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Foreword

Launching of Japan Society for Africa Educational Research:
The Special Issue on the Current Trends and Issues
in the Africa-Asia Higher Education Network

Takuya Baba

(Hiroshima University)

Africa is a representative of culturally and geographically distant areas from Japan. Many of us
are fascinated by and attracted to this land because of these characteristics. Honestly speaking, I am
one of those who could not imagine that it would ever be possible to visit Africa in my childhood
and that is exactly the reason why I am even more fascinated by it. This academic Society aims at
researching on this fascinating land “Africa” in the field of education.

The study which focuses on a specific area is called area studies, and aims at understanding
the area not only in a specific field but rather comprehensively from various perspectives. In that
sense, the Japan Society for Africa Educational Research is the research body, which aims both at
understanding Africa as an area and deepening our insights of the education in the area. Therefore,
the inquiry is related to local language, history, culture, politics, economics, and so on in that
area. In fact, we can find culture within a school and a classroom. And also it is possible to see the
educational activity in a larger context such as culture outside school and spread across the whole
society.

The predecessor of this society, called Africa Educational Research Forum (AERF), was
initiated by the first launching meeting at the Hiroshima University in 2008. Many researchers, who
had interests in Africa education research, gathered and exchanged views. Since then, we have held
the Forum twice a year as shown in the table below:

This Society uniquely has important features, besides involvement of many universities listed
in the table. It has diversity in research themes and presentation modes. Firstly, there are various
themes, which are prompted by area studies approach. Secondly, we are proud of the presentation
mode in which all participants gather together and discuss in the same room. This represents our
attitudes of understanding the education phenomenon from various angles with a key word of
Africa. Additionally, there are 55 countries in the African Continent. For example, in the 22™
conference, there are 21 presentations and a special session. The ten countries were represented such
as Botswana, Burkina Faso, Ghana, Kenya, Madagascar, Malawi, Rwanda, Tanzania, Uganda, and
Zambia. They spread widely across the continent. Being supported by these features, it has marked
rapid development by increasing and enriching the variety of countries, themes, and methodologies
by incorporating many concerned universities and researchers.

Although the Forum seems to have developed smoothly to the Society, one critical problem
has become apparent in continuing to publish the Journal for African Education Research, due

to financial problem. The Forum had not collected annual fees by then and had to painstakingly
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Takuya Baba

decide to take counter-measures against this problem. Thus in October 2018, the Forum held the
special session on its future status. As a result of the discussion during this special session, the
Forum unanimously decided to formalize itself and start collecting annual fees. In April 2019, the
very first meeting as an academic society was held in the International Christian University. There
was a record-breaking number of participants and presenters. And the conference introduced poster
presentations alongside oral presentations. And the special session with the theme, the Current Trend
and Issues in the Africa-Asia Higher Education Network, was held.

Africa Educational Research Forum between 2008 and 2019

Year No. Venue
Oct. 24" University of Miyazaki & Miyazaki International College
2019
Apr. 23" International Christian University
Oct. 22 University of Fukui
2018
Apr. 21% Kanto Gakuin University
Oct. 20" Hiroshima University
2017
Apr. 19" Osaka University
Oct. 18" University of Tsukuba
2016
Apr. 17" Nagoya University
Oct. 16" The University of Tokyo
2015
Apr. 15" Hiroshima University
Oct. 14® Research Institute for Humanity and Nature
2014
Apr. 13" Osaka University
Oct. 12® Waseda University
2013
Apr. 1" Kyoto Women’s University
Oct. 10" Kobe University
2012
Apr. 9" Hiroshima University
Oct. 8" Waseda University
2011
Apr. 7h Kobe University
Oct. 6" Osaka University
2010
Apr. 50 Nagoya University
Oct. 4" Naruto University & Kobe University
2009
Apr. 3% Hiroshima University
Oct. 2 Kobe University
2008
Apr. ™ Hiroshima University




Launching of Japan Society for Africa Educational Research: The Special Issue on the Current Trend and Issues of Africa-Asia Higher Education Network

This special session has recorded an important step by connecting University of Malawi and
University of Rwanda to the annual meeting in Japan via TV conference system. It opened the
possibility of continuing the connection with those international students who have gone back
home after their studies. Again, this is closely related to the theme of research. Even within the
presentation sessions, new modes of presentation and research approaches were proposed. The era
of Africa is said to come by the mid of 21* century. I dream that by that time, this Society will be
regarded as an initiative with a far-sighted and future-oriented perspective.

I strongly believe that the research requires severe eyes to look through the reality and warm
eyes to see the future with warm expectation. I earnestly hope that this society will be able to play a

significant role toward tht realization of such future.

September 30", 2019

President, Japan Society for Africa Educational Research
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Evolving Asia-Africa cooperation in support of
Africa’s higher education development

Masafumi Nagao

(International Development Center of Japan)

Farai Kapfudzaruwa
(University of Pretoria)

Shogo Kudo
(The University of Tokyo)

Emmanuel Mutisya
(African Development Bank)

1. Introduction

The role of higher education for socio-economic development in Africa is gaining in critical
importance. Due to Africa’s growing sustainability concerns to meet the aspiration for accelerated
industrial development while alleviating chronic poverty at the bottom of the pyramid, there is a new
capacity-building demand for “home-grown innovations” by African universities (Assie-Lumumba,
2004). This new challenge may have a far-reaching impact not only for enhancing their relevance
and utility to society but also for altering the structure and functioning of the universities. The rising
capacity-building demand is for generation of professionals who are conversant in systemic and
holistic thinking, familiar with field research methods, experienced in problem-solving approaches
and endowed with leadership qualities for mediating among multiple groups of stakeholders
(Mutisya & Nagao, 2014).

The challenge posed is indeed quite formidable. Under heavy pressure for coping with the
massification of higher education, most African universities today lack resources, capacities and
institutional base even to maintain their existing operation (UNESCO, 2010). The problems facing
African higher education are many and diverse. Their manifestation differs from country to country
reflecting the particular situation and circumstance in which this sector has evolved. Still Eshiwani
(1999), Teffera & Altbach (2003), Samoff & Carrol (2004) and Assie-Lumumba (2006) concur that
there are some common elements and challenges, such as the distorting impact of colonial legacy,
inadequate financial resources in the face of rapidly growing demand for access, lack of integration
with other levels of education, long-standing mismatch between the sector’s output and the societal
needs and its corollary impact in terms of massive creation of unemployed graduates and continued
outflow of educated talents, and as a combined result of all these factors a decisively weak link
with the society and public at large. Some of these problems are long-standing ones relating to the
question of whether a nascent higher education sector can serve as an instrument for development or
just as a status symbol (Van der Bor & Shute, 1991).

Underlying all these problems, however, there is an even more fundamental challenge of
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how to build up the human and institutional capacity to constitute the higher education as a sector
in the first place. Largely due to Africa’s colonial past this development has been closely linked
to the evolution of external support (Teferra, 2005). However, international cooperation they have
sought with industrialized country donors and universities has not helped redress this unsatisfactory
situation either, because the cooperation more often than not is one-sided to meet the requirements
of the donors and skewed towards benefitting the partner universities in industrialized countries.
The consequence has been the lack of ownership and continued external dependence of the sector
for both ideas and resources hindering localization of Africa’s higher education (Samoff & Carrol,
2004; Assie-Lumumba, 2006). The so-called ‘brain drain’ phenomenon may be seen as both a
symptom and cause of the problems faced by the sector, characterizing Africa’s position in the
world’s higher education as the source of out-migration of highly trained manpower. (Teferra &
Altbach, 2004; Jowi, 2009). It negatively affects growth in all areas of development and has further
weakened academic institutions of African countries.

However, given the global shift in development discourse and international cooperation,
seriously-disposed universities in African countries are beginning to respond proactively by
instituting internal reforms to promote intra-national and international collaboration with other
universities for increasing their contribution to the development of their respective countries. This is
because they realize that knowledge mobilization through sharing to solve practical problems is the
order of the day in the Age of Sustainable Development (Sachs, 2016). Higher education institutions
in fact have a key role to play as they are in a position to create knowledge through research, to
distribute knowledge through education and training, to utilize knowledge through public outreach
service, and, combining all these functions in an integrated manner, to assume leadership for the
promotion of sustainable development (Mutisya & Nagao, 2014) .

During the last 20 years Asian countries, notably Japan, have emerged as cooperating
partners of African higher education institutions. This paper traces the historical development of
this cooperation, focusing mainly on the efforts to support the higher education development in
Africa through research and education networking between Asian and African universities. The
paper attempts to show how this cooperation compares with the preceding cooperation from the
Western industrialized countries. It also demonstrates that Asia-Africa cooperation has led to some
new innovative approaches to supporting the development of Africa’s higher education, providing
illustrative examples of concrete collaborative projects being carried out. But before turning to the
discussion of the Asia-Africa cooperation, attempt is first made to construct a conceptual frame
by examining the evolving views of external support mainly from the West for Africa’s higher

education development.

2. Evolving Views of External Support for the Development of Africa’s Higher
Education

External support for the development of Africa’s higher education has been a hotly debated

issue along its evolutionary path (King, 2008; Jowi, 2009; Singh, 2013). Samoff & Carrol (2004)

provides a comprehensive account of the historical changes in the external support with a particular
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focus on its nature and impact. Assie-Lumumba (2006) reviews the historical development in terms
of the changing patterns of forces and their influences with the aim of identifying and analysing
the challenges and opportunities for increased African ownership of the sector. Kenneth King has
compiled a multitude of expert views on different aspects of higher education development, covering
also Africa, for a number of years (NORRAG News, 1991, 1994, 2004 and 2008). The many and
varied views expressed so far may be broadly categorised into (1) cooperationist views rooted in the
colonial and post-colonial links, (2) collaborationist views based on joint research interest, and (3)
stakeholder-oriented partner views emphasizing localization approaches. These views emerged at
different times — respectively, during 1960s, 1980s and 2000s, and still co-exist today with varying
influences.

2.1. Cooperationist views rooted in the colonial and post-colonial links

The term ‘cooperationist view’ is used here to refer to those conceptions of external support
which are based on financial and technical assistance by donor governments. In this connection,
the colonial and post-colonial links cannot be ignored since pioneer higher education institutions in
many parts of Africa were established for creating skilled manpower to manage the concerns of the
metropolitan institutions or to replace expatriate civil service employees. They mostly operated as
affiliated institutions of counterpart universities in Europe (Jowi, 2009). It is therefore not surprising
that the curriculum, organizational system, and physical structure were patterned after British,
French and other European universities. Scholarship support was provided for enrolling students in
higher education programs, and there was also a large number of academics and graduate faculty
from Europe and North America who moved to Africa after independence to occupy teaching and
research positions (King, 1990). Thus, early external assistance was a key to their existence.

The cooperationist views for external support of Africa’s higher education sector experienced
ups and downs in accordance with the donors’ stance for aid to Africa in general, and for
educational assistance in particular. Most notably, following initial optimism of the immediate post-
Independence period, the support slowed down in the 1970s and dwindled during the 1980s against
the backdrop of the structural adjustment policy pushed by the World Bank and donor governments
and the donors’ shifting priorities from the support of higher education to that of primary and
secondary education (Assie-Lumumba, 2006). Even with financing difficulties, however, the
demand for university education kept increasing with corresponding growth in enrolment, putting a
huge pressure on maintaining the quality standard of individual universities and, at the same time,
intensifying inter-university competition (Materu, 2007).

The inter-university competition occurred not only nationally but also, and perhaps even more
critically, on an international scale, as the elite African universities sought financial and technical
support from the same external sources. Higher education support via bilateral ODA obviously
depended on the particular disposition of the donor countries concerning aid destination and priority
fields. Support by the private foundations, which was quite significant especially relative to the
dwindling official support, was also highly selective (King, 2009). The Partnership for Higher
Education in Africa, a grouping of 7 American foundations which provided grants totalling US$ 440
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million between 2000-2010 for higher education support, targeted just 9 African countries, although
universities in the other countries were covered through ‘Africa-wide’ support (Lewis et. al., 2010).

The cooperationist view is a ‘realist’ view in the sense that the weak local resource base for
higher education in most African countries left no other choice but external support for any major
initiative to improve its situation. More recently there is a new wind blowing for this view against
the background of globalization and associated emphasis on the need for science and technology
capacity for international competitiveness, which has given rise to new demand for technical
assistance such as strengthening of ICT in African universities (Juma, 2007). This view, however,
has come under criticism because foreign aid tends to serve as disincentive to the pursuit of more
self-reliant approach by the African higher education sector (Ellerman, 2004) with the result of
extended external dependence and control (Samoff & Carrol, 2004; Sifuna, 2000) .

2.2. Collaborationist views based on research interest

Since around the beginning of the 1980s, there was observed a shift in emphasis in the
international practice of external support for Africa’s higher education — from technical assistance
to research partnership or collaboration (Gaillard, 1994). The corresponding shift in international
discourse saw mushrooming of collaborationist approaches based on genuine concern for capacity
building in the South, but often misconceived and misguided with not so ‘desirable’ consequences,
such as encouragement of participation of young African researchers in joint research projects
leading to their out-migration to the partner universities in the North. In addition, research
collaboration often focused on satisfying the research interests of the North. Much has been written
about North-South collaboration involving African universities and discussion is still continuing
for the potential and actual benefits (and costs) it brings to the African universities and practical
ways to improve the chances of success in terms of fair division of leadership and management
roles, development of communication strategies and dealing with cross-cultural differences and
research ethics (Knight & de Wit, 2005; NORRAG News, 2008; Holmarsdottir et al, 2013). If there
was a common shortcoming for the North-South collaboration approaches, it was that much of the
collaborative research effort was directed to capacity building of individual researchers but not to
the strengthening of the institutional research set-up (Velho, 2002)

It is also important to note that the collaborationist discourse also ignited the emergence
of South-South collaboration. Initially this new modality was proposed as North-South-South
collaboration, a variant of North-South collaboration. Whereas North-South collaboration
or partnership tended to be dominated by Northern research interest as well as control of the
research process (Gaillard, 1994, Baud, 2002), North-South-South arrangements may modify the
asymmetric nature of the North-South relationship. However, whether the latter really represents
a different modality remains largely an empirical question, since the North may continue to
retain the control of the way the partnership is structured and operated (Chege, 2008). South-
South cooperation attempts have been observed especially in the area of education. Within
Africa, there have been institutionalized attempts to promote such cooperation as exemplified by
ADEA (Association for the Development of Education in Africa), AAU (Association of African
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Universities) and [UCEA (Inter-University Council for East Africa). These initiatives have sprung
up on the basis of recognition by the African universities and researchers themselves that there is
serious lack of indigenous or local research capacity to tackle development problems and also that
the commonality of these problems should compel the African universities to work together (Juma,
2006). The most recent manifestation of this trend in Africa is the establishment in 2016 of ARUA

(African Research Universities Alliance).

2.3. Stakeholder-oriented partnership views emphasizing localization approaches

The third view, stakeholder-oriented partnership views emphasizing localization approaches,
has emerged from the lessons learned with the cooperationist and collaborationist approaches, such
as “the asymmetry is unavoidable in spite of all rhetoric about mutuality (Olsson, 2008, p. 79),
“typically, once the funding ran out, the programme died, along with its practice and policy benefits”
(de-Graft Aikins, 2008, p. 97) and “relationship between researchers and other stakeholders,
including policy makers, remains a major issue” (Baud, 2002, p. 168). Specific and narrow focus
suggested for effective research collaboration may have served well the academic audience
especially in the North, but led to limited impact on the development reality which increasingly
demanded more holistic and practical problem solving approaches for more complex sustainable
development concerns (Velho, 2002).

Questioning the relevance of the research outcome suggested the need, on the one hand,
for greater participation by the African researchers in determination of the research priorities
and planning and conduct of the research process, and for closer attention to the socio-economic
situation of the locality under study (Baud, 2002). In actual practice of international research
collaboration involving African universities what is increasingly observed is effort by all the parties
concerned to contextualize the research undertaking emphasizing the localization of both research

process and outcome.

3. Asia-Africa Cooperation in Higher Education

Asia-Africa cooperation in higher education is not an entirely new phenomenon. To take
Japan as an example, Kyoto University started its African studies already in the late 1950s and
developed the tradition of ecologically oriented research based in Africa helping to train many
African researchers along the way through its Center for African Area Studies (CAAS) established
in 1986. In Kenya the Japanese Government assisted the establishment of a college of agriculture
and technology in 1981 and supported its development to become a comprehensive university
in 1994 as Jomo Kenyatta University of Agriculture and Technology. However, a more broadly
based Asia-Africa cooperation in higher education started only in the late 1990s when the Japanese
Government initiated technical assistance to African countries for supporting their mathematics and
science education (M & S education). As shown in Chart 1, the Japan International Cooperation
Agency (JICA) carried out nearly 15 such projects between 1998 and 2015, with some significant
achievements as well as shortfalls (JICA Research Institute, 2007; Matachi & Kosaka, 2017).
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Chart 1 JICA’s math & science education cooperation projects in Sub-Saharan Africa

1998-2008 MA&S secondary teacher retraining project in Kenya (SMASSE)
1999-2006 M&S secondary teacher retraining project in South Africa (MSSI)
1999-2008 M & S primary/secondary teacher retraining project in Ghana (STM)
2004-2012 M&S secondary education in Malawi

2005-2012 MA&S secondary teacher training in Uganda

2005-2015 M&S and school-based INSET in Zambia

2006-2009 Primary education in Mozambique

2006-2013 M&S education at the primary level in Nigeria

2006-2013 MA&S secondary education in Niger

2007-2015 M&S&T education in Senegal

2008-2015 M&S education at the primary level in Burkina Faso

2008-2015 M&S education at the secondary level in Rwanda

2009-2013 M&S education in Southern Sudan

2011-2014 M&S education in Ethiopia

Source: Table 1 in Matachi & Kosaka (2017)

For many university-based M & S education specialists and their education colleagues around
Japan who were mobilized for these projects, these technical assistance projects provided a new
frontier for research, and for some universities interested in internationalization a fresh platform for
overseas networking engagements. The subsequent development over the 20 year period may be
described in two sub-periods: (1) from 1998 to 2008, when many deliberate attempts were made to
experiment with modified cooperationist approaches, and (2) from 2009 to present, when modified

collaboration approaches flourished.

