualified personnel in the education and development sectors. In
the beginning, the Master of Education is supported through offer-
ing of scholarships - if possible targeting staff in partner organisa-
tions -, provision of teaching and learning materials and strength-
ening courses. The author teaches master's level classes in Com-
parative Studies in Education, which allows good insights into the
programme, as well as the quality of students who are mostly
working in the education sector. Classes take place on weekends. A
strong focus on non-formal and continuing education sector is
sought to be established.38

Another thematic focus is on remembrance and reconciliation of
the war and genocide, which is taken up with a number of youth
organisations, especially YFP and YRDP.39 Both have experience
stretching over a decade, running cooperation with up to 10 do-
nors. And they possess a qualified core team of employees. Priori-
ties were formulated in collaboration with dvv international, which
are the basis for implementation plans, including innovative ap-
proaches with a broad impact, such as essay competitions, popular
youth fora, and radio programmes. They are involved in a wide
range of good quality publications. Their work is embedded in di-
verse political and judicial investigation processes related to the vi-
olence in the context of the genocide committed by the Khmer
Rouge. However, both youth organisations have started diversify-
ing their work in terms of target groups and expansion to other re-
gions and areas. Environmental education has taken a central role
in the dialogue with dvv international and will be established as an-
other area of cooperation.

In the north-eastern province of Ratanakiri, Welthungerhilfe
and local NGOs are partners in the delivery of NFE at village level.
Pilot projects in adult literacy are underway. In the beginning, a
baseline survey and training needs analysis were conducted to as-
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sess learning needs. The aim is furthermore to develop expertise
for advisory services to Ministries and departments at national,
provincial and district level.

Hence, dvv international follows the aim of partner orientation
in Cambodia as well. This is implemented with Cambodian and in-
ternational organisations, through direct cooperation, as well as
support and networking in the framework of coalitions and cam-
paigns. Policy dialogue in the country - with UNESCO and ASPBAE
- is an important aspect. The collaboration with UNESCO Bangkok
and UNESCO Phnom Penh, particularly with regard to CapEFA
works very well. This close coordination is necessary and helpful in
respect to consultations with the DNFE. dvv international’s cooper-
ation with organisations of the Cambodian-German-Cooperation
was linked to the former German Development Service (DED)
through certain agreement. This plays a key role in the reconcilia-
tion and remembrance culture. After the fusion into the GIZ, further
expansion into other thematic and regional focal areas has to be
considered. Cambodia is an important EU-partner country in terms
of poverty reduction and sustainable development. The EU is also
an important donor to the education system. The multiple funding
opportunities of the EU can be utilised to diversify financial means.

5. A glance into the future: more dialogue and exchange

It appears that the transition of the European Economic Commu-
nity to the European Union is model, at least to some extent, for de-
velopments in Southeast Asia. ASEAN - Laos and Cambodia are
members, as well other Southeast Asian countries such as Malaysia,
the Philippines, Indonesia and Singapore - has expanded its coop-
eration from economic and political spheres to the area of educa-
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tion.#® A common lifelong learning programme, like the one the EU
has initiated at the beginning of the millennium, hasn’t been devel-
oped yet. Neither is there an equivalent to the EQF (European
Qualification Framework), which is the reference point for the na-
tional qualification frameworks. However, in the vocational educa-
tion and training sector there are first initiatives in this direction.*!

SAMEDQO, the Southeast Asia Ministers of Education Organisa-
tions, exerts influence in terms of innovation and coordination,
with its different institutes and programmes (especially INNOTECH
and VOCTECH) on the various countries. UNESCO Bangkok, on the
other hand, has influence through long-term programmes on the
entire Asian-Pacific region, including Southeast Asia. The focus is
on ICT in various areas of education, as well as on CLC as a special
strategy for institutional development in the NFE sector. As an UN
organisation it is responsible for the implementation of MDGs, EFA
and CONFINTEA. With regard to the EFA process and its coming
major milestone in 2015, End-of-Decade Notes were prepared in
2011. Working groups were established, with ASPBAE co-chairing
the group focusing on Goal 3 and 4 (skills and literacy) and dvv in-
ternational as part of the reference group. Not surprisingly, the re-
sults in respect to these two goals are disappointing, as achieve-
ments in providing sufficient education opportunities for youths
and adults and reduction of illiteracy have clearly fallen short of the
goals. The assessment conferences of the EFA-coordinators in the
region were an excellent opportunity to exchange and network-
ing.42