3.1. Modified cooperationist approaches from 1998 to 2008
(1) Research support mechanism for JICA’s M & S education assistance to Africa

JICA-led engagements for Japanese universities and their faculties in African education
typically started with a cooperationist approach concerned mainly with provision of accumulated
M & S education experience in Japan to African primary and secondary schools through teacher
training projects. Although JICA’s M & S education package cooperation project in the Philippines
from 1994 to 1999 provided some useful knowledge and experience on the technical assistance
delivery, its limited knowledge base on African education hampered the smooth beginning of
M & S education assistance in Africa. 2 To cope with this situation, the Ministry of Education,
Culture, Sports, Science and Technology (MEXT) established in 1997 a research center dedicated
to international cooperation in education at Hiroshima University, named Center for the Study of
International Cooperation in Education (CICE), with four full-time professorial posts and a foreign

visiting professorship position. Its mission was to organize and conduct practical research “to
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contribute to the effective and efficient implementation of Japanese educational cooperation and
function as a network center for Japanese practitioners and researchers in this field”. 3)

CICE was immediately mobilized to serve as the research support mechanism for JICA’s
M & S education assistance to Kenya, South Africa and Ghana, on the basis of a close working
relationship established with education researchers in several teacher training colleges and graduate
schools for international cooperation in Nagoya University, Kobe University and Hiroshima
University. ” The exact terms of CICE engagement varied from one technical assistance project to
another reflecting the different demands that came from the aid receiving countries. However, there
were three common practical concerns that needed to be addressed, which were: (i) how to frame
the educational assistance to African countries following the self-help (or aid recipient’s project
ownership) principle of Japan’s basic aid policy philosophy; (ii) how to utilize the accumulated
knowledge and experience of M & S education in Japan in defining the contents and methods of
assistance projects; and (iii) how to make academic contribution through aid project engagements.
CICE approach to answering these questions was to start by studying the actual situation of M & S
education in the African countries concerned. CICE researchers made considerable efforts in this
respect. For example, during the 1998-2008 period they combined to conduct 7 major research
projects on educational development in Africa with the grant aid from the Japan Society for the
Promotion of Science (JSPS), and invited 12 African researchers and 2 European researchers
specializing in African educational development as Visiting Professors for a four month research
engagement and interaction with CICE researchers. 5) Sawamura (2006) characterized this process
as an integration of policy research and field work. How this process actually evolved is illustrated
in the following section in terms of CICE engagement in M & S education assistance to South

Africa, which may be characterized as a modified cooperationist engagement.

(2) Modified cooperationist approach: M & S education cooperation to South Africa

JICA’s M & S education cooperation to South Africa was carried out from 1999 to 2006 as
technical assistance to the Mpumalanga Province, one of the country’s 9 provinces with the poorest
secondary M & S test scores, for improving the quality of M & S teaching in classrooms through
teacher retraining. The teacher retraining was needed to compensate for the gaps and deficiencies
that existed in their instructional capacity owing to the training shortfall dating back to the apartheid
times. The department was interested in instituting an in-service teacher training (INSET) system
using a cascading model that should start with capacitating of ‘Curriculum Implementers’ (i.e., teacher
advisors), who provide training to head M & S teachers of secondary schools, who in turn conduct
training of M & S teachers at their respective schools. JICA called on Hiroshima University CICE to
work with the Mpumalanga Department of Education (MDE) for this project, named Mpumalanga
Secondary Science Initiative (MSSI). ) CICE engagement was to comprise a comprehensive
set of support activities, including: (i) provision of substantive leadership, (ii) formulation and
implementation of project intervention, (iii) support for internal evaluation conducted by JICA, and
(iv) conducting of policy research to backstop the project operation. Since JICA provided most of the

funding for the project, MSSI at its initiation was very much a cooperationist conception.
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Taking substantive leadership of a JICA project meant having to face immediately and squarely
the question of how to frame the educational assistance in a manner consistent with the self-help
principle of Japan’s basic aid policy philosophy, which is a long-standing tradition of Japanese ODA
dating back to the middle of 1970s and firmly grounded in Japan’s own development experience
characterized by self-reliance, especially for educational development (Nagao, 2004). The question
was a difficult one of how CICE could exercise substantive leadership for the project and at the same
time make sure that the aid recipient side assumed, or at least felt the sense of, the project ownership
(Sawamura, 2004). In the MSSI project CICE found the answer in the participation of the University
of Pretoria (UP) as a full project partner on the supporting side.”” UP’s M & S education program,
jointly managed by its Faculties of Education and Science, was one of the strongest in the country.
Their staff could not only provide substantive guidance for all the training and learning activities
which took place in the Mpumalanga project schools but also learn themselves and interpret for
the Mpumalanga teachers lessons to be drawn from the knowledge and experience of Japan’s M &
S education. Because of their strong presence in the project, the physical presence of the Japanese
support team could be kept to a minimum — one JICA resident staff in South Africa combined with
short visits by small teams of Japanese M & S experts 2-3 times a year. This arrangement was
significant also because of the promise of sustainability of project impact beyond the project term.

Another challenging question at the start of the technical assistance concerned the question
of how to utilize the accumulated knowledge and experience of M & S education in Japan in
defining the contents and methods of assistance projects. JICA’s M & S education cooperation in
the Philippines which preceded its African engagement had already demonstrated that the long-
standing tradition of Japanese school teachers’ peer learning practice, termed ‘lesson study’,
could be relied upon as a major tool of technical assistance (JICA, 2004; Nakajima, 2007). In
fact, ‘lesson study’ has become the main stay of Japanese educational assistance to developing
countries ever since (Matachi & Kosaka, 2017). In the case of the MSSI Project, CICE added a
project component of group study visits to Japan for the Mpumalanga Curriculum Implementer
and Education Administrators in order to observe and learn from the Japanese teachers’ practice in
schools and classrooms, including not only lesson study approach but also curriculum development,
classroom management, reflection methods and so forth. Between 1999 and 2006 a total of 116
such Mpumalanga educators visited Japan in groups of 10 for a duration of four to six weeks. This
immersion type approach was developed as ‘experience-sharing” model (Nagao & Matachi, 2003).
Naruto University of Education, (NUE) played a key role in the implementation of this model by
hosting their long stays and dispatching its teaching staff to South Africa for follow-up support
activities. The essential characteristic of the experience-sharing model was the combination of self-
learning orientation and group practice, aiming not only at individual gains from training but also
collective learning of a group practice. 8

Regarding the third and final question for CICE of how to make academic contribution through
aid project engagements, the joint technical support activities by its faculty staff and NUE faculty
with UP faculty served as a platform for generating many joint research projects. The Visiting
Professorship facility was used by both CICE and NUE to bring UP faculty for a long stay in Japan,
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enabling joint authorship of papers on different aspects of the MSSI Project. One concrete outcome
of these research activities was a joint publication entitled Mathematics and Science Education in
Developing Countries: Issues, Experiences and Cooperation Prospects (Nagao, Rogan and Magno
(Eds), 2007). Perhaps even more significant was the joint evaluation exercise that the three partners
of the project, MDE, JICA (CICE and NUE) and UP, conducted at the end of the 6-year term of
the MSSI project, which CICE edited (CICE, 2006). This multi-stakeholder collaborative exercise,
involving both the aid providing and receiving sides as equal partners, signified that this engagement
of CICE was a clear departure from the conventional cooperationist engagement.

(3) Modified cooperationist approach: Research networking through Japan Education Forum
At the G-8 Summit in Kananaskis, Canada, in 2002, the Japanese Government announced
its new initiative to support basic education development in developing countries named BEGIN
(Basic Education for Growth Initiative) in line with the global concern for Education for All and
MDG Goal for improvement of educational access and quality. BEGIN also stressed developing
countries’ ownership and commitment as a priority concern of the Japanese Government based on
Japan’s own experience of educational development. This was significant because the global push
for improvement of educational access with funding schemes tended to abstract from the local
adaptation requirements for policy interventions and, still worse, take away from the developing
countries’ own commitment, thereby threatening the sustainability of the efforts (Nishimura,
2008). In March 2004, at the initiative of CICE, Hiroshima University, jointly with the University
of Tsukuba and supported by the Ministry of Foreign Affairs (MOFA) and MEXT, established the
Japan Education Forum (JEF) as an annual half-day meeting to host in-depth multi-stakeholder
exchanges on the educational development experiences of developing and developed countries,
especially for encouraging ‘collaboration toward greater autonomy in educational development’. 9
Annual JEF conferences brought together many and diverse participants, including education
researchers, teachers, policy-makers, NGO staff and students from developing countries, especially
in Africa and Asia. This provided numerous opportunities for international research networking for

CICE based on modified cooperationist approach.

3.2. Modified collaborationist approaches from 2009 to present

While the initial impetus for higher education collaboration with Africa came from M&S
education technical assistance for Japanese universities and led to many trials of cooperationist
engagements with modifications to reflect Japanese aid philosophy and educational experience,
the interest of the Japanese researchers shifted increasingly to pursuit of research collaboration
in broader areas, involving more universities and with much greater participation by other Asian
countries. The scope and contents of the collaboration were also expanded accompanying the
qualitative improvement of the research outcome. CICE continued to lead higher education
collaboration in the field of education development, but other institutions also joined as the target
field was expanded to other fields with the spread of global concern for sustainable development.

Some of these developments are reviewed below.
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(1) Modified collaborationist approaches in educational development research

In the field of educational development, Hiroshima University CICE opened a new frontier
with the establishment of Africa-Asia University Dialogue for Education Development (A-A
Dialogue) project.w) The project received a major grant from MEXT in 2009 for creating a research
network linking African and Asian universities and in 2010 joined UNESCO’s University Twinning
and Networking (UNITWIN) Program with CICE serving as the Chair. The subsequent development
in three 3-year phases of collaborative work has expanded to include 16 African universities from
12 countries and 13 Asian universities from 8 countries (including 6 universities from Japan). The
joint research activities have been conducted in three groups on ‘gender and equity in education’,
‘quality of education and educational policy’ and ‘teacher professional development’, respectively,
and ‘general assembly’ meetings and sharing seminars are organized periodically for coordination
of expanded activities, including not only research undertakings but also student exchanges, and
sharing of research results. The Director of CICE continues to serve as the Project Coordinator,
but the formal mechanism established for the management of the project appears to be run in a
democratic way, helped also by a favorable funding situation.'” The ready availability of access
to research output publication in the CICE journal for all the project participants also help. The
collaborationist approach has definitely been modified and improved for ‘localization’ of the
research process through Africa-Asia research collaboration.'?

The most significant aspect of the A-A project, however, may still lie elsewhere. It is the fact
that the research activities undertaken address key policy issues affecting the African countries as
seen by the participating African researchers. The choice of topics for joint research, such as gender
and equity in education and teacher professional development, and the approaches taken for actual
studies seem to reflect closely the views of stakeholders of school education. The basic research
approach of CICE for integrating policy research and field work is in full bloom in the A-A Dialogue

project.

(2) Modified collaborationist approaches in sustainable development education and research
One spill-over effect of the Africa-Asia higher education collaboration in educational
development research was the extension of the inter-university network established to other areas.
The United Nations University based in Tokyo, which participated in the earlier phase of the A-A
dialogue project as a supporting partner, has relied upon part of the contacts established through the
project to initiate a new collaboration undertaking in capacity building for sustainable development
in Africa, entitled Education for Sustainable Development in Africa (ESDA) in 2008 (Mutisya and
Nagao, 2014). With initial funding from MEXT it organized a team consisting of several African
and Japanese universities to develop and test a new capacity training scheme for Africa’s sustainable
development, which materialized in the establishment and implementation of three Masters-level
programs in integrated rural development, sustainable urban township development and mining and
mineral development, respectively. These programs are provided in six African partner universities
and by the end of 2018 graduated 55 Master’s degree earners. In order to support the curricular

programs geared to field-oriented studies by students using problem-solving approaches, ESDA
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partner universities established a team of ‘Next Generation Researchers’ to conduct joint research
to produce learning materials and to strengthen their research capacity. These young researchers,
combined with their senior faculty counterparts, published five books on Africa’s sustainable
development so far. The NGR team is starting to collaborate with their Asian counterpart, and
has jointly published a compilation of papers based on their Ph.D. dissertations (Kudo and
Kapfudzaruwa (Eds), 2018).

ESDA provides a unique case of intra-African university collaboration with the support from
Asia. The ownership and running of the three Master’s programs is by Africa partner universities
and the programs’ inter-university collaboration promotes equal program ownership and partnership.
In addition, the education, research and practice components of the programs are delivered within
the collaborative framework, further promoting program excellence (quality education and research)
as well as high impact (practice) to stakeholders and community development. As such, the ESDA
programs have the potential to enhance the critical role of universities for sustainable development
in Africa. In the longer term, the ESDA NGR team will serve as the main carrier of inter-university
collaboration in Africa and with the outside world for Africa’s sustainable development. The ever-
changing sustainability concerns in Africa would require research continuity on relevant issues of
sustainable development, which should mean that NGR will increasingly become important as an
engine for Africa’s knowledge creation for sustainable development (Mutisya & Nagao, 2014).

4. New Perspectives on Asia-Africa Higher Education Collaboration

The foregoing discussion showed that the Asia-Africa higher education collaboration evolved
quite significantly in a relatively short space of time. The researchers who participated in it were
very conscious of the cooperationist and collaborationist approaches taken by their predecessors
from the Northern universities, especially their problematic aspects, and tried to adjust their
approaches. Out of such efforts some new perspectives have emerged that should guide the next
phase of the Asia-Africa partnership in support of Africa’s higher education development. Three
such perspectives are presented in this section — the first on inter-university collaboration within
Africa as a pre-condition for constructive partnership with Asian universities, a second on Africa-
Asia collaboration to tackle global sustainability concerns, and a third on exercise of convening
power and authority as an important role and function of universities in the world increasingly
managed by knowledge.

4.1. Inter-university collaboration within Africa: ESDA’s community of practice on entrepreneurship

In the past few decades, Communities of Practice (CoP) have been credited for building
platforms allowing co-creation of knowledge and co-innovation to solve societal problems (Lave
and Wenger, 1991; Wenger et al, 2002). The concept of CoP was introduced as a way of thinking
about knowledge management, reflection and learning with commercial organizations (Wenger,
1998; Wenger and Snyder, 2000). Wenger and Snyder's emphasis was on cultivating appropriate
opportunities and spaces for people to physically meet, and follow through the development of their
increasingly shared agenda. More recently, the concept of communities of practice has been used
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to think about management, collaboration and learning beyond the corporate world for social and
community benefit (for example, see Hart and Wolff, 2006).

Within universities, CoPs are increasingly becoming valuable in finding and sharing the practices
for teaching and research, as well as serving as engines for the development of social capital. In
light of this, the ESDA program has initiated a CoP for young faculty teaching and researching
entrepreneurship at selected 15 African business schools. ESDA's CoP on Entrepreneurship seeks
to build on the young faculties’ competences and practices to build relationships which allow for
co-creation of knowledge on entrepreneurship, co-innovation in support of African entrepreneurs
and Africa’s sustainable development, and capacity development of the young faculty. In August
2018, 34 young faculty from 15 African business schools met at the Gordon Institute for Business
Science (GIBS), University of Pretoria to discuss and develop a framework and strategy for the CoP
on Entrepreneurship. The two-day workshop was designed to foster new relationships; develop a
framework and strategy for the CoP; discuss the purpose and format for the community of practice;
identify clusters and projects for future collaboration; and design high level plans with key faculty
“drivers” from each business school. This workshop was followed up by two virtual meetings in
November 2018 and January 2019. These discussions revealed a shared recognition of the diversity
of contexts and approaches to entrepreneurship across the African continent. As result, the faculty

members identified five key areas of collaboration which were consolidated into four clusters:

1/ Producing outputs with a focus on teaching cases on entrepreneurship

2/ Developing methodologies for entrepreneurship with a focus on incubation

3/ Capacity development of faculty

4/ Supporting entrepreneurship ecosystems with a focus on benchmarking, codes of ethics for

African entrepreneurs, stakeholder terms of reference, knowledge sharing and finance

Whilst the 30 faculty members mostly work with their specific clusters led by faculty “drivers”
based at each African business school, a virtual community system has been developed which
allows the individuals to be embedded in a relational network to share on progress and learn from
the different clusters. Through virtual interactions and annual face to face meetings within and
across the 4 clusters, opinions on new approaches to teaching and research entrepreneurship in
Africa are formed and shaped through “social influence”. This interactive process amongst African
faculty who perceive and approach teaching and researching of African entrepreneurship differently
involves much more than simple information transmission. Instead, this process cultivates the co-
creation of knowledge and innovations to African entrepreneurship. The ESDA CoP involving 15
African business schools reveals that the co-creation of knowledge and co-innovation for Africa’s
sustainable development goes beyond individuals situated within organizations. Instead, this process
involves faculty working across university boundaries with other individuals who share their
practice or may influence their practice ultimately establishing “networks of practice” (Hustad and
Teigland, 2005).

In addition to co-creation of knowledge and co-innovation, mostly through joint research
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and producing research outputs and sharing on approaches to incubation, the CoP will also be
helpful in transforming teaching and learning of entrepreneurship. Curriculum transformation -
both in terms of content and mode of delivery - is fundamental to higher education’s ability to
train workplace-ready graduates. The CoP cluster on faculty development specifically focuses
on providing capacity training mostly to faculty without practical teaching experience, lack of
real-life experience of owning an enterprise or being a corporate manager, lack of “andragogy”
skills, and limited knowledge of the entrepreneurial discipline. Whilst specific business schools
or universities might provide training on teaching and curriculum design, Oreszczyn et al (2010)
argued that new opportunities for learning and fresh insights often occur at the boundaries of
organizations (universities/business schools in this case), either through “communities of practice”
or “networks of practice”. The ESDA Secretariat with the support of the African business school
Deans has performed the role of “broker” to remove impediments to collaboration between business
schools which are often competing against each other and allow for the faculty to connect across
the business school boundaries. To allow these cross-boundary collaboration spanning knowledge
exchange and sharing of resources between the business schools, the ESDA Secretariat continually
provides progress reports to the Deans.