The year 2011 offers another special chance: ASEM, the Asia-Eu-
rope-Meeting is going to take place in Laos in November 2012.
ASEM is a forum for regular exchange among all member states of
the EU and ASEAN, as well as a number of economically important
countries, such as China, India, Japan, Korea and Pakistan. Recently,
Russia, Australia and New Zealand have become members as well.
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In the context of ASEM, education is taken very seriously. In 2009,
the establishment of an education secretariat was agreed upon, and
for 4 years the secretariat has been under the auspices of German
Federal Ministry of Education and Research (BMBF). There are
several active working groups under the ASEM Education and Re-
search Hub for Lifelong Learning, which organised a number of
conferences and have published related documentations.*3 The
university sector is certainly dominating - on the European side
through ERASMUS-MUNDUS and the DAAD, which organises stu-
dents and academics exchanges. First steps towards a Grundtvig-
Mundus are being made. It is also conceivable that ASEM-meetings,
besides the exchange on political and economic issues between
head of states, are utilised to initiate another education campaign
with the focus on youth and adult education within lifelong learn-
ing, led by ASPBAE and EAEA? If that is deemed feasible and useful,
dvv international could support such as process through its Re-
gional Office.

Cooperation with Laos and Cambodia has started successfully
and regional cooperation could be intensified. In the framework of
the BMZ funding cycles, the continuation in the years 2012 to 2014
is proposed. Without doubt, it is in the interest of discussions on
development and education policy to closely observe this process
in the future.
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147



~

See the broad discussion in the special issue: Education for Transfor-
mation. In: Development, 4, 2010

See Chris Duke, Heribert Hinzen: Youth and Adult Education within
Lifelong Learning: Claims and challenges. In: Development, 4, 2010,
465-470; a good overview is provided by Jin Yang and Raul Valdes
Cotera (eds.): Conceptual evolution and policy developments in life-
long learning. Hamburg: UIL 2010

See EFA Global Monitoring Report 2006: Literacy for Life. Paris:
UNESCO Publishing 2005; an especially interesting study on Laos is:
Ministry of Education, Department of Non-formal Education: Lao Na-
tional Literacy Survey 2001. Final Report. Bangkok: UNESCO, 2004;
see article on Salomon-Islands in this issue.

See Level-one Survey (leo) about the extent of functional illiteracy in
Germany, by Prof. Anke Grotliischen, Universitait Hamburg, presented
from Federal Minister Annette Schavan on 28.2.2011.
http://bundesforschungsministerin.de/de/426.php

See Hanf, Theodor, Karl A. Ammann, Patrick V. Dias, Michael Fremerey
and Heribert Weiland (1975) ,Education - An Obstacle to Develop-
ment? Reflections on the Political Function of Education in Asia and
Africa’, Comparative Education Review 19(1): 68-876 Siehe Heribert
Hinzen: Bildung in den Entwicklungsprogrammen der Volkergemein-
schaft. In: Jorg Siebert (Red.): Misereor Themen: Bildung. Aachen
2006, S. 34-43; see also Heribert Hinzen, Josef Miiller (Hrsg.) Bildung
fiir Alle - lebenslang und lebenswichtig. Die grofien internationalen
Konferenzen zum Thema Grundbildung: Von Jomtien (Thailand) 1990
bis Dakar (Senegal) 2000. Ihre Ergebnisse, ihre Wirkungen und ihr
Echo. Internationale Perspektiven der Erwachsenenbildung 27. Bonn:
[1Z/DVV 2001

See Concept Note for EFA GMR 2012. Paris 2011

See Supplement ‘SKills’, Adult Education and Development, 77, 2011
UNESCO Institute for Lifelong Learning: Global Report on Adult Learn-
ing and Education.

Hamburg: UIL, 2009; see also Uwe Garteschlaeger: Weltweites Recht
auf Weiterbildung.