Given the different geographical locations of the faculty across Africa, the group has blended
the idea of a CoP which meets once or twice a year at an agreed location and a “Network of
Practices” with a virtual structure which meets online quite often (either on Skype or Zoom). These
internet-based technologies provide a convenient single platform for the young faculty to continually
interact, co-create knowledge on African entrepreneurship and co-innovate. The convening of
meeting once or twice a year allows for the building of social ties whilst the continuous virtual
communication provides a co-located hub that serves as a knowledge generation node for the larger
network of faculty.

4.2. Africa-Asia collaboration for global sustainability partnership

In the coming decades, co-design of sustainability actions will be one of the main drivers for
strengthening global partnership including Africa-Asia partnership. Sustainability actions are not
limited to developing technical solutions to each sustainability challenge but they include design,
prototyping, and inception of social design that facilitate alternative ways of doing and learning
things.

The emphasis on co-design of sustainability actions is well presented by the United Nation’s
Agenda 2030, also known as Sustainable Development Goals (SDGs). The SDGs scheme sets a
premise that sustainability challenges such as climate change, inequality, and rapid urbanization
are global sustainability concerns. Essentially, the SDGs scheme is a call for collective actions for
sustainability transformation that is set beyond the divide of developed and developing countries.
One notable change of SDGs scheme from its previous scheme, the Millennium Development Goals
(MDGs), is this equal positionality of developed and developing countries in the pursuit of global
sustainability. Along with this positionality change, other dimensions such as theoretical, practical,

and pedogeological approaches also need to be upgraded.
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The first and the second phase of Africa-Asia partnership, as described in previous section,
accommodated knowledge transfer by international cooperation scheme and knowledge exchange
by shared process scheme. The authors argue the emergence of sustainability scheme would possibly
trigger a qualitative change of partnership that can be best described as the phase of co-design of
sustainability actions. This change is led by two main features of sustainability challenges, which
are (1) complexity and (ii) normativity of sustainability challenges.

Sustainability challenges are considered as complex as they are interrelated to one another and
proposing a solution to one particular sustainability challenge may cause another set of sustainability
challenges (Jerneck et al., 2011; Lazarus, 2009). Holistic approaches are required not only to
analyse sustainability challenges but also to design comprehensive actions for sustainability (Kudo
& Mino, 2019). However, it remains as a challenge to ensure “holisticness” of developed actions.
The second feature, normativity, is that sustainability challenges include normative discussions.
This becomes particularly evident when discussing the contents of sustainable development; in
other words, what needs to be included (or what does not need to be included) in the concept of
sustainable development. What to sustain is a normative question and answers to this question reflect
what we value collectively (Jarzebski & Kudo, 2016; Tainter, 2003). Answers to what to sustain
and priorities in the answers differ among different societies and also different periods of time.
For instance, sustainable development was first coined as a concept that emphasized the balance
between environmental conservation and economic development (WCED, 1987). However today,
sustainability includes wider ideas especially those related to societal well-being such as gender
balance, decent work, and peace. In the same manner, it is likely to have some additional ideas when
discussing post-2030 SDGs scheme. This process reflects what are relevant issues for those living

in the world at that time '

. Any initiatives for sustainability transformation should incorporate a
mechanism to continually inquire what topics have been the mainstream in sustainability discourse
and what have been less pronounced and why they are treated so.

One way to facilitate co-design for sustainability actions is to internalize a collective learning
process within a project. This step corresponds to co-creation of knowledge before developing
concrete actions. As a new method to organize such learning, “translocal learning” approach is
proposed. Translocal learning is a type of collective learning that takes place when knowledge,
experience, and ideas from multiple localities are shared among the participants who represent
different localities (Kudo, Allasiw, Matsuyama, & Hansen, 2019). In this approach, locality is multi-
dimensional concept that can be explained as the totality of cultural, political, and socioeconomic
characteristics of a particular geographical area. Translocal learning can be implemented by joint-
fieldwork on a common issue.

Since 2017, Graduate Program in Sustainability Science (GPSS) at The University of Tokyo
has been hosting one translocal learning project focusing on the topic of migration and rural
entrepreneurship. The main project members are researchers from University of the Free State
(South Africa), University of Cape Town (South Africa), Universiti Sains Malaysia (Malaysia),
Chulaloncorn University (Thailand), Akita International University (Japan), and The University of
Tokyo (Japan).
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Translocal learning stresses the importance of building common experience and sharing
perspectives brought from each participant through joint-fieldwork. The participants in a translocal
learning project obtain new perspectives mainly through group reflection sessions. For example,
researchers from Nigeria and South Africa gained perspectives of “rural areas with advanced
information and communication technologies (ICTs)” though a joint-fieldwork held in Gojome
town, Akita Prefecture, Japan, in 2018. In their localities, rural areas are associated with poor
infrastructure, less access to water and energy, and poor access to internet. This assumption made
them think that rural areas are subject of developmental intervention from outside. However,
meeting with creative entrepreneurs and community leaders, some of them are in-migrants from
metropolises such as Tokyo and Osaka, they realized knowledge-based and vision-driven businesses
are possible in rural areas with the quality that is as competitive as the ones based in major cities.
Through such experience, translocal learning helps participants to be self-aware and re-examine
the conceptions and assumptions they hold because of the specificities of their localities. Moreover,
such learning in translocal learning project is mutual as the host members are also being questioned
by the participants from different localities about their conceptions and assumptions.

As one concrete outcome of the translocal learning project, a team of researchers who come
from diverse academic, cultural, and case study backgrounds was formed. In this team, we have
been successful to learn about the set topic, migration and entrepreneurship, with equal positionality
and elements about normativity of sustainable development by integrating perspectives from
the participants’ localities. This discussion helped us to co-envision possible actions we can take
to contribute the ongoing sustainable development initiatives in the joint-fieldwork site. Along
with this process, the participants were trained in epistemological agility and openness to other
worldviews. The project suggests that training these competencies is a critical initial step for co-

design of sustainability actions.

4.3. Boosting the convening power of African universities to enhance their role in sustainable
development

Socio-economic transformation in Africa has continuously become a central focus in the
continent’s development agenda. Over the years, the region has grown rapidly with rising population
and economic growth. However, the continent continues to face monumental challenges of
improving the social welfare of its people. The current global development paradigm has shifted
to knowledge-based economy informed by scientific research, evidence and data to solve socio-
economic challenges and to promote industrial competitiveness and sustainable development
(Nagao, Mutisya and Kudo, 2018). Navigating the challenges would require extensive search for
relevant knowledge, innovative creation of new knowledge for societal transformation, in addition
to coping with continental and global competition.

With changing development demands and challenges, African universities are today getting
recognized as avenues of practical knowledge and skills. According to Mutisya & Nagao (2014),
unlike in advanced countries where university education has and still is the center for current and
future innovations, Africa’s higher education sector has for decades lacked focus on development.
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The decline in real value of university budgets, increase in undergraduates’ intakes, increase in
academic staff turnover, and research facilities deterioration has put university education in the
region under severe pressure leading to decline in admissions and completion of higher education
(Eshiwani, 1999; Teffera & Altbach, 2003; Samoff & Carrol 2004; Assie-Lumumba, 2006).
In addition, with poor university research and innovation support to development, Africa risks
lagging behind the rest of the world in all important aspects of human living such as the economy,
technology, and quality of life.

To address these challenges, African universities’ leadership and management need to reposition
themselves. Like many other institutions, they possess accessible but often underutilized power —
the convening power. To enhance the role of universities, there is a need to boost this power through
strong social networks at all levels. Bolstering this power could be done through partnerships across
leading universities to ensure effective leadership and promote collaboration, resource mobilization,
and research development among others (Okalany & Ekwamu, 2016). Such partnerships will
facilitate collaboration between universities, break down silos, and foster a community of practice.

Convening of universities to tackle complex challenges will help deal with global challenges
and position to work at the nexus of local and global issues as core part of their value proposition.
This provides immense opportunities and ideas whose implementation is by bringing people together
and providing a safe space for exploration and innovation. There is a need to come up with a plan
on how and when universities exercise convening power to spark collective action on continental
issues. Given the scale and interconnectedness of global challenges; increased complexity of the
development ecosystem, the universities’ role as a catalyst for collective action for sustainable
development should be sustained. Bringing universities top leadership together across the continent
will produce a common strategic direction in education and research. Harnessing this convening

power will enhance university’s role in socio-economic transformation.

5. Conclusion

Higher education cooperation between Africa and Asia has a relatively short history, but
has evolved considerably both in its scope and innovative nature. The broadly based partnership
building started with the cooperationist approach accompanying educational cooperation through
ODA as was the case for the preceding African partnership with the North. However, owing perhaps
to the absence of colonial and historical bondage, the issue of passive participation and ownership
for the recipient African side has not surfaced in any significant way. The positive experience with
the modified cooperationist approach has encouraged both African and Asian sides to jointly engage
in research collaboration on equal terms. In the area of educational development research, the
pioneering networking initiative by Hiroshima University CICE has produced considerable impact
on the outcome as well as process of the collaborative research. Furthermore, the research network
established through this initiative was instrumental in starting a collaborative undertaking in the area
of sustainable development.

The generally positive experience of Africa-Asia higher education collaboration so far has also

pointed up new challenges. One such concern is the need to strengthen inter-university collaboration



Masafumi Nagao, Farai Kapfudzaruwa, Shogo Kudo, Emmanuel Mutisya

within Africa as a condition for realizing more productive international academic partnership. A
second concern is the challenge for the Africa-Asia research partnership to tackle global issues and
make research contribution at the world level developing new research methodologies along the
way. A third challenge is for the partnership to explore the new frontier for the role of universities
going beyond the usual functional conception of research, education and public service, and consider
a new role using its convening power as principal creator, user and distributor of knowledge in
the knowledge society. This paper concludes by exploring practical approaches for these new

perspectives.

Notes

1) The discussion in this section dwells mainly on the activities of Hiroshima University’s Center for the Study of
International Cooperation in Education (CICE) which spearheaded the higher education cooperation with Africa
in the education field. One of the authors of this paper was a statff member of CICE for part of the period covered
in this section. The information and data quoted about CICE are based on the notes kept by this member and CICE
website (https://home.hiroshima-u.ac.jp/cice/?page 1d=968).

2) In the case of M&S secondary teacher retraining project in South Africa, the initial request from the South African
Government came to JICA in 1996, but it took until 1999 to prepare the final project document and initiate the
technical assistance.

3) Establishment of CICE was followed by that of a similar center at the University of Tsukuba, named Center
for Research on International Cooperation in Educational Development (CRICED) in 2002, to work mainly on
curriculum issues and cooperation to Asian countries.

4) CICE invited researchers in the partner institutions to join the center as associate researchers and to contribute
papers to its academic journal, Journal of International Cooperation in Education, which it started publishing bi-
annually since 1998.

5) The concentrated attention of CICE research on Africa was evidenced by the fact that the figures quoted
represented 44 % of the total number of JSPS-funded research projects (16 projects) and 56% of the total number
of invited foreign Visiting Professors (25 Visiting Professors) during the period.

6) For a detailed account of the MSSI project, please see Nagao (2007).

7) The agreement reached was that UP would join the project as a project partner along with MDE and JICA and not
as a consultant. JICA covered the travel costs of UP staff but did not pay any fees for their engagement. CICE also
concluded an MOU with UP’s Joint Centre for Mathematics, Science and Technology Education (JCMSTE) for
this engagement and additional joint research activities.

8) Some of the visiting Mpumalanga M & S teachers termed lesson study as ‘Peer Teacher Learning’ (PTL) and
published a series of PTL guidebooks upon return to South Africa.

9) “Collaboration toward greater autonomy in educational development” was the principal theme of JEF, and it was
maintained for the first 13 years until 2016, when it was changed to ‘JEF for SDGs’.

10) CICE initiated the A-A Dialogue project in 2004 as a joint research undertaking by several African and Asian
universities with the cooperation of UNESCO, United Nations University and JICA, focusing on policy research
to support basic education and sharing of research experiences. This joint experience of 3-year duration served as

a preparatory step for a major scaled-up collaboration initiative which started in 2009 and is still continuing today
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after several phases. For a brief account of the project’s chronological development, please refer to CICE website
at https://home.hiroshima-u.ac.jp/cice/?page id=3511.

11) According to CICE, in the most recent phase of 2015-2018, Hiroshima University received a MEXT ODA
grant for UNESCO activities and a UNU Grant for Global Sustainability, and “researchers of the participating
universities have won various research grants”

(https://home.hiroshima-u.ac.jp/cice/?page id=4409).

12) The research network established through the A-A Dialogue project has produced significant Africa-Asia joint
research outside its project framework as well, such as the Kobe University team’s Africa-Asia joint research
on comparative analysis on universal primary education policy and practice in Sub-Saharan Africa (Ogawa and
Nishimura (Eds.), 2015).

13) For example, four main topics may be considered as independent goals in a post-2030 SDGs scheme, as follows:
(i) aging and falling fertility, (ii) intergenerational knowledge transfer especially around traditional knowledge
about local environment, (iii) rural sustainability in contrast to the current zonal focus on cities, (iv) theoretical ties

among the set goals that underpin the current Goal 17 about partnership.
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1. Introduction

The African higher education system is considered to be the most internationalized, as it is the
recipient of extensive interventions from outside the continent (Teferra & Knight, 2008). The sources
of such interventions are not limited to Europe and North America; relationships with East Asian
countries, such as Japan and China, have also been strengthened in recent decades (King, 2015).

Many African countries have adopted policies to further promote science, technology, and
innovation (STI) and strengthen higher education, recognizing that these sectors are becoming a
core factor for the development of knowledge-based societies (Molla & Cuthbert, 2018; Temple,
2012; World Bank, 2002). Owing to efforts made by individual countries, the past decade has seen
an increase in the number of students enrolled in higher education across the continent. Still, a wide
gap exists in educational access and quality. The higher-education enrollment rates in Sub-Saharan
countries remained as low as 9.08% in 2018 (UIS Statistics released in September 2019).

In addition, the higher education sectors within these countries face insufficient resources
for enhancing the quality of education and research. While Africa is home to 14% of the world’s
population, as of 2014, the Sub-Sahara Africa region’s share of the global expenditure on research
and development (R&D) was 0.8%. There were about 88 researchers per one million inhabitants in
Sub-Saharan Africa in 2014, while the same figure in South Korea was 6,899 (World Bank, 2017).

To achieve higher productivity of national economy, a highly skilled workforce in the right
priority sectors must be created, while R&D investments are increased and strong engagement
between academia and the private sector is promoted. Africa, especially Sub-Saharan Africa, however,
faces some challenges in establishing “world-class universities” that can compete on a global scale,
especially with regard to research (Altbach & Salmi, 2011; Marginson, 2018). While research
productivity is becoming more visible, especially among Africa’s flagship universities, the continent’s
top universities are met with dilemmas in their diversified mission in student enrollment for human
resource development and social contributions in addition to active participation in international
research competition (Teffara, 2016). In addressing these challenges, university networks operating at
the regional level are playing a larger role in promoting STI and developing the higher education sector

by organizing collaborations between universities (Knight & Woldegiorgis, 2017).
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Though Africa has fewer global inter-university networks than other regions, the past decade
has seen the establishment of many networks within the continent. Some of these networks have
been formed with universities across the African region, while others include universities outside
Africa. Examples of the former include the Association of African Universities (AAU), the African
Research Universities Alliance (ARUA), and the African Network of Science and Technological
Institutions (ANSTI), all of which are inter-university networks that cover the entire continent. The
Southern African Regional Universities Association (SARUA) and the Inter-University Council of
East Africa (IUCEA) are examples of networks representing each sub-region of Africa.

The Africa—Asia Dialogue for Educational Development Network (A—A Dialogue), one of the
examples of the latter types of networks, was established in 2004, recruiting 16 universities from 12
African countries and 12 universities from seven Asian countries, with the objective of promoting
international collaborative research that would contribute to educational development in developing
countries. The Australia—Africa Universities Network (AAUN) was established as a network of nine
African and 11 Australian universities aiming to scale up the Africa—Australia institutional research
partnership. An overview of the major global inter-university networks operating in Africa is shown
in Table 1.

Table 1. Overview of major global university networks in Africa

Name Es t;ﬁ?srhe d Members Objectives
Association 1967 Over 360 * To promote exchanges, contacts, and cooperation among
of African universities and other institutions of higher education in
Universities Africa.
(AAU) * To collect, classify, and disseminate information on higher
education and research, particularly in Africa.

* To promote cooperation among African higher education
institutions in curriculum development, postgraduate training,
research, and so on.

African 2015 16 * To develop local research excellence through collaboration.
Research * To find solutions for Africa’s development problems.
Universities

Alliance

(ARUA)

African 1980 Not available | ¢ To facilitate active collaboration among African scientific
Network of institutions for developing training and research in science,
Science and engineering, and technology.

Technological

Institutions

(ANSTI)

Southern 2005 57 from 15  To assist in the revitalization and development of leadership
African Southern and institutions of higher education in the southern African
Regional African region, thus enabling the regional higher education sector to
Universities Development meaningfully respond to its developmental challenges.
Association Community

(SARUA) members
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Inter- 1980 100 « To facilitate networking among universities in East Africa and

University with universities outside the region.

Council of * To provide a forum for discussion on a wide range of academic

East Africa and other matters relating to higher education in East Africa.

(IUCEA) « To facilitate the maintenance of internationally comparable
education standards in East Africa to promote the region’s
competitiveness in higher education.

Africa—Asia 1994 6 from 12 « To promote international collaborative research that contributes

Dialogue for African to educational development in developing countries.

Educational countries

Development and 12 from

Network (A— 7 Asian

A Dialogue) countries

Australia— Not 9 from Africa | ¢ To scale up the Africa—Australia institutional research

Africa available and 11 from partnership.

Universities Australia  To strengthen the academic and leadership capacity of our

Network network’s partners.

(AAUN) * To be an influential voice in policymaking across the critical
issues affecting Australia and Africa.

* To provide an intelligence and advisory portal for expertise on

Australia—Africa issues.

Sources: The official websites of the networks, retrieved on September 15, 2019: https://www.aau.org/, http://arua.org.
za/, http://www.ansti.org/, http://www.sarua.org/?q=content/about-us, https://www.iucea.org/, http://aaun.edu.auv/, and
http://aadcice.hiroshima-u.ac.jp/j/aboutus/.

Among these networks, the Pan-African University (PAU), established by the African Union
(AU) and supported by Japan and other countries, is a key network composed of the continent’s top
universities and has made substantial efforts toward improving higher education in Africa.

Attempts to develop a higher education sector based on inter-university networks at the
regional level are not limited to the African region. For example, the Southeast Asia region has
also been promoting STI and developing its higher education sector by organizing collaborations
between universities. The Southeast Asia region is a region whose higher education systems and
their graduate education and research capacities are rapidly expanding, while the region has also
experienced the intervention of various partnerships from outside the region (UNESCO Institute
for Statistics, 2014). Among other networks, the ASEAN University Network/Southeast Asia
Engineering Education Development Network (SEED-Net) in particular has had a long history of
operation in the field of STI since its inauguration in 2001 with support from Japan (Umemiya &
Tsutumi, 2008).

This article discusses the status and future prospects of the PAU in terms of its roles in
contributing to higher education development in STI. In order to draw useful lessons for African
inter-university networks, including the PAU, the authors also analyze the experiences of SEED-
Net.

The next section analyzes the experiences of AUN/SEED-Net while Section 3 offers an
overview of the PAU and the PAU Institute of Basic Sciences, Technology, and Innovation

(PAUSTI), one of the five institutes supported by Japan, in greater detail. Finally, Section 4
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concludes the article by discussing the lessons from SEED-Net for African inter-university networks
and how Japan should advance its cooperation with African higher education in STI.

2. AUN/SEED-Net
This section analyzes the experiences of SEED-Net, which is an inter-university network in the
STI field in the Southeast Asia region, in order to draw lessons and implications for African inter-

university networks.

2.1. Overview and strategies of SEED-Net

SEED-Net was established by the Association of South East Asian Nations (ASEAN) with
support from Japan in 2001 as a sub-network of the ASEAN University Network (AUN). It was
established with the aim of contributing to the sustainable socio-economic development of the
Southeast Asia region through human resources development, research capability enhancement,
and academic exchanges in the field of engineering. It consists of 26 universities selected by the
ministries in charge of higher education of the 10 ASEAN countries and 14 Japanese universities.
Its steering committee is composed of 10 member universities assigned by the governments of the
10 ASEAN countries, AUN, ASEAN Secretariat, Japanese University Consortium (JUC), the Japan
International Cooperation Agency (JICA) and SEED-Net Secretariat, which is located in the Faculty
of Engineering of Chulalonkorn University in Bangkok, Thailand.

SEED-Net adopted the following three strategies. First, it divided the engineering field into
10 sub-fields, then it assigned a leading university in the region, which played a leading role in the
implementation of the activities in the particular field, as a host university for each of the 10 fields.
These host universities offer postgraduate education programs at master’s degree and Ph.D. levels
and accept international students from within the region and implement other activities as a hub of
the region. The member universities and host universities are as shown in Table 2.

The second strategy is a study-abroad program within the region. When SEED-Net was
launched in 2001, there were still many academic staff who were teaching without higher degrees at
the member universities, particularly in less developed countries, namely Cambodia, Laos, Vietnam,
and Myanmar. To address this issue, the study-abroad program within the region was launched.
While the major destinations of study abroad for academic staff of these universities had been
developed countries such as the USA, the UK, or Japan, this program added universities in more
developed ASEAN countries, such as Malaysia, Indonesia, Thailand, and the Philippines as new
additional destinations (Umemiya, 2008).

These strategies are similar to those adopted by the PAU. At the PAU, a host university
has been assigned for each field, which offers international postgraduate programs and accepts
international students in order to foster highly skilled human resources and conduct research
activities. It is our view, therefore, that analyzing the experiences of SEED-Net, which has
been working with the same strategy for nearly 20 years, could provide beneficial lessons and

implications.
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Table 2. Member universities and host universities of SEED-Net

Country University Host University and Host Field
Nanyang Technological University All fields
Singapore
Singapore National University All fields
Universiti Sains Malaysia Material Engineering
Malaysia
University of Malaya Manufacturing Engineering
Chulalongkorn University Civil Engineering, Electrical/Electronic Engineering
Thailand King Mongkut’s Institute of Technology Information and Communication Technology
Ladkrabang
Burapha University n.a.
Bandung Institute of Technology Mechanical/Aeronautical Engineering
Indonesia
Gadjah Mada University Geological Engineering
De La Salle University Chemical Engineering
Philippines
University of the Philippines Diliman Environmental Engineering
Institute of Technology Brunei n.a.
Brunei
Universiti Brunei Darussalam n.a.
Hanoi University of Technology n.a.
Vietnam
Ho Chi Minh City University of Technology | n.a.
Cambodia Cambodia Institute of Technology n.a.
Laos National University of Laos n.a.
Yangon University n.a.
Myanmar
Yangon Technological University n.a.

Source: Created by the authors
Note: This table shows the host universities in the initial stage when only one host university was assigned for each
field. Additionally, a few host universities were assigned for each field in and after 2013.

2.2. Outcomes of SEED-Net

The main outcomes of SEED-Net can be summarized as the following three outcomes. First
is research and education capacity building of academic staff of the member universities. SEED-
Net provided opportunities for more than 1,400 staff or staff-to-be in total to study for a master’s
degree and/or Ph.D. by the end of 2018, many of whom have returned to their home universities to
contribute to the enhancement of education and research capacity of their universities.

Second, more than 200 collaborative research projects have been conducted among the

researchers of ASEAN countries and Japan, through which more than 1,000 academic papers have
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been produced and published. Third, an academic network has been established and strengthened
through various activities such as networking more than 400 researchers from ASEAN countries and
200 researchers from Japan and publishing the “ASEAN Engineering Journal”, which was indexed
at Scopus in 2018.

2.3. Promoting factors of SEED-Net

What are the factors that support an inter-university network to promote higher education
development in an effective manner? Umemiya (2008, 2019) pointed out five, which consist of the
followings: (1) the existence of regional common issues, (2) division of tasks according to different
levels of development of member universities, (3) substantive exchanges of scholars, (4) nurturing
relationships through a step-by-step approach, and (5) quality enhancement. These are the main
factors that enabled SEED-Net to function and produced outputs, as described below:

(1) Existence of regional common issues

Countries in Southeast Asia have been facing a variety of common issues. For example, the
region often suffers from different kinds of natural disasters such as earthquakes, volcanic eruptions,
or floods in Indonesia, the Philippines, and Malaysia. These countries have a strong motivation to
work together on research on mitigation and prevention measures for these disasters. At the same
time, the region possesses different types of assets, such as next-generation natural resources,
including geothermal and solar energy as next-generation energy alternatives; and natural raw
materials, such as cassava, palm, rubber, and melaleuca. An inter-university network can play a
role to address these issues by implementing collaborative research to put these common “assets”
to practical use. The capabilities of the countries in the region to respond to common issues and
assets can be more effectively and efficiently prepared through collaboration across the region under
SEED-Net.

(2) Division of tasks according to different levels of development of member universities

The 10 countries in ASEAN are diverse in terms of economic and social development
levels as well as levels of education and research at universities. Taking into consideration these
differences, SEED-Net assigned a different role to each university according to the different levels
of development of member universities as well as their needs. As mentioned, many academic
staff were teaching without higher degrees at the member universities, particularly in the less-
developed countries, namely Cambodia, Laos, Vietnam, and Myanmar. The member universities
in these countries were given a role as a sending university, which sends their academic staff to
other member universities in the region. Opportunities were given to the universities and countries
where the need for higher study abroad existed with a low rate of higher degrees held by university
academic staff. On the other hand, member universities from the more developed ASEAN member
countries of Singapore, Malaysia, Thailand, the Philippines, and Indonesia became host universities
as they could offer high-level postgraduate programs. These countries and universities were
seeking to internationalize and enhance their postgraduate education by accepting international



International inter-university networks and higher education development in STI in Africa

students, which was realized with technical support from Japanese universities to help improve their
quality. Furthermore, depending on the financial capability of each country, cost sharing has been
implemented. The two Singaporean universities provide their own scholarships while other host
universities exempt their tuitions. According to its needs and capacities, each country plays its role
in sharing and fulfilling each role to maximize achievement in the network’s activities, preserving

their incentives to participate in the network activities.

(3) Substantive exchanges of scholars

Another success factor is that this program accomplished a substantive exchange of scholars
by setting a study-aboard program as its core program. Over 1,400 academic staff of the member
universities were sent to other countries in the region for a period of two or three years, where they
have intensive interactions with their supervisors at host universities, co-supervisors from Japanese
universities and international students of the other member countries and local students. These
scholars then went back to their home countries as researchers after graduation to become partners
of their counterpart researchers in other member countries, making a strong tic among researchers
within the region. This resulted in continuous collaboration between member universities under
SEED-Net.

(4) Nurturing relationships through a step-by-step approach

SEED-Net activities have been conducted over four phases of collaboration by setting single
phases of five years each, after the preparation period between 2001 and 2003. The first five-year
phase, between 2003 and 2008, established the base of an inter-university network focused on
building an organization and system while putting the emphasis on human resources development
through the study abroad program within the region. While the research activities under the first
phase were limited only to small-scale activities for the thesis writing of master’s and Ph.D. students
under the study abroad program, a number of relatively large-scale collaborative research projects
started to be conducted on common regional issues under the following second phase between 2008
and 2013, which newly introduced a competitive research funding scheme. Academic staff of the
member universities who graduated from the study abroad program under the first phase and came
back to their home universities played a key role in the implementation of these research projects in
the second phase. The third phase collaboration, which started in 2013 for another five years, added
university—industry linkage activities as a new pillar of SEED-Net. Collaborative research projects
involving private enterprises in the region as new research partners started based on the network of
researchers of the member universities that were established in the previous phases of collaboration.
The fourth phase, which started in 2018, now promotes the formation of international collaborative
education programs among member universities, such as double degree programs. Three or more
member universities from different countries form a consortium based on the network of universities
in different fields that were established through collaboration in the previous phases. Each of these
consortiums forms and implements a collaborative education program based on a formal agreement

among the consortium member universities. These collaborative education programs involve the
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industrial sector in its designing and implementation stages as part of university—industry linkage
activities, which SEED-Net initiated in the third phase of collaboration. Collaborative education
programs based on formal agreements at the university—university level is one of the goals of inter-
university joint activities as they are the most institutionalized activities among others.

In summary, SEED-Net first focused on preparing organizational set-ups of a network while
establishing a human linkage through the study abroad program, based on which it then expanded
collaborative research activities in the second phase and university—industry linkage activities in
the third phase. It finally formed consortiums of universities, which now implement international
collaborative education programs at its final stage of collaboration. Accordingly, SEED-Net
took a step-by-step approach, by which it expanded its activities from the individual level to the
organization level, from education to research, then to collaboration with industry as a new partner.
It is not feasible to implement collaborative activities of a high order under a university network at
its initial stage. A network should first establish an organization and build a human network and trust
among universities gradually through staff and student exchanges and smaller-scale joint research
activities. Only then can the network initiate collaborative activities of a high order based on such
human networks and trust.

(5) Quality enhancement

Another key factor for activities under inter-university networks to run in a sustainable
manner is quality enhancement of the activities. At the time when SEED-Net was launched,
several universities existed that could provide international postgraduate programs. However,
the average study duration of 10 students who obtained doctoral degrees from the University of
the Philippines Diliman between 2000 and 2005, for example, was 6.7 years, while it took four
years even for a student who completed the program for the shortest period. On the other hand, a
Vietnamese student whom the same university accepted in 2004 as the first doctoral student under
SEED-Net graduated in 2.5 years, which is shorter than the regular period of three years. Other
host universities also made efforts to shorten the duration of the study period by re-designing their
doctoral programs more systematically and eventually to establish the program of an international
standard, with support from Japanese universities (Umemiya et al., 2014). With these efforts, the
quality of graduate programs and research activities at the host universities, which had not reached
the international standard, were enhanced by getting support from Japanese universities that could
offer high-quality education and research. Dean of Faculty of Engineering at Universiti Gaja Mada
(UGM) at the time pointed out that “while the reform of the doctoral program at UGM itself was our
own initiative, inputs from SEED-Net such as continuous inflow of international students, research
funds, equipment and research guidance by Japanese university professors enhanced the quality
of the reform, and materialized the reform in a substantial manner” (Umemiya et al., 2014). Host
universities successfully enhanced the quality of their postgraduate programs and research activities,
which, as a result, enabled them to continuously attract international students from within the region

and to conduct collaborative research in a sustainable manner.
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3. The Pan-African University
3.1. Overview of the Pan-African University

The AU places a high priority on higher education, implementing a variety of higher education
development programs to achieve its vision of an integrated, prosperous, and peaceful Africa that is
driven by its own citizens and represents a dynamic force in the global arena (Woldeensae, 2013).
Among these programs, its flagships include the Nyerere Program, which aims to promote mobility
among students within the African region, the Harmonization of Higher Education Programs, which
aims to enhance harmonization among higher education institutions in the region, and the African
Quality-Rating Mechanism, which aims to enhance the quality of higher education institutions
within the region. The PAU is also considered one of the AU’s flagship programs within the field of
higher education.

With the objective of strengthening African research and innovations in STI, the PAU aims
to establish an allied organization with excellent research and educational functions as a flagship
institution of higher education in Africa. The governance structure consists of the PAU Council,
the PAU Senate, and the Rector’s Office under the African Union Committee (AUC). The PAU has
assigned five host universities, one from each of Africa’s sub-regions, to administer each field of the
PAU institution and will establish ten additional satellite campuses per field. Through its campuses,
the PAU plans to develop world-class, highly skilled human resources by providing scholarships to
students in the sub-regional master’s and doctoral degree programs.

The five sub-regional institutions are as follows: East Africa represents basic science,
technology, and innovation (PAUSTI), hosted by the Jomo Kenyatta University of Agriculture and
Technology (JKUAT) in Kenya; West Africa is in charge of life and earth sciences (PAULESI),
hosted by the University of Ibadan in Nigeria; Central Africa fosters governance, humanities, and
social sciences (PAUGHSS), hosted by the University of Yaoundé II in Cameroon; North Africa
manages the water and energy sciences (PAUWES), including climate change, hosted by the
University of Tlemoen in Algeria; and, finally, South Africa will administer space science (PAUSS),
with coordination by Cape Peninsula University of Technology (PAU 2019). In addition to these
five host universities, a country outside Africa has been assigned to each region as a Key Thematic
Partner (KTP), which is expected to provide support to each host university. In the case of PAUSTI
at JKUAT, for example, the Japanese government provides support such as research funding, facility
improvement, and technical advice in educational and research activities by academic staff of
Japanese universities through a technical cooperation project by the Japan International Cooperation
Agency (JICA) based on an agreement among concerned parties. The KTPs are as follows: Japan
for East Africa, India for West Africa, Sweden for Central Africa, and Germany for North Africa.
South Africa has not been assigned an official KTP yet. In the case of PAUSTI, for example, Japan
became a KTP at the request of the government of Kenya based on a long history of collaboration in
the field of STI between the two countries.

According to the AU’s (2011) project document on the establishment of the PAU, the PAU has
the following six missions: (1) to develop continent-wide, world-class graduate and postgraduate

programs in science, technology, innovation, and the social sciences; (2) to stimulate collaborative,
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internationally competitive, cutting-age, fundamental, and development-oriented research in areas
with a direct bearing on the technical, economic, and social development of Africa; (3) to enhance
the mobility of students, lecturers, researchers, and administrative staff across African universities,
improving teaching, leadership, and collaborative research; (4) to contribute to capacity building
among present and future stakeholders of the AU; (5) to enhance the attractiveness of African higher
education and research institutions for the effective development and retention of young African
talent, while also attracting the best intellectual capital from across the globe, including members of
the African diaspora; and (6) to invigorate dynamic and productive partnerships with organizations
in the public and private sectors.

The PAU began accepting students in 2012, starting with the first batch of 57 master’s students
to PAUSTI at JKUAT in Kenya. In the following year, the second group of students entered PAUESI
at the University of Ibadan in Nigeria. In 2016, 55 students from the first group graduated from
PAUSTI, followed by 52 graduates from PAUESI, 51 graduates from PAUGHSS, and 26 graduates
from PAUWES.

The number of applicants to each PAU institute is increasing, as shown in Table 3. The
total number of applicants to the four institutes currently in operation was 1,221 for the 2014-15
academic year, which increased to 5,629 for the 2015—16 academic year.

Table 3. Number of applicants to the PAU by institute

Institute 2014-15 2015-16
Male Female Total Male Female Total
PAUSTI 463 112 575 1294 425 1719
PAULESI 200 53 253 1245 515 1760
PAUGHSS 201 76 277 1066 654 1720
PAUWES 100 16 116 327 103 430
Total 964 257 1221 3932 1697 5629

Source: JICA’s Africa-ai-Japan Project

3.2. The Jomo Kenyatta University of Agriculture and Technology (JKUAT) and the Pan-

African University Science, Technology, and Innovation (PAUSTI)
(1) JKUAT

JKUAT, the East African host university of PAUSTI, was established in 1981 as a mid-level
college. In 1989, it was upgraded to a college under Kenyatta University, then became a full-fledged,
independent university in 1994. The Japan International Cooperation Agency (JICA) has supported
the establishment for many years; since 1980, JICA has offered technical aid to enhance JKUAT’s
education and research and, since 1978, has provided facilities and equipment through three grant
aid projects.