Internationale Konferenz zur Erwachsenenbildung prangert Defizite
auch in entwickelten Liandern an. In: dis.kurs, 1, 2010, 23; the most
important results of CONFINTEA VI. In: Adult Education and Devel-
opment, 75,2010

148



10

11

12

13

14

15

16

17

18

19

20

On the loss of importance see statement of statement of I[I1Z/DVV
Advisory Board and DVV Executive Board from 10. Juni 2001 in
Berlin: Zur Bedeutung der Erwachsenenbildung in der
Entwicklungszusammenarbeit, 1-3; see www.dvv-international.de
See Learning for All: Investing in People’s Knowledge and Skills to
Promote Development. World Bank Group Education Strategy 2020 -
Executive Summary. April 2011

See also Commission of the European Communities: New Skills for
New Jobs. Anticipating and matching labour market and skills needs.
Brussels, 16.12.2008, COM(2008) 868 fi nal; EAEA: The Response of
the EAEA to the Communication of the Commision: An Agenda for
New SKkills and Jobs: A European Contribution towards Full Employ-
ment. Brussels, June 2011

See Deutscher Bundestag: Antrag der Abgeordneten Anette Hiibinger
et.al: Bildung in Entwicklungs- und Schwellenldndern stiarken -
Bildungsmassnahmen anpassen und wirksamer gestalten. Drucksache
17/2134,16.06.2010

See BMZ: Zehn Ziele fiir Bildung. BMZ Bildungsstrategie 2011-2013.
Bonn 2010 (Draft)

See Heribert Hinzen: Geschichte und Geschichten. In: Ders. (Red.):
Erwachsenenbildung und Entwicklung. 25 Jahre Institut fiir
Internationale Zusammenarbeit des Deutschen Volkshochschul-
Verbandes. Bonn: I1IZ/DVV, 1994, 9-25

Leitlinien der  Fachstelle fiir  Erwachsenenbildung in
Entwicklungsldndern des Deutschen Volkshochschul-Verbandes,
1973. In: see (15), 27 and 391-395

The documentation of the world assembly can be found at
www.aworldworthliving.se; see there the introductory document for
the On-line-Seminar: Heribert Hinzen: Adult education as a right and
a profession - Follow-up to the MDGs, the EFA Goals, and the
CONFINTEA Agenda.

Heribert Hinzen (Ed.): 40 Years dvv international. Adult Education -
Development- Cooperation. Adult Education and Development, 72,
2009

See Adult Education and Development, 72, 2009 with the conference
documentation

See Gisela Waschek (ed.): Annual report 2009/10. Bonn: dvv
international, 2011

149



21

22

23

24

25

26

27

28

29

30

31

32

See Uwe Gartenschlaeger: Wie funktioniert eigentlich dvv
international. Die Struktur der Auslandsarbeit auf den Punkt gebracht.
In: dis.kurs, 1/2011, S. 23-24

See the respective country portraits and cooperation partners on the
website of the regional office in Laos: www.dvv-international.la. In the
years of cooperation with partners, interesting materials have been
developed, which can be seen at the organisations and the documen-
tation of the regional office.

See conference website: www.bocaed.org; see also Matthias
Klingenberg: Oral history, Contemporary Witnessing and History
Projects in Central Asia. In: see notes (18), 247-262

See Bettina Brand, Wolfgang Schur: Afghanistan: Bildung statt Krieg.
Verzweifl ung und Enttduschung im Land sind gross. Doch immer
mehr Afghanen wollen, dass sich das dndert. In: dis.kurs, 4, 2009, 42-
43; Wolfgang Schur: Afghanistan kann mehr. dvv international und
seine Partner sind fiir viele Menschen am Hindukusch inzwischen
unverzichtbar geworden. In: dis.kurs, 1/2011, 27-29

See Chris Duke: The Year of the Sheep - International Cooperation for
Adult Education. In: Adult Education and Development, 60, 2003

See Edicio dela Torre, Vasanth Kannabiran: Strengthening a Strategic
Learning Partnership. Evaluation of ASPBAE - dvv international Co-
operation. Report for dvv international. 21. November 2007

See Maria Khan: Coping with Regional Challenges: The Asia South
Pacifi ¢ Association for Basic and Adult Education (ASPBAE). In: Life-
long Learning in Europe, 4, 2010, 207-214; see also www.aspbae.org
See Heribert Hinzen: Cooperation and Exchange in Adult Education.
The Case of dvv international in South and Southeast Asia. In: Lifelong
Learning in Europe, 4, 2010, 198-206