The first phase of JICA’s 1980-1990 technical aid project was to support the establishment of
the new college. Two grant aid projects were executed during that time. The first project supported
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the development of new school buildings, including classrooms, laboratories, staff accommodations,
and student dormitories, supplying a total of 4.8 billion JPY. The second project aided in the
development of a 20-hectacre agricultural field, donating a total of 780 million JPY. As a result,
the college completed its Faculty of Agriculture and Faculty of Engineering diploma and technical
education programs, which developed mid-level technicians. By the late 1980s, toward the end of
the first phase of the project, the college achieved the highest passing rate among Kenyan colleges in
the national graduation examinations (JICA, 2009).

Also in the late 1980s, the government of Kenya, under the direction of President Daniel
Toroitich arap Moi, launched an education reform initiative to expand the higher education sector
in preparation for an increase in college-aged citizens. Under this initiative, the government of
Kenya decided to upgrade Jomo Kenyatta College to a full-fledged university, making it the fifth in
the country and allowing it to offer education programs and confer degrees, and requested Japan’s
assistance in 1988.

In 1990, JICA started the second phase of the technical aid project to upgrade JKUAT’s
education and research programs to the university level. JICA also created a third grant aid project
to establish buildings to house the bachelor’s programs, including classrooms, laboratories, and
libraries, donating a total of 3.5 billion JPY. Eight training courses for engineers from neighboring
countries such as Uganda and Tanzania were also organized by JKUAT under JICA’s scheme to
promote South—South cooperation.

Due to JKUAT’s efforts and JICA’s support, the university succeeded in achieving vertical
growth by upgrading its program from college to university level, as well as horizontal expansion
by increasing the number of departments and adding new institutes and centers. JKUAT started as
a college with two faculties and six departments. By 2000, it had grown into three faculties with 13
departments (each of which offers undergraduate and graduate programs), four research institutes,
and two centers. With support from JICA, it has an influence on neighboring countries through its
training program (JICA, 2009). JKUAT further expanded its activities, even after Japan’s official
development assistance had ended in 2000 and is now one of the top Kenyan universities in science,

technology, and innovation, recruiting 45,000 students and 2,180 academic and administrative staff.

(2) PAUSTI

Upon the establishment of the PAU, JKUAT was selected to serve as a host university for
the fields of basic science, technology, and innovation. Japan was invited to become the KTP for
PAUSTI, and JICA initiated a new technical aid project in 2014, lasting five years. In 2012, PAUSTI
became the first among the four PAU institutes to accept students, enrolling 58. Following the first
batch, PAUSTI accepted 68 students (45 master’s and 23 doctoral) in February 2015 (Batch 2), 78
students (40 master’s and 38 doctoral) in October 2015 (Batch 3), 106 students (67 master’s and 39
doctoral) in November 2016 (Batch 4), 140 students (102 master’s and 38 doctoral) in November
2017 (Batch 5) and 114 students (73 master’s and 41 doctoral) in May 2019. Table 4 shows the
number of new students in each batch, separated by gender and level of study.
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Table 4. Number of students enrolled in PAUSTI

Level 1st Batch 2nd Batch 3rd Batch

F M Total F M Total F M Total
M.Sc. 8 50 58 13 32 45 8 32 40
Ph.D. 0 0 0 8 15 23 10 28 38
Total 8 50 58 21 47 68 18 60 78

4th Batch Sth Batch 6th Batch Grand Total

F M Total F M Total F M Total F M Total
M.Sc. 19 48 67 24 78 102 16 57 73 88 296 384
Ph.D. 9 30 39 9 29 38 10 31 41 46 133 179
Total 28 78 106 33 107 140 26 88 114 134 429 563

Source: JICA’s Africa-ai-Japan Project

The first group of 54 students graduated from PAUSTI in November 2014 and one student
graduated in July 2015 with a master’s degree, followed by the second group of 42 master’s degrees

graduated in June 2017, the third group of 32 master’s degrees graduated in June 2018, and the

fourth group of 43 master’s degrees graduated in November 2018. Fourteen doctoral degrees
graduated in June 2018 and five doctoral degrees graduated in November 2018. PAUSTI students

were required to write one referred journal paper during the master’s program and two referred

journal papers during the doctoral program, thereby ensuring the quality of its graduate programs

while increasing the number of papers published by PAUSTI.

The outcomes from the first to third batch graduates, as of November 2018, are summarized in

Table 5.

Table 5. Outcomes among the first batch of PAUSTI graduates

Status 1st Batch 2nd Batch 3rd Batch Total
University Lecturers 16 13 0 29
Rescarches | UN. JICA, et e 7 ! 2
Employed by Private Companies 6 8 5 19
PAUSTI Ph.D. Students (pursuing Ph.D.) 10 0 3 13
Students in other Institutes 6 0 0 6
Not Confirmed 5 28 23 56
Total 55 56 32 143

Source: JICA’s Africa-ai-Japan Project
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Having become one of the top universities in Kenya by enhancing its educational and research

capacities, and with support from Japan, JKUAT could accept international students for PAUSTI

at the master’s and doctoral levels. Experiences of implementing international training programs

by accepting trainees from neighboring countries with support from JICA also provided plentiful

expertise, which helped JKUAT to smoothly function as a host university for international students.

Table 6 shows the number of international students in each batch by country of origin, with 43

countries represented from first to sixth batches.

Table 6. Country of origin among PAUSTI students

No. Country of Origin Bavch | Boneh | Bch | Bateh | Batch | Bach | T
1 | Kenya 27 20 17 23 36 30 153
2 | Ethiopia 11 9 8 9 7 5 49
3 | Nigeria 3 3 3 12 10 4 35
4 | Rwanda 2 5 4 7 10 3 31
5 | Uganda 5 6 4 5 3 3 26
6 | Cameroon 2 3 7 5 5 2 24
7 | Benin 1 4 2 6 5 4 22
8 | Chad 2 3 4 5 2 4 20
9 | Ghana 0 3 2 7 6 2 20
10 | Tanzania 0 2 3 7 2 4 18
11 | Zimbabwe 2 1 2 3 3 2 13
12 | Congo 0 0 1 3 4 4 12
13 | Burundi 0 0 2 2 5 2 11
14 | Togo 0 1 1 1 3 3 9
15 | Eritrea 0 0 2 3 3 0 8
16 | Malawi 0 0 1 1 3 3 8
17 | Sudan 0 1 2 0 4 1 8
18 | Gambia 2 1 0 0 2 2 7
19 | Guinea 0 0 0 1 1 5 7
20 | Mali 0 0 1 0 3 3 7
21 | Senegal 0 2 1 0 3 1 7
22 | Burkina Faso 0 1 2 0 2 1 6
23 | Liberia 1 0 2 1 1 1 6
24 | Niger 0 0 1 0 2 3 6
25 | Algeria 0 1 1 0 1 2 5
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26 | South Sudan 0 0 1 0 2 2 5
27 | Zambia 0 0 0 1 1 3 5
28 | Botswana 0 0 0 2 0 2 4
29 | Democratic Republic of the Congo (DRC) 0 0 1 0 2 1 4
30 | Egypt 0 1 1 0 2 0 4
31 | Cote d’lvoire 0 0 0 0 1 2 3
32 | Namibia 0 0 1 0 1 1 3
33 | Somalia 0 0 0 0 0 3 3
34 | Swaziland 0 0 0 1 0 2 3
35 | Comoros 0 0 1 0 1 0 2
36 | Djibouti 0 0 0 0 0 2 2
37 | Central African Republic (CAR) 0 0 0 0 1 0 1
38 | Lesotho 0 1 0 0 0 0 1
39 | Mauritania 0 0 0 0 0 1 1
40 | Morocco 0 0 0 0 1 0 1
41 | Mozambique 0 0 0 0 1 0 1
42 | Sierra Leone 0 0 0 0 0 1 1
43 | Tunisia 0 0 0 0 1 0 1
Total 58 68 78 106 140 114 563

Source: JICA’s Africa-ai-Japan Project

4. Discussions

This section discusses what sort of lessons can be drawn from the experiences of SEED-Net
analyzed in Section 2, for inter-university networks in Africa. First, we confirm the commonalities
and differences among the surrounding environment of SEED-Net at the time of its launching and
that of the PAU.

4.1. PAU’s environment in comparison with AUN-SEED/Net

There are several commonalities between the environments of the two networks. First, there are
only limited resources available for investment for higher education development and promotion of
STI, both in the Southeast Asia region and in the Africa region. As a result, the governments of each
country and regional bodies such as ASEAN and the AU are required to find ways to effectively
and efficiently utilize the available resources. Second, both regions are behind other regions such
as Europe and North America, which are more advanced in terms of higher education development.
While the internationalization of the higher education sector advances in all regions, universities
in Africa and Southeast Asia have to compete with their counterparts in developed countries in a

globally competitive environment.
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On the other hand, there are also differences. First, the economic condition of the African
region is lower than that of the Southeast region at that time, thus the public funds available for
higher education are even smaller in Africa. Second, while Southeast Asia consists of 10 countries,
Africa consists of 54, which is more than five times larger than the number of Southeast Asian
countries. Third, while SEED-Net was the first established as an inter-university network in the field
of engineering in Southeast Asia at that time, a number of inter-university networks in Africa already
existed.

What sort of lessons can we draw from the experiences of SEED-Net for the PAU, taking into
consideration these commonalities and differences? First of all, there was a rationale for both regions
to adopt the strategy of assigning existing leading universities in the region as host universities and
establishing a virtual university or consortium of graduate schools by networking them, when they
had to compete with higher education sectors in other regions with limited resources available for
higher education. While previously sending their scholars to developed countries was the major
means for producing highly skilled human resources in Africa, with the establishment of the PAU,
the region is now developing a mechanism to develop the human resources needed by the region
in the region. It should also be pointed out that the PAU enables the region to develop such human
resources in a relatively cost-effective manner compared to studying abroad in developed countries,
which was also the case of SEED-Net. By forming an alliance composed of the leading universities,
the PAU further strengthened these universities with strong political and financial support from
the AU and the governments of the host countries in Africa in the form of scholarship for students,
administrative costs and facility development, as well as technical support from the KTPs, and these
universities can now offer study abroad and postgraduate programs to develop highly skilled human

resources.

4.2. Factors that may lead to the future success of PAU

Most of the success factors of SEED-Net that we discussed in section 2 also apply to Africa.
For example, in terms of the existence of common regional issues, African countries also share
common issues such as tropical infectious diseases and agricultural challenges in tropical wet/dry
regions. Meanwhile, the region also has potential assets such as mineral resources and alternative
energy including thermal energy across the region. Therefore, it is in the interests of countries in the
region to address these issues and develop ways to utilize the assets through joint research activities.

Second, with regard to the division of tasks according to the different levels of development
of member universities, the PAU divides the African region into five sub-regions and selects a
leading university in each field in each sub-region as a host university. Tasks are given according
to the different levels of development in the PAU mechanism. It gives the role of host universities
to the countries and universities that are prepared to accept and educate international students from
within the region. On the other hand, currently, only one host university has been assigned for each
of the five fields in the PAU. It would be worth examining the possibility to apply a multiple host
university system at some point, which SEED-Net did in the third phase of its cooperation.

Third, the PAU shares another success factor of the substantive exchange of scholars, by
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having a regional study abroad program as its core program. A relatively short history after the
establishment of the modern higher education systems in Africa, the limited variation of languages
in academic activities (English, French, Arabic, Portuguese, and Afrikaans), and active mobility
of the academics and knowledge workers within and across the regions have somehow worked
positively on the wide range of active exchange of scholars and university leaders. While we have
already seen some collaboration such as research collaboration between JKUAT/PAUSTI and the
Regional University Forum for Capacity Building in Agriculture (RUFORUM), collaboration with
other university networks should also be further discussed.

Fourth, in terms of nurturing relationships, the PAU is still in its initial stage of development as
it only started to accept students in 2012. It is now in the first stage of developing a human network
through the study abroad program. It would be possible for the PAU to establish a stronger academic
network by promoting more comprehensive collaborative education and research activities in the
future, such as alumni activities and multilateral joint research programs involving graduates of the
PAU, as the number of graduates from the PAU increases.

Last, in terms of quality enhancement, the PAU assigns a thematic partner country for each of
the five host universities and fields, which is expected to support and assure the quality of activities
at the host university. Both the PAU and SEED-Net apply this mechanism of triangular cooperation,
in which developed countries support the effort of South—South Cooperation within the region.
Japanese universities under JICA’s technical cooperation project as a thematic partner provide
academic inputs to academic staff and students at PAUSTI by dispatching Japanese professors.
As a result, about 80% of graduates have completed their studies within two years in the case of a
master’s degree program and about 40% of graduates have completed within three years in the case
of a doctoral program, which shows quality of education has been enhanced by PAUSTI. A key for
the success of the network is to continue to provide quality education and research activities.

Prospects of the PAU should also be discussed taking into consideration the differences between
Southeast Asia and Africa. The resources available for investment in higher education in Africa are
even more limited compared to those in Southeast Asia. At the same time, the African region has to
work for the vast land of as many as 54 member states. Therefore, the African region requires more
resources investment from outside the region. The PAU also needs more resources for management
and administration of its network to cover 54 countries. On the other hand, there are already many
existing inter-university networks operating in the region. The PAU should consider how it could work

with these existing networks so that they can create synergy effects for each other.

4.3. Higher education cooperation for Africa by Japan

This last section discusses how Japan should advance its cooperation in the higher education
sector in Africa. There is a difference between the relationship of Japanese universities with
universities in Southeast Asia and that with universities in Africa. In terms of official development
assistance (ODA), Japan has had a long history of extending cooperation to many leading
universities with technical and financial assistances since the 1960s. Japanese universities that

participated in these ODA projects established the relationship with these leading universities, many
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of which have maintained and developed this relationship even after the ODA projects completed.
SEED-Net further strengthened these relationships between Japanese universities and universities in
Southeast Asia. In addition, Japan has accepted a number of international students from Southeast
Asia. In contrast, Japan’s assistance to the higher education sector in Africa is relatively smaller.
JICA started its support to JKUAT in 1977 as its major intervention to Africa in the field of STI.
Then in 2009, it started its support to Egypt to establish the Egypt-Japan University of Science and
Technology (E-JUST). In the 2000s, many collaborative research projects with African universities
started under the Science and Technology Research Partnership for Sustainable Development
programs (SATREPS) administered by the Japan Science and Technology Agency (JST) and JICA.
The number of international students from Africa is around 1,000 in 2019, although recent years
have seen a dramatic increase, which is expected to grow in the coming years.

The roles that Japan should play in Africa should be different from those in Southeast Asia. In
SEED-Net, Japan has been taking a lead in all of the ten fields that SEED-Net covers. On the other
hand, it is indispensable for Japan to work closely with other partner countries and organizations
in Africa. Japan should make proactive contributions to the higher education sector in fields in
which Japan has rich experience of research collaboration with Africa. At the PAU, Japan focuses
its support on PAUSTI in charge of STI, out of the five PAU institutes, which is in line with this
strategy.

It is also important to collaborate between Africa and Japan in fields that are beneficial both
for African universities and Japanese universities from the viewpoint of assuring sustainability.
Research collaboration by Nagasaki University with Africa on tropical infectious diseases is a good
example of having a long history of collaboration with outstanding outcomes. Other examples
include Kyushu University’s plan to work on thermal engineering with a Kenyan university.

Japan should strategically utilize the leading universities that Japan has been collaborating
with as windows for its future collaboration with other countries in Africa. It takes years to establish
a relationship with mutual trust and to establish branding of universities and university networks.
Japan and Japanese universities have strong relationships with JKUAT and EUST through their
long-term relationships of collaboration. Japan should collaborate with them as partners to extend its
activities, which would benefit the whole region of Africa.

The PAU has contributed to human resources development in the fields of basic science,
technology, and innovation, which is a crucial issue for African countries. A substantial proportion
of higher education students in Africa belong to faculties of social science as there are not enough
faculties related to science and technology, which typically require large investments in research
facilities and equipment. In order to further contribute to human resources development in these
fields, the PAU should enhance its capacity to enroll more students. While the PAU’s initial plan
was to set up 50 satellite campuses, 10 under each of the five institutes, it has only completed five
institutes so far. Therefore, the PAU’s ability to recruit international students is still limited, as
there is only one campus for each field across the entire continent of Africa. Establishing satellite

campuses to enhance its capacity is a challenge for the PAU in the future.
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Note: the opinions expressed here are solely of the author's and do not represent the views of the
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1. Introduction

One of the common experiences in the practice of community development is to be in a state
of lock-in where ongoing projects are seemingly addressing main challenges of the community,
yet sense of ownership to the projects remains weak among the residents. Such situation makes
the projects rootless. A new approach to facilitate transformative social learning is needed in order
to disrupt the lock-in state and increase people’s engagement to ongoing projects in their own
community. The aim of this exploratory paper is to propose “translocal leaning” approach that is
to design collective learning in the context of community development. Translocal learning is to
share different ways of understanding about reality through joint-fieldwork among the participants
from diverse backgrounds. This collective learning process enables the participants to gain new
perspectives that help them to re-examine the assumptions they have to their own communities and
realize the potentials that have not been fully explored.

The idea of translocal learning is inspired by social learning literature. The concept of social
learning has become popular in environmental education, natural resource management, and
governance (Muro & Jeffrey 2008). The theory has established its own arena of theoretical and
practical discussions especially in the topic of social-ecological system management (Cundill et al.
2013). Although the concept is not unified across the fields, social leaning emphasizes the process
of change in individual’s understanding about a topic and spread of the new understanding about the
topic to wider social units through social network (Prell et al. 2017). Such scaling of one’s learning
to other social units is described conceptually in multi-level framework of societal transition (Geels
2011) and also considered as a key step in enhancing adaptation and transformation strategies for
multi-scale interactions of social-ecological systems (Folke et al. 2005, 2002). In a specific context
of natural resource management, social learning is described as an iterative and collective learning
process that generates communication among diverse stakeholder groups and facilitates negotiation
among them to co-create knowledge, co-design and plan actions, and build momentum for joint
implementations (Murti & Mathez-Stiefel 2019; Allen 2017).
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The idea of social learning, especially the process of building common understanding about
a topic and transferring individual’s understanding to wider social units, is conducive to the
topics related to sustainable development. Furthermore, it is important to develop a method that
explores transformative social learning that enhance exchanges of ideas and perspectives; this will
help communities to have a breakthrough when they are experiencing a lock-in state. This study
reports one translocal learning project organized in Akita, Japan, to introduce how a translocal
learning can be designed. By doing so, the authors aim to highlight the approach’s contributions for
transformative social learning at the individual and collective scales. The gap this research addresses

is the design and practical steps of social learning.

2. Literature review: social learning and sustainability

Based on conventional theories, learning happens at the level of the individual. Although, the
concept of organizational learning have become quite widespread in recent years, learning in larger
social units remains controversial (Berkes 2009). Despite the lack of consensus on its definition and
theoretical basis, social learning has become a norm in the field of natural resource management.
Many of the existing empirical work on social learning focus on resource management as a
collective learning process of mixed stakeholder groups. Social learning is often framed as a result
of a collaborative process in a particular project among multiple stakeholder groups such as in river
basin management, coastal management, or protected area management, among others (see Tippett,
Searle, Pahl-wostl, & Rees, 2005; Anh, James, & Pittock, 2018). Social learning for sustainability
has been largely equated with the maintenance of the productive capacity of social-ecological
systems to support planetary life.

However, sustainability learning should be much more than simply sustaining the resource that
we have. In efforts to achieve sustainable development, social leaning is becoming an increasingly
popular concept in the field of sustainability. This marks a shift in sustainability literature from
a goal oriented discussion to an understanding of sustainability as a learning process (Tabara &
Pahl-Wostl, 2007). Three learning theories were identified to be relevant to the on-going learning
processes for sustainable transition; experiential learning, transformative learning, and iterative
reflection (Armitage, Marschke & Plummer, 2008).

Transformative social learning is presumed to create disruptions and help us generate new
ideas or to have possible break-through ideas to existing lock-in state. To avoid to be trapped in the
state of system lock-in, it is important to switch mindsets (O’Sullivan, 2003; Wals, 2010). Social
learning in its wide interpretation is understood as two-step process: that is (i) changes in one’s
understanding about a topic not only at the surficial level (gaining new knowledge about a topic) but
also at a deeper level (changing attitude, value, and epistemological belief), and (ii) expanding to a
wider social units and generates learning at the scale of social networks (Reed et al. 2010). These
two steps possibly explain the steps of how the individual’s mindset can be navigated to a switch.

Common criticism to social learning is on its verification. Though the idea of social learning
is widely accepted, the concept has a premise that participation of stakeholders generates collective

learning. This may be likely to occur yet it is up to case if such collective learning is intentionally
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designed or naturally occurs. Also, even if social learning does occur, it is difficult to measure its
degree as well as quality. The triple-loop learning process is applied to describe possible effect of
social learning (Bos, Brown, & Farrelly, 2013). However, overall, how concrete steps of social
learning can be designed, implemented, and assessed comprehensively remains a research gap.

3. Proposing “translocal learning” approach

As one method to facilitate social learning for community development, this paper proposes
translocal learning. The main purpose of translocal learning is to obtain new ideas and perspectives
by linking (trans) different localities (local). Locality in translocal learning is multi-dimensional
concept that is explained as the totality of cultural, political, socioeconomic characteristics of one
particular geographical area. Community development in translocal learning means the collective
process by a group of people to reorganize, facilitate, and implement actions that lead them to
actualize their wishes and visions about their community. The act of community development is
seen as a continual process of co-envisioning, planning, and coordinating actions to improve the
conditions of living environment. Local economic, human, and physical resources are harnessed as a
result of community development (Matarrita-Cascante & Brennan 2012).

The concept of translocal learning derives from reflexive learning that helps one to be self-
aware about her or his assumptions or usual pattern of thinking (Danver 2016). Translocal learning
is mostly designed through joint-fieldwork that includes interviews, data analysis, group discussions,
and reflection sessions. There are two main benefits of translocal learning: they are (i) re-examine
one’s understanding about reality by contrasting two localities, one the project participants are
experiencing through the joint-fieldwork and the other the participants originally have connections
from her or his backgrounds, and (ii) obtain new ideas or perspectives that provide different angles
to interpret her or his locality. The first benefit is the process to be aware of and critically review
assumptions that one has to her or his own locality. Such re-examination to one’s locality occurs in
translocal learning because multiple localities, at least two localities, are consistently referred among
the participants during the joint-fieldwork, especially at reflection sessions. This process accelerates
reflexive learning and encourages the participants to re-examine the current situation and potentials
of their localities. Exchange of different views from multiple localities generates the second benefit
of translocal learning. This process corresponds to the process of scaling one’s learning to wider
social units in social learning. The participants are expected to bring the new ideas and perspectives
they gained in a translocal learning program to her or his own localities. In translocal learning,
fieldwork areas with largely different contexts and qualities are chosen. This enables participants
to obtain ideas and perspectives that are often new or less prioritized. By linking largely different
localities, translocal learning aims to trigger wider social innovation.

Figure 1 illustrates how the effects of a community project can be understood within a
single community boundary and multiple community boundaries. When a project is designed
and implemented, its effects are commonly targeted within one specific community boundary
(Community A in Figure 1). Social learning in earlier literature describes the process of collective
learning among diverse stakeholders within a single community boundary. The set projects are to
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address local challenges within this specific community and the participants who build common
understanding and negotiate local challenges coming from a single project boundary. In contrast,
translocal learning links takes boundary-spanning perspective, and this approach enables one to
situate the current situation of community within multiple community boundaries. In Figure 1,
Community B is where one participant of translocal learning has in-depth understanding through
prior engagements before the joint-fieldwork. Community C is the focal community where the joint-
fieldwork is organized in a translocal learning project. In this setting, reflexive learning is designed
to happen among the project participants because reference points are consistently presented
between Community B and Community C. The efforts of community development projects are still
designated within specific community boundary, Community B and C respectively, yet exchanges of

knowledge and experiences will take place in multiple community boundaries.

I. Project understood within
single community boundary

Il. Project understood within
multiple community boundaries

Community A

Community B Community C

Figure 1 Effects of community development in single boundary and multiple boundaries

One might wonder how translocal learning differs from other case study methodologies such as
multiple case study or comparative study approaches. Conventionally, these approaches are applied
when the research purpose is to identify commonalities or determinants of particular patterns, in line
with the research theme. The case selection, therefore, is strictly structured in order to have a few
distinct conditional differences among the cases. Those selected cases are compared by a common
analytical framework. Those conditional differences are commonly incorporated in hypothesis and
also are expected to be the factors to explain the reasons for the appeared differences or patterns.

In contrast, translocal learning is designed based on the idea that “pluralism and heterogeneity
offer more promise for finding creative solutions to stubborn issues than “singularism” and
“homogeneity” (Wals 2010). More specifically, translocal learning stands on a belief that one
can learn new ideas better from people with different attributes than from those who have similar
attributes. Such premise is suitable to translocal learning as it is designed as a process to deliver
transformative disruption that leads to fundamental changes in the way of being and seeing
reality (O’Sullivan 2003). Additionally, in terms of outputs, translocal learning brings ideas and
perspectives at the conceptual level instead of findings based on comparative analysis or practical

action plans. For example, expression of “rural” carries different meanings when the word is used in
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different regional contexts. On the one hand, in rural Japan, issues related to aging and depopulation
(e.g. asset management, public services, loss of traditional knowledge) are widely discussed. On
the other hand, in rural South Africa for instance, issues related to development (lower income
households, lack of basic infrastructure, education for youth) are often associated with rural areas.
Conceptual differences appear clearly in a translocal learning project because the participants
provide diverse references during reflection sessions. This process offers opportunities to learn

alternative perspectives to interpret the participants’ own localities.

4. Practical application of translocal learning

This section explains the practical application of translocal learning in four steps through
introducing the ongoing translocal learning project that the authors are currently operating. This
project aims to provide an empirical case of translocal learning through a joint-fieldwork on
the theme of rural entrepreneurship in Gojome town in Akita Prefecture, Japan. Below, the four
steps will be explained based on the activities and findings from the project’s first joint-fieldwork
conducted in Gojome on August 2018.

Translocal learning is designed in four main steps, that are (i) Identify locations, (ii) Team
formation, (iii) Joint-fieldwork, and (iv) Reflection (Figure 2). The first and second steps are done
only once at the beginning of a translocal project while the third and fourth steps are repeated in
each time of fieldwork. Space of translocal learning is created during joint-fieldwork and reflection

sessions both formally and informally among the participants.

1. Identify 2. Team 3. Joint-

locations formation fieldwork 4. Reflection

Figure 2 Steps of translocal learning

Note: Translocal learning team is formed with members from diverse affiliations who have willingness to work with
actors from different fields of expertise. Space of translocal learning is created within joint-fieldwork and reflection
steps. A series of joint-fieldwork are organized to share diverse perspectives among the team members.

4.1. Identify locations

The first step is to identify locations where joint-fieldwork will be conducted. The identification
of locations is based on the theme and the availability of local coordinators. Because the aim
of translocal learning is to obtain new ideas and perspectives that facilitate social learning for
community development, it is recommended to choose locations with a common phenomenon
yet with largely different social, political and economic situations. Those differences in locality
offer a greater degree of learning to the participants, compared to a study focusing on the locations
with similar settings. Essentially, multiple communities’ perspectives are incorporated by having

participants with deep understandings of different localities.



Translocal learning approach: facilitating knowledge exchanges across communities with different localities

In the ongoing project, “migration and local entrepreneurship” is set as the theme for the
fieldwork in the two locations, Akita in Japan and QwaQwa in South Africa. These two areas
represent typical context of rural regions in these two countries and experiencing constant in-
and out-migration of young population. We observed that often those entrepreneurial-minded
people are in-migrants from outside or returners who are originally from these areas and stayed
outside for several years. This is why the authors identified the relationship between migration and
entrepreneurship as an important topic for Akita and QwaQwa.

Gojome town is located in the central area of Akita prefecture (Figure 3). The total
population of Gojome is approximately 9,200 as of February 2019. Together with its neighboring
towns, there are about 20,000 residents in this area. Local economy of Gojome has a foundation
in primary sector and the town is known for timber processing and sake brewery. However, the
town has been experiencing continual outflow of residents, especially the high school graduates
and those in their 20s. Decline of young population inevitably pushes the ratio of elderly residents
higher. In 2018, the ratio of those aged 65 and above was 47.1 percent. The town represents the
phenomenon of aging and depopulation that Japan is facing nationally. In response to declining
economic and community-based activities due to aging and depopulation, the municipal
government of Gojome has been active in promoting business and community-driven projects
through provision of sharing offices, financial support to create public space, and guided tour to
visitors meet with local entrepreneurs in the town. The authors of this paper have built a close
relationship with the municipal government, community development officers, and entrepreneurs

in Gojome through education and research activities in past six years.

Gojome
town

Akita Prefecture

Figure 3 Location of Gojome town, Akita Prefecture, Japan

4.2. Team formation

The second step is to identify project members. In translocal learning, the members are
selected from diverse backgrounds and expertise. Ideally, the team should be formed by diverse
actors such as researchers, entrepreneurs, NGO and NPO officers, government officers, and

local residents. There are two conditions to join a translocal learning team. The first condition is
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possession of in-depth understanding about one specific locality, through direct engagements such
as case study, community development projects, and social outreach programs. This connection
to one locality is required to experience translocal learning because the participant’s knowledge
and experience of her or his locality is utilized as a reference source to enhance learning both at
individual and group levels. The second condition is an openness to an interdisciplinary group
setting. Translocal learning does not provide a space to advance knowledge or skills in one
specific field. Instead, it provides an interdisciplinary and transdisciplinary space for one to build
multiple ways of understanding about reality. This happens by exchanging ideas and perspectives
among the participants from diverse backgrounds. Such environment would be challenging for
those who are not willing to explore outside of her or his own field of expertise or worldview.
Therefore, openness or interdisciplinary-mindset is one pre-requisite to those who join a translocal
learning team.

In the ongoing translocal learning project, a team of 12 members was formed. The members
were limited to researchers because it was the first trial of translocal learning. However, they
are selected from diverse academic backgrounds, namely Agriculture, Chemical engineering,
Development studies, Environmental studies, Geography, Rural studies, and Sustainability Science.
These members were selected through the network of sustainability research through a project called
Education for Sustainable Development in Africa (ESDA) which has provided funding for Asia-
Africa knowledge exchange, especially on the theme of mutual-learning between the two regions on
sustainable development '’ . Through the network of ESDA, the team identified five scholars from
South Africa and Nigeria and two scholars from the Philippines and Thailand. In addition to them,
three five graduate students from China, Mongolia, Philippines, and Japan joined the fieldwork.

Those members who joined from Japan served as facilitator and translator during the fieldwork.

4.3. Joint-fieldwork

The third step is conducting a joint-fieldwork. The main purpose is to build a common
experience of field activities and have continual discussions on a set theme. In this step, the role of
local coordinator is important because this step must provide enough materials to the participants
to obtain in-depth understanding of locality. This is done by visiting key sites, conversation or
interviews with local residents, and observations of local activities. This step is to ensure sufficient
understanding about the study area that is necessary for the participants to interpret what they
see and learn in the area with referring their own localities throughout the fieldwork. The local
coordinators must have both in-depth knowledge of the area as well as good understanding of
research structure especially in qualitative research.

One joint-fieldwork was conducted on local entrepreneurship for six days in Gojome. It started
from an introduction session that provides an overview of aging and shrinking society in Japan,
its implications in rural areas, and the current situation of Gojome as well as the town’s initiatives
on entrepreneurship. Figure 4 shows some of the activities in the fieldwork. The participants had
guided tours in Gojome to obtain a holistic understanding about its locality. This process includes

learning about landscape and history, main economic activities, local governance system, people’s
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general perceptions and sense of attachment to the area, and current challenges the town faces. Local
entrepreneurs are defined as people with an active mindset who makes concrete actions to improve
the quality of their daily lives in the fieldwork. Therefore, the informants were both business owners
and those initiators of community-based projects. The team interviewed entrepreneurs in six projects
in total that include café, art gallery, operation of public space for mothers with small children, and
renovation of abandoned houses. The interviews were to learn their motivation, type of support they
have received through both personal network and public support, challenges they are facing, type of

support they wish to have, and future vision of their business or project.

Figure 4 Joint-fieldwork in Gojome, Akita prefecture, Japan

(Left: learning about local management of forest and farmlands from one local farmer,
Centre: Interview to café owner (entrepreneur), Right: Group reflection session)

The fieldwork found that those six projects are all driven by the initiators’ sense of creativity. It
was an expectation that those project initiators were driven by social business to address particular
local challenges in Gojome. However, it was not the case and they mentioned local challenges
are not major part of their motivation. For example, the owner of Ichi-café (Picture in the center
in Figure 4) told us that her primary motivation was to create a space where her close friends can
gather and chat about new ideas for business or community-based projects. She chose café not
because she wanted to offer her own cooking to customers but she thought serving lunch and coffee
would make it easier for her friends to come by. As a result, her café serves as public space where
people organize workshops, language classes, and meet-up with visitors from outside. Without
the intention of the owner, Ichi-café became a shared place where local residents can gather and
organize various events.

The second main finding was that the role of intermediaries was critical in the projects of five
entrepreneurs. There are two particular individuals who helped to connect the project initiators
and people with different kind of knowledge or skills, especially in the early phase of projects. At
the same time, these intermediaries were serving as informal mentors to the projects. By drawing
social networks of the entrepreneurs based on the interviews, we realized that those intermediaries
are often playing a role to connect different groups of people both within the town and between
inside and outside of the town. Based on this finding, it was recommended to the local government
to develop a policy to support intermediaries along with the existing supporting mechanisms for

business incubation.
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4.4. Reflection

The fourth step, reflection, is the integral part of translocal learning. During the fieldwork,
daily reflection and final reflection sessions are organized in order to deepen both individual and
collective learning of the team. The main purpose of this step is to identify ideas and perspectives
to be shared to the localities where the participants originally have connections. The discussions in
reflection sessions are to bring up general findings and comments to the conceptual level. By doing
so, what is shared in reflection sessions can be applied to other localities regardless of the contextual
differences among them.

Discussions in reflection start from sharing ideas that address the challenges the participants
observed during the fieldwork. Diversity of the participants is important resource in reflection
session that creates a space to be aware of and carefully examine the process of knowing and
learning new perspectives from team members. Participants are encouraged to verbalize their
thoughts and ideas with referring to knowledge and experience based on her or his locality. The
discussions after sharing individual reflections are shaped as collective learning. One reflection
by the participant from Nigeria was about how the researchers’ group can engage with the local
community for research and educational purpose. He explained to the team that in rural Nigeria,
people would ask researchers for immediate and visible outcome that will help improve their living
conditions. This has made their educational program output-oriented without much of space to
build collaborative relationship with rural communities. He found that both local coordinator to the
translocal learning team and those intermediates who support local entrepreneurs offer one specific
function to the community, which is linking people from outside to the local residents. Another
point raised by members from South Africa was about people’ motivation for entrepreneurship.
In the context of South Africa, rural areas represent poverty, low education attainment, and poor
condition of infrastructure. In such situation, entrepreneurship is commonly framed as livelihood
strategy. Regarding the motivation people to become entrepreneur, most of them wanted to come
out from poverty. In the fieldwork in Gojome, the participants found that those local entrepreneurs
are driven strongly by the process of self-actualization. Those activities and businesses operated by
the local entrepreneurs in Gojome are largely based on the individual’s creativity. In fact, very few
of them mentioned that their business or projects are for the town in spite of the fact their projects
have significant contributions to community development. Those participants from South Africa and
Nigeria realized that entrepreneurship can be driven by people’s creativity.