With regards to the work with PRIA, there are several evaluations,
documentation and learning materials (also for the distance educa-
tion course) ; see www.pria.org

Information are available on the website of GIZ (former country infor-
mation portal of INWENT): http://liportal.inwent.org/laos.html

See Ministry of Education, Department of General Education: Educa-
tion for All. National Plan of Action 2003-2015. Vientiane, UNESCO
Bangkok, 2005; Ministry of Education: Education Sector Development
Framework 2009-2015. Vientiane: April 2009

Lamphoune Luangxay, Mathias Pfeifer: Challenges of Introducing
Innovative Adult Learning Approaches in Laos. In Adult Education
and Development, 76,2011, 201-210

150



33

34

35

36

37

38

39

40

41

42

43

Ministry of Education, Department of Non-formal Education: NFE Ca-
pacity Building Master Plan (Draft). Vientiane: Ministry of Education,
2010

See the article by Thomas Bohlmann in this issue

Information are available on
http://liportal.inwent.org/kambodscha.html

See Royal Government of Cambodia: Education for All. National Plan
2003-2015. Education for All - All for Education. Phnom Penh:
NEFAC, 2003; Ministry of Education, Youth and Sports: National Ac-
tion Plan for Non-formal Education 2008- 2015. Phnom Penh: MoEYS
2008

For more information see websites of these organisations:
www.nepcambodia.org, www.yfpcambodia.org, www.yrdp.org

See http://www.rupp.edu.kh/master/education.php

In addition to the materials of YFP and YRDP see Ivanova, Vanya;
Klingenberg, Matthias: Fact finding mission to Phnom Penh on the
possibilities of a dvv international intervention in the field of recon-
ciliation and processing history. Sofia and Bonn. October 2010. pdf.
Bonn: dvv international

See the websites of ASEM, ASEAN, SEAMEO und UNESCO Bangkok,
which provide information on the different forms of regional and in-
ternational cooperation of these organisations

See also the interesting PhD thesis by: Xaymountry, B.: Die Implemen-
tierung von Competency-Based-Training-Ansatzen in Siidostasien -
Fallstudien fiir Laos, Thailand und Vietnam. Hamburg, 2009

The End-of- Decade Notes for EFA Goals 3 (Skills) and 4 (Literacy)
were presented at the EFA-Coordination-Conference in Seoul, Korea
from 25-28 Juli 2011; see www.unescobkk.org

See 3rd Asia Europe Meeting of Ministers for Education (ASEMME3)
Copenhagen, 9/10 May 2011. Shaping an ASEM Education Area. Con-
clusions by the Chair. This and further documents on
http://www.asem-education-secretariat.org

Biographical notes

Prof.(H) Dr. Dr. h. c.(H) Heribert Hinzen studied in Bonn and obtained his
doctorate degree in Heidelberg for a comparative study on adult educa-
tion in Tanzania. Since 2009, he has been directing the Regional Office for

151



South and Southeast Asia of dvv international, the Institute for Interna-
tional Cooperation of the German Adult Education Association (Deutscher
Volkshochschul-Verband), in which he has been working in different posi-
tions since 1977. For 15 years, he led the Headquarters in Bonn and for a
couple of years the offices in Sierra Leone and Hungary. He was vice-
president of the European Association for the Education of Adults (EAEA)
and of the International Council for Adult Education (ICAE) and is member
of the UN Literacy Decade Expert Group as well as of the Reference Group
on Higher Education for EFA. In 2000, he was part of the German delega-
tion for the EFA World Education Forum in Dakar and in 2009 for the
CONFINTEA VI in Belem. He is in the Editorial Board of Adult Education
and Development as well as Advisory Editor of the Asia Pacific Education
Review. He has been awarded an honorary professorship at the universi-
ties of lasi and Pecs, where he additionally received the honorary doctor-
ate. At the Royal University of Phnom Penh, he is teaching Comparative
Education in the Master of Education Program.

Address: dvv international, Regional Office, P.0.Box 1215, Vientiane, Lao
PDR

Email: hinzen@dvv-international.la

152