Participatory approach is suggested in social learning as a method to build common
understanding and negotiate among stakeholder groups within one project. Here, it is assumed
that the stakeholder groups would naturally collaborate and build relevant knowledge. However,
participatory approach could also generate irrelevant and even possibly negatively affecting
knowledge among the stakeholder groups. These possibilities are often not well considered
because the effects of social learning can only be measured in relation to the project purpose (e.g.
conservation of urban water). In contrast, the reflection sessions in translocal learning is a designed
step to facilitate communication among the team members for the purpose of generating a set of

common conceptual findings that can scale out to other localities.
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5. Concluding discussions

This study proposes translocal learning as a new approach to design collective learning for
community development. The core idea of translocal learning is based on social learning theory
that explains scaling of one individual’s learning on a topic to wider social units through social
networks. Social transformation for sustainability requires changes of people’s ways of thinking
and learning. This process includes changes in people’s perceptions and values. Any initiatives
aiming for sustainability become complete when particular values that support sustainability
initiatives by people is widely shared. With this regard, the idea of social learning is conducive to
wider sustainability topics including community development. This study introduces the four steps
of translocal learning with concrete examples from the joint-fieldwork organized by the authors.
Some of the key features of translocal learning were verified by the empirical observations
during the fieldwork. Three key features of translocal learning were suggested through the joint-
fieldwork.

5.1. Re-examining assumptions and conceptions

By having participants with connections to different localities in the joint-fieldwork, it
became possible to have multiple reference points when discussing the findings during the daily
reflection sessions. This particular condition enriched the analysis by realizing new perspectives
such as meaning of rurality, drivers of entrepreneurship, and role of intermediaries in community
development. Obtaining these new perspectives allows participants to re-examine the assumptions
and conceptions they have established originally in each locality that they hold as their background.
This process of realizing one’s assumptions and conceptions is uniquely designed in translocal
learning as a part of collective learning based on the diversity the participants bring into the team.

5.2. Creation of interdisciplinary dialogue

Translocal learning provides a unique opportunity for interdisciplinary dialogue. Building
shared experience through joint-fieldwork is critical in creating such space for interdisciplinary
dialogues. It is commonly said in an interdisciplinary setting, some terms are used in different
meanings and that hinders smooth communication among the people who come from different
academic backgrounds. Working with people with same or similar background is efficient and
often more comfortable because of the common understanding of terms that come from a shared
worldview. However, dialogues to clarify worldview of each member need to be intentionally
designed in a social learning project. If such mechanism is missing, those participants end up with
only exchanging ideas at the surficial level and co-creation of knowledge would not happen. One
achievement of the authors’ ongoing translocal learning project is the creation of interdisciplinary
dialogue among the participations. This was possible because the fieldwork built a shared
experience that aligned diverse views to one concrete setting. One key factor in the project that
enabled the team to be successful about having interdisciplinary dialogue was the epistemological
agility of the members. The methodological approach is often identified as one ground challenge in

an interdisciplinary research because borrowing methods from diverse fields does not only mean
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applying practical analytical process but also incorporating different epistemological stands (Isgren,
Jerneck, & O'Byrne 2017; Olsson et al. 2015; Von Wehrden et al. 2017). Epistemological agility is
considered as one key competence to be nurtured in interdisciplinary training (Haider et al. 2018).

Translocal learning is one possible method to train this competence.

5.3. Socially robust knowledge

Translocal learning encouraged the team to discuss socially robust knowledge. Given
sustainability challenges are highly interlinked to each other, knowledge to address them need to be
applicable to real-world settings. This process requires awareness of the researchers in producing
socially robust knowledge (Miller, Mufioz-Erickson, & Redman 2011; Scholz 2017). The team
realized that each member has different expected role in their own localities. This point became
evident when the expected roles of program organizers and the local coordinators in Gojome became
clear during the fieldwork. They both were serving as key intermediaries for the town to have access
to niche networks. The local residents can obtain new ideas and perspectives through such networks.
Translocal learning was found effective to influence the individual participant’s understanding about
community development, especially on the topic of local entrepreneurship through the organized

joint-fieldwork.

5.4. Translocal learning approach as a mean for knowledge exchange

Translocal learning approach is a designed process of collective learning that facilitates
knowledge exchanges among the participants coming from different localities. Joint-fieldwork is
prepared as a learning exercise in which each participant is expected to be reflexive and provide
different perspectives to examine findings based on the knowledge and experiences they have
from their localities. Translocal learning approach differs from comparative study approach on the
point that the main focus of translocal learning is the collective learning among the participants
while the main purpose of comparative study lies in identifying influencing factors to achieve a
particular condition. Comparative study approach naturally leads us to hold a notion of “advanced”
or “successful” cases. When such liner perspective is applied, knowledge and experiences are
often “transferred” from one end to the other end. In contrast, translocal learning is developed as
a mean to “exchange” knowledge and experiences among researchers, practitioners, and residents
of communities. This implies an equal relationship is assumed among the participants and the
communities where joint-fieldworks are conducted in translocal learning. This perspective of
translocal learning support researchers to go beyond the conventional methods of selecting case
study sites. Linking communities coming from largely different localities, for instance linking
communities from Asia and Africa, is even much encouraged from the perspective of translocal

learning.
5.5. Next steps

The empirical evidence of current study is limited to the first joint-fieldwork in one translocal

learning project conducted in Gojome, Japan. Further fieldwork activities are necessary in order to
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enhance translocal learning of the participants and discuss the effectiveness of translocal learning
approach to harness social learning for community development. It also needs to be monitored if the
participants applied what they learned in a translocal learning project to her or his own localities. If
this has happened already, it would be the evidence of social learning, transferring of knowledge to
wider social units. Studies to evaluate the impact of such scaling of knowledge from one individual

to a wider community will be critical when discussing the scope of translocal learning.
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X (1) =25.410, p =0.000 X (1) =4.781, p =0.029
REIZHIT2 REIZH1TD
ABERIMIRDEIKLT NEAZRIRDEICXILT
THnibpy s | TEER AR Ty FEm | TEE R ISR
Life | EH 577 129|  Life T | EH 526 178
s [(V=708)| o 81.7% 183%| | s egn |V =199 og 74.7% 25.34%
DEBEG 6 : 3 | prEmn 6 7% 3
FaltE | Lz | 492 149) | SELEN Lz | e 452 197
e |V 64D o 76.8% 232%|| e |V =649 o 69.6% 30.4%
X (1) =5.073, p =0.024 X (1) =4333, p =0.037
HIKICHTS
AEERIMIRDEIHLT
THLEfy Em | TEE &R
on Life | EH 331 341
r,\l.e.,n:atlon (N =672)| o 0 I
DEBEER % 49.3% 50.7%
fgé%f‘; Wz | ER 265 364
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x%(1) =6.645, p =0.010
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ﬁﬁﬁ*%ﬁui(ﬂhmﬁ)@ﬁmbEikhkﬁ%h&#ohkbyﬁﬁ#%%ﬂ?%o
IHTORER, RIIWRLIED | PRICET 2 ANHEAEMIIR 2 F5oicnt L T, TG
B (BEA T 3Y) E AT TR BRI EGD E ) B IO T, T AR
THH D= 2 — A 2808 . RKHOM@I L)« sz 3% 5, T#EaREIcH D M
R VT 4 PIHEEI~NOSNMFESH » ; LA T, TLife Orientation D2EEFRERIC & 2 &
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FRICHEITIABERNMIRDE L THMIEA 1FEM
B ZHNE Exp (B)
PEIFEEIIHLT
1054 0.026 0.178 1.026
124 0.012 0.183 1.012
TR : 0.336 0.182 1.399
B EENREEE 0.389 0.247 1.475
ikt : BB ER 0.361 * 0.158 1.434
HROFLEER  MFREOESDORAHY -0.177 0.301 0.838
BEDZ1—XIChZ58E 0.317 ** 0.106 1.373
KBEOBILA:
BRANEHITBTT -0.139 0.162 0.870
RigLHITBTY -0.168 0.169 0.845
HA Ot Db TARIT -0.121 0.279 0.886
B RO DSANEMNTS -0.223 0.233 0.800
2R—YET S 0.288 0.188 1.333
ERETERTD 0.375 0.258 1.455
FLE-HF—LETD -0.131 0.183 0.877
E—LIZFK -0.042 0.177 0.959
x5 0.360 * 0.167 1.434
RIUT4T7FHZSMT S 0.521 0.279 1.684
BIZAHE IS, ADABLEY, RIAADTND -0.251 0.151 0.778
Z D1 0.097 0.217 1.102
REMBICRYBBORI T4 T EBM~DSNERHY 0.159 0.154 1.172
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BATITIRR—YEH~DSNEERHY 0.121 0.178 1.129
HATIS ARV EE~DSMEEHY -0.089 0.191 0.915
Bm72YVAERTITS ERERREE~NDSINERHY 0.090 0.262 1.094
E72YAEN TS EERREE~ DS INEBRHY 0.032 0.331 1.033
FRICETPERDABDODARLDT B DEE -0.005 0.098 0.995
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HIBICETEERDABDAREDT B DEE -0.113 0.099 0.893
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REICETENEDALED R TS DHEE -0.014 0.106 0.986
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EHIE -1.861 ** 0.597 0.156
Cox & Snell & 0.105
INagelkerke R 0.143
2R E 1167.929
| x XiE_(df) 106.103 (32)
ETIDEEME 0.000
N 953

**: p <0.01, *: p <0.05
SBHATI) FRICBITHARE BRI E VIS LTI BRI E R
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F. BRELTIE THETY) KL TEVESZBOTwAHABRs NS T, THT
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x4 FraFURL (BE/ER) CBEHLIZHIBHONNT (ZHERE) & FiE

EEH | OCEH AEMHE| FH9E |BERE
BE72UVARNENSRBIREIEA S (N =1512) 94.3% 5.7%|  0.000 3.59 0.650
BE7IVAANZ tEDOAN L LYEFTEENHD (N =1488) 37.4% 62.6%| 0.000 2.19 0.949
BT IUhIZEENTED STz (N =1495) 90.2% 9.8%|  0.000 3.58 0.789
B7 7VAOERCEENFE (N =1502) 87.0% 13.0%|  0.000 3.43 0.885
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BEH | AEH |AEREER| TiE [RERE

FRTONEBHEEZRESED (N =1511) 92.5% 7.5%|  0.000 3.60 0.710
TKEADETIVAANNEIZED (N =1455) 76.6% 23.4% 0.000 2.99 0.797
T=-{SADHEDANRNET IZVHIED (N =1497) 85.3% 14.7% 0.000 3.31 0.806

SNEDALATOADYYH— F—LDEEIZIED (N =1500) 70.9% 29.1% 0.000 3.02 1.000
HEDADBR TG RIZAD X TT IS (N =1501) 37.4% 62.6%|  0.000 2.22 1.099

RIZ, F¥aFr) AL b AR BT I OfEEE R T, K6 IR LED,
FatrV AL (AE/%E) | %b%?xuus%bfiZO@&ﬁ(@%@Eﬁﬁ@
A1 ETH B 2 L pIEHE) sz, B 1id, TH7 790 A AR, E O A%
I FELEH B, THT7T 7V AIEENTE oy, TH7 79 5 0 ETREIE LT
X7, TEH7ZZ7YAEHREE Lo EEBEOAMBEEZRL TV I END,
"7 (N) ICRLCaB B2 Hn, LA IENTES, £/, T2l
M7 79 AN, BEOANL XD HFERH 2 Lo HHPADAMEZRL TV
21T, TH7 7V A ENE»SBREIREZ LS\, 2 TH7 7Y hoOETPEE
WIFEE ) Lo HEENIEDAMELZRL TSI ER2S, TH7 (N) oL THE
BRI OBBRE 2R, ERAB I ENTES, i, ETIRLEED, a2
TV R (FEEREPefrE) cBIb 2k, Il 1 o (Wo RS
DGR 1A ETH 2 2 E3HE) THY, 7K SADET 7 ) A NBHEICf T,
7 SADHED N2 D7 7V AicfEt ), THEO AR 7v Dy v Ah— - F—L D
Bleks) ® MEOADBRRATY VIR ADXF ¥ 7T Itkhb) Lo EHENIEDHE
fifEZ R LT 206 M7 (N) DSEEREED ISR 2 2 Lo d 2 5@ RRakE
LHABZENTE S,



Fi7 7 VU 2 3ERIE O R ARl ) FEE O DS, BicBly 2 —F%

#6 F¥aFrUXL (BE/EE ICBELIHIEBEHOEIRS DT

SHEBASh =2 B D& 5t 5175
VHOEEE 5
By | &t [ DB | FiE% 1 2
1 | 1.790 | 35794 | 35794 [|E7IUAIEIHENSREIREZENZL -0.298 0.760
2 | 1.062 | 21.235| 57.029 ||[ET77UAANIE MEDOANZLYLFTEELHD 0.421 -0.425
3 | 0895 17.893 | 74922 ||[E7IUAICEENTEMNST= 0.734 0.245
4 |0686| 13713 | 88.635 ||E77UHDEIOCEEAFE 0.690 0.472
5 | 0568 ]| 11.365| 100.000 | |[72UAIE—ELR 0.713 | -0.141
=®7 F¥aFVUXL (EBEMEHbE) (CELHEEROERD DT
SRBASh =R EBDEET 51751
DHDEEE D%
e | Bt | ED% | FiE% 1
1 | 1.616 | 32328 | 32328 ||¥KRTHNEELBTERESES 0.291
2 | 0999 19981 | 52309 ||f=<SADETIIHAAINEIZED 0.442
3 | 0967 19332 | 71642 ||/={CADHEDALILETIVHIZED 0.455
4 | 0856 | 17.116 | 88.757 |[SAED AN TODHvH— F—LDEEIZLD 0.784
5 ]0562[ 11.243 | 100.000 | |t EDANRTYRIRDFYTTUIZHS 0.717

BBIC, 6 LRTITRLEZ3 DD DT E A & Life Orientation O 22 EFEER IC X
2t L OBIROZAL & DBFEIC O WY 5 CEEEDZDRE),

IHOFER, T’7 (N) IR L TABRE RV IEEZCE, & TFH7 (AN)
DEBREE N2 5 2 TR 2 HE R 1cowTE, MEAERZER s Nk
Pot, —HT, Z8odbh, TM7 (N) ICHLTHELEZEE 2 MEA, 2oV TIE,
Life Orientation D7 # &8k & ICHEITNICHE R ZBEI R ok, 22 Tlk, FAEROEH
FEERIC X B Mthas & DBIROZ 2B L T 28 IE, L TuianyaEHE LD b
7 (AN) IR LTHMS & 25 %2 fu < fEm)y 755‘[{1‘1%113")5’95%%73‘%6&%:@“6&)60

% 8 Life Orientation DHBRERIC L 2tFE L DBEFROELE 7 (AN) IZXHLT
BELEE*BUER] LOBEDOHT (FHEDEDIKRE)

Life OrientationMFE#EER| TE7 (N ITHLTEIEE 2% HE MRE FHE

LB ELDOREZRDEL | BEEEUER IO ENE BE () HEER
ZEikHY (N =717) 0.12 0.925
ZEIbAL(N =674) -0.13 1.060 4.756 026 0.000

Ebhic
AWTIE, M7V — 7 ORISR ) EE 2 R E L 7 E R D fs H 2
IZ. Life Orientation D2 FEERIC & 2t & DREBROELICEH L oo, EHFHD T4
fhey ) EMESHT Lz, BRI, BROMHER GR) 2FLdDD, BEEZERT 5,
F1I2, WmEERICE T % Life Orientation D2EE I X 0 b & DR O ZEAL 2 {85 d %
Zr ., FEHEOFRICEIT B NEAZMIR 2 #E o Tk S (TEbEEy ) Sk



SR EOHE

g U <) % S EMICERED L & 1 2 W EDSE v I mEIF e g, RidOmE D |
Life Orientation (2 B9 2 DI CTlE. #2113 Jacobs (2011) 12X b . B 7 DKl
BRI EEHEDREFICERZED 222 L5 L T0ARAVLDTIEZR VD E V) BRDHR
ST, ZD L) S, AT, EEEERE D Life Orientation D4EEIC X 1 75
LOBIROELZ R L 722885, 29 TRBRVEFRE LIRS L, D EHERRIC
B2 NFHZEBIIR 2 8k LT, TR, X b b THNERY, & & 2 28152
oD Thsb, 2L BERPGIE, BIEEOE 7 ICE O THEFRD, #EHD T
Atts ) BRA@Ed, o) THAERS ) BEcBT 28E 08N> S —~ED1%E
ZRELTVREN) I EDBHETEEE A9,

B 212, EEFLICE T B Life Orientation % %738 L 72 2 & b & DBIROZ L% FEER L
7B DNFE AHEAZE R 2 S 1289 2 THNERRY ) 2o b (TbEry ) & B L <) &,
R E VAT, & ST NEZERIIHE 2 B0 IS BRE S LTV 2 ATREEEDSE L &\ 9 A%
\F 54 %, Life Orientation D2F B FEERIC X 2 filb# & DEARDZAL & Hulsk i B 1) 2 A4HE A 225
R 2 B ISR 2 ATEE RN IZBDEDNE LA E RSN Ad o7 2 BT AT, FER S,
2BV NFEZETINIR 2 #1209 2 78R B L AP REICE T 2 /HE AR 2
PRI 2fTEIE RIS DWW TE, BCIEBEES R s N b oo, EABREFEOMOTH
EHEENTT 2 £, FABBIOERERIC X 2 & DBIROE L E DB ESIZEA R 6N
2 BRSO C EWRR I NDTH B, ZDIZ Lo HERD THIE) 123,
BT EXNRE VI REMNEDSH 2D TR RV E W) HIMEETE 27259,

5531 EEIIC B 1T B Life Orientation D 1IZ K 2t & DRIROE(L O E TR
7 (N IR L CHBEESE 2, SIcBEERR SN 5T, TH7 (N) 23
BRPEE DT 2 2 2 L TAT 2 HE AR ER . & ICEBIERIZ A E RN Wv E W)
BEFOND, MT7IRRKDL S L 3B e 2RMEROLLSLNTELD (g
BT 2018) , AfERAEFICBEARAALLE E T 5 & BT ORBED FEDA D%
L2 DOBE AR L T EF LRI, RIS T3NS % EMRT 3 2 &
bTE2, LrL—A7T, 2FE LdEEED TM7 (N1 OEEBICRT 2 ZF M
) —— THE (N) ) DPEflEE MR —— 23RS 37z &0 ) RSO MR % 1
25 . AT BiF 72285 THE (N) ) axf LT Prb iy aEaE 2 v T
W3 EIEFFAR, TLAKRERD S IE, AT LIF 7228 EN, FrarV Aoz
BEE L2 B2 T3 EE2EHT22L6TEREE A9, LiEWIbon, K
T LF 7 gB]EO—EHD, TH7 (N1 2RBTE2AR—YDF>ar) - F—
LB 2 HENOBERENZE L T2 L LIHHADEBRT LI EIETER Y, 20D
CExREFEZSL L, AMNIICRBING L9 &, BROME 7 OREERIGHE ) FEHEH
T3, 72 aFtilhbDreRETHEEICET S TAE (N) ) ~DPEhiE R LT,
Life Orientation (Z\22>72 2B & 2> 1F % L4+ 2 D DFEM KR D, SHBOMFEE 725,

fifid
ARz, EFot-LE (2016 4F) @ ZMEBELEZLDTH S, F7-. AfEiE,
2012-2014 4E [ HA AR LA R I IFZE B3R E 12 X B R0 —HTh 2,

YA
5]
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2)

3)

4)
5)
6)

7)

8)

9)
10)

11)

12)
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R4EAIT T5Z A (reception) £EF 721 1 FEEDHIEE) DP4ETH % (DoBE 2015, p.1),

ARG HTRGR L 5 2013 4RI FEME L 722 EFIHEI A IS 2N U 725288 1. 12 44213 NCS G10-
12 12¥ > 728, 10 4E4 & 11 4EAE 1 CAPS ITih - 7228 I LA T iz,

P 7 HEBERE A D, F T O AR L RAISHR AR 2 R & L7z SNAP LIP3 &7 — %
RIEICF E OB L D &, 2013 24 1KE, 7 ORVOEERIHE ) SIREOEIX, T
AT 2,460,662 A (ZgE 1,311,495 A, 5% 1,149,167 N) TH b, W7 — 7MTid 181,246
A (ZePE 101,362 A, 5344 79,884 N) T&H -7 (DoBE 2015, p.10), % 7= 4 7 FEBEAE A3 12013
fEFaF N o7 REEERRSGE, Q044E1H) 2RIcEtokT—FIck 3 L, 2013
ORGP AERKERBROGKERIE, M7 2K TIZ782% TH Y, W7 —7MTIE85.1% T
Ho7: (DoBE2015,p.24), ZD X9 %h, AREETHD LF 2 A @840 3 B, FEABRE1%
H (2013 42418F) 258 7 R0 T — 7O X D b Ew &) REEIF o s, 2T,
E 3 8IE, M7 DR THHEZE - BN S TV 2 BRI E LTHRIFB 2 L3 TE B,
FEE O N> 7 3 B EERE D DL ESRRIZE D 7 FH2 MMRETE L LT,

FUC ) R 7 AR A 2T (2012) Z22H L DO L 2EWHETH %,
AEREBRICNL T, THED By 41 TEok R, EEALEDOEEZ, Bied A
DAL EDZRIC DB TIE, 2L 23.1%, FKEEIZ 61.0%, Hilgild 42.7% TH b, SHED A%
E DTS DO VBT IR, 2EE1E 44.2%, FEEIZ 79.7%, Ml 66.4% TH - 7= (ERHRIZIE, #
B NFED AL L DORFIE, PN 0.7%, FKIEIX 2.1%, gl 2.4%, SHED A4 & DA,
R 1.8%., FEEIF 2.5%., HuIZ 1.9% TH - 7).,

FA LA DT RAEHE D 72 > DBRIFZE2 (2005) & | HUGARERIR QBT 2 E 2 H (2003)
THEKRIN T HHFERIDRIE (TSEXE) £ ST 5 00, FRHFER -5 AKE = (1986) Tu»
L —HEOW\ — &FEE) L7z Tl oo 4 @G OnsEs, Bk, HEdg, wEs)
22 L OO L 72 EREE TR I L Tw» 5,

TOHH D= 2 — ATl 288 | 1, HESTBERIGED 72 O O BEEIZi2 (2005) %2, T@
HKRHOMZ L, & TE®FELNTOIERBI~DOSIRER ) 13, IS NBEIFECSERISE (44
SBORIHNY) (2009) 22 L O>OER L EREETH 5,

FZofthy &, HISEPEDHFICE L VEIEIEGEENL 7O, D 6RAT 2,

TR 2y R BERAWZEHT (2003), NHK BOXSLIHZEATR (2004) 09 A 7 HA R A4
2% (2012) 22 LSO L ZZEMEBETH 5, FEOEBEZHI %L LT, #i
ZATID - FAS (2016) RIKIT (2019) R EMzEFon s (BlcARE & OBEBSE LB O
ZE T, 2010 4F & 2011 4EICRE 7 P67 — 77 O AL ) 8 5 & W RICHENE S 1L B R
ML D —TBIFED B 3HT - BEBfTON TV DS),

AFICB T 2 FHEDOZDRE Tk, 5% KEDT CTHEADRA OGNS T EITMAT, KA -
I (2008, 64 H) THAINTWBEHE Y — b+ (Microsoft Excel) (http://www.mizumot.com/
stats/effectsize/xIs, 2014 4E 9 H 19 HEUE) ZH v T, 31ER (@) OMEZ2T\v, $ER (@)
2302 GhHEEAN) DLEDY DEFHICEKOH 2D ERADZ I EE LT,

FraFr Y RXn (AE/EE) ON.TZ5B5, &L TEbotwzidz i85, %2 THER..
Fet ot wziEZziI9lEbawv, & T25-bkw, 2 THER, &L, FyarURa (H
BRiEPEftE) o, TERT 2, & TELo0EWZIEERT S, 2 THER,., T&boht



SR EOHE

WZIERNT 2, & TRET2, 2 THER, & L7k,

13) "TAZV V7RI A, Lk, B7DI77E—=DF > ati - F—LDEHRTH 5,

14) FENRZZE (B CEMEH IR 20055 2 72 DR 2 i IE T E 2 wds, ARSEHD
P L RBEOEREE S S NIRE (2019) TiE. B 7T — 7 O EEEER 28
9B FE (104E4 & 1HAEE DR 877 H) 2R & L 72 2010 4E OB IMEHH AR 0 bt S 2 JE 1o TR
TED T4 ay) ~OBELRLED T2 4> ayv) OREE — T2 a v, OBELN
—— DSERFICATEL 5 %0 (112019, 53 H) ZEepmInnTws (AL TIE, 2010 4 &
2011 FEDFE (11 4E7E & 12 203 849 ) fE RO tHE) biTbiiTwsa, »i
NOHH b HIHNERZOBEL S FHEOZEZIZEA LR N Aot INTwd (K
2019, 54-56 H)), RIS & RO OHERIIMQFEBROMEIZ R L TWw5 LA 515 /AT,
FAHAOTETCEREIN TV AR» ok THEDODANRA TV IR I ADF v 7Tk D)
EVIHTHHICEHT 2 &, BROM 7 OREERIGE ) 2EED THM7 (N)) ORBUZBITS
THHE (N) ) 1oxd 2 i OB IC S IEE 2 T 2 08035 2 L 5257259,

2% 3k

NHK fBGE AUIFZE TR (2004) TEUVHARAN O EifEE (o k] (NHK 7'y 7 A [1019])y HA
BOE IR 2.

AR STERMEHED 72 D DBOREITES (2005) TR Z 28 0E ) OFRE GEHIRK) J.

SIS (1997) THeA: & v T & ) BEIGUNGHR TIAE 0 75~ (G 220 D fh 22 55 4 48) g BASCHE 11-27 H,

WITERE (2015) TRg7 7 ) AERIENCE T 2 T4, D7D DHFICPIT 2 —F% — iy — 7N
DEFELR 2R E LERBOEOEAWVITER LT —) THB#HE %, 50 5. 89-111 H,

WOEHE (2018) TiiRthe L ABE O, SHRBEE, REGZ - MARERS (8Etha
% (MINERVA 13 U CHEREI 6) s 2 1T 7EE., 67-79 H.

WITERE (2019) THEERNAR AR =Y « A XV MBI 2R E Tt e ) ZikicBT 28% —
7 7 ) A SREE 7 — 7N OE AR ) A EFICE R 2 HTT —) THAEZRHEYI 6
%, 47-60 H.

WOEHE - FAREE (2016) TTHAR ) 12230b 2R EGEROBUR & MG ) RAAREE - FHAR W Tk
DS —FraFr )Xo, F7, A ARk —) KERREth= 7« ¥ 2, 224-241 H,

vaxy, H (H#HEER) (1996) THMil7 7V 283287 79 A~0 AOBH), JIHEA -
MR T 7 VA LRF—~ v T IBMEE 77 ) AFR —y SEHEE, 169-188 H,

R R DI IE A EE A (2003) T O ADKED & > kg (http://www.mext.go.jp/b_menu/
shingi/chousa/shotou/040/shiryo/06120716/005.htm, 2013 4 4 H 15 HEUS).

F—VL A, C.A. UNEEKER) (2012) "REFHE - HEH - 2 L ULFERE — o — L ltRics
323 F4 Ay 7DY Ly~ —, 0—4%— H, 7597, P, T4 58—, ], "L¥—, A
H. i G - EKZES - DAEERRER) T7a—ufl - #4288 & 5E 2— Uk & A5
DEHRY —y HHEREHRE, 107-139 H,

NN BCRERE T (At 2 BORIHY)  (2009) T4 8 [T AL E 4 EikF & (hitp://www8.cao.go.jp/
youth/kenkyu/worldyouth8/html/mokuji.html, 2016 47 H 7 HHE).

FEHTEIL (1995) THEx0f%k - PO TEHL fefaht - BEHYEIL - (R e T3 25 () —
R E e by 4) g BECRERS, 177-226 H.
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RE oy L EERAGTAI (2003) TEKAEDP S AL THA) —FvaFlhbo~oEE — (£/
777 ki Vol.69) a.

BRRA] (2017) T SULETE OB — A 10 A E O BEBOR £ B RBOK —1 WAE)E,

KA - FTNEL (2008) THFZERR SCIC 36 U 2 20RO WE D 72 1 — SIS & RN —) TIEEE
HBEWIE 31 %, 57-66 H.,

Y A 7 AR 2R (2012) TSR BIUNERE & Ic 1 2 ERTEORNE ) T2 H 58
535, 1-69 H .

Department of Basic Education [DoBE] [the Republic of South Africa] (2011) Curriculum and Assessment
Policy Statement Grade 10-12 Life Orientation,

Department of Basic Education [DoBE] [the Republic of South Africa] (2015) Education Statistics in South
Africa 2013.

Department of Education [DoE] [the Republic of South Africa] (2003) National Curriculum Statement for
Grades 10-12 (General) Overview,

Department of Education [DoE] [the Republic of South Africa] (2008) National Curriculum Statement Grades
10-12 (General) Learning Programme Guidelines Life Orientation,

Jacobs, A. (2011) Life Orientation as experienced by learners: a qualitative study in North-West province South
African Journal of Education, 31, 212-223.

Volmink, J. D. (2008) Education for learning to live together: what can we learn from the South African

experience? European Journal of Education, 43(2), 189-196.



77V AKENR HE10%5 (2019) 78-92H

VAV ZIEROHERZAMBNDOBEERYICET 5 —EE
— FEFROBELREDARAUEBLT —

B L
(KBRS RPN IR ERFE R H AR R 22 2)

ZLDIC

[E AR S E 951577 (Office of the United Nations High Commissioner for Refugees:
UNHCR) 1 kU, AR RBULHE XM F S oM LR Kz EH Lt <Eh .,
D9 B 18EANMDT £ DD D 2 EAIHFrTH S (2018 45T 1 UNHCR 2019a),
£/, PRI OEER D 90% ML EAMETE EET, RIS ) 2 ERTE TV 2 0EHEH
EPERHERIO MR OE X, Z2NFN50%, 1% EHEEFSI TR (2017 4EREL :
UNHCR 2018), RO ERRIBL232> > T @ E % 20, BiTOEBRMN 2 ZE
FEHECH 2 TFii e 22 IF HEE (Sustainable Development Goals: SDG) ; 4 D EERK IZ 7]
R St THE 2030 TR A, BT, HRO = — X~ DO RIGIE IR IC
DiAFE 7z (UNESCO 2016), Ffic, & LECRE#EAENE 2352 #RIC, HORWLEED
TR AT 2 2 L, BEBOBELE ZoTwD Y,

Dryden-Peterson (2016) 2353 % X 512, HRANDOHE IR, ZAEOBEHIE L
W DERITHALED T 6 N7 AR CHRORE D A Y ¥ 27 LI, FERO Jaig 2 2 0H
IfTbi s 2 EB%hol, L L, BEEOINICZ b ZHEREO R LETT S
7, EERAGESHRZICHEES 29 LTECHRIC TR ABT 2R 4T 5 2 L DR,
REICHS Lo Twofe (ibid) P, EFO & 9 ZIRP %321, UNHCR 1% 2012 4R iC
B DT, BROZAFEDEREE S 2T L ~DOHE D 2RI NEDHKE R % T 5 H
3 (UNHCR 2012), 2012 fEDARE, HERNOHE % & < 2 [EBRfES O b i 72 BOR I
AHEME 2 A 4 DEERAZ ARIUIC ED X 9 I T 500 & 25 T B (Dryden-Peterson et al.
2018; UNESCO 2018, p.6l) o

MEMOHBERBEDFREDO—2 1%, MR EZAFERAFRFICEHEY —EA 2L, T
TICHEZ 02 T % 5& EEZ AHBROBEUGEICHOID i 2 E BB INTWSET
H5, KEOERETH 3745 IE, 1940 FERICIFZ U D THER 2217 At & E DL
K. HERJEEHL (refugee settlement) & MEIX3L 2 AR O 14 % #E R 3 BL 9 % D DM
Lo Twa Y THHkME (Self-Reliance Strategy: SRS) | B8 % 1999 4£ & 1) S L T o>
5k, HR EENTOZAMEROWNAGNRT 7 ATEL20ET, HEZ&UHASY—E
Aziftd s 2 NI E o7, BIfEIE, 2016 FF 7T HOFA— Y DEHY 2/3TD
RAERICZ F T 2L WIEEEID S kit T E 72, FEDSD O TR L 72 2 L 237 IR
DHA—F VR %z ENTH > & b FHFEDNEN 2 BRI 37 L 7 SR R {3 ¢ 32 1)
AT 3,

HRIMATL I EICE>T, HBERES T, BR2GUHEY —EANDT 72 AP,
Z DDt 2 - BFHREPZAMB T ED X ) IZZLT 201200 TE, T TS
B fibiiCE 7 (A 12, Fiddian-Qasmiyeh etal. 2011), L2 L% { DWFFETIE. K4
sttty - BFEHREO -2 L LT, HAENO VN EZ N 0N 53N TE L, Zh



0 F A D EERZ AR A~ DEE RN BT 5 —F %

WXL, HERANDBESHENZ AR O FREECHEICED L) RBEZ 52 T30
. HLVIFAEZEATVLDDPICDONT, PREHERE L2 7 a i, 2
NFEFTHTIITONT I o,

AFEO HI I, HERSHE & FRFC T bt 5 2 AR IS N 3 2 BE 5, & EE KK
BAFSZ AHUS OISR E IG5 2 2 BEOEREICO VT, ZALEHEZDLE T2 4HED
B oAl T 22 ThH B, ZOBE, V7 v FIE oz AR %2 Hplic, #ih%z20 7%
EREDVEENRIL & 29 LB RIEET B 0 0 v 7 NI DV T, 2ERTEREDE I
Xo TR INZHENR L LN 2R L BB 21T,

1. BERDZT ANDHIRO BT I RIE BB 5 5efrifsi
BERZZTAND 2 LIk o TEL 2265, ZAHUIROIARFIIIC LD & 9 L

Br b 2502250, TNETRAY B TONTE 7o, RITE ORS00
& LTHIS# S Chambers (1986) (&, #ERDFEPEHR G SZE 707 7 L0 Bz
2321 2 DIRZAMERD 2 THHNERZE T, LVELVESERP I KSh
TWLAITEZ IR L 72, DURBIEIC R 2 £ T RAMERNDO R 2 7V — 7Tk L -
TR WHEDHEL, RFENHZ P OLICHS 2L &9 LT 2 HiAE%ED, Z AR
BEETHLZLEDLH T 7Y A TERIITONTE R (FlZ1X, Codjoe, Quartey, Tagoe, &
Reed 2013; Omata 2019; Whitaker 2002) ,

R A % 2T THTh N 5 B X% NS OB E I IXTHZEIZ O\ T, Chambers
(1986) 1%, fEAGAELRRR S 2 HERWEARM S 2 wIRHIC, Z AEROEREHEY)
IZE 28 L DB, MAFOPR OIS L 2 BE23Z1) % 2 L3 TE L LREN
ZEMEL TS, F, RPINICIEZH) LAZELVWEO BEL2%Z1) 25 2 L TE 5 Ahel:
WZOWTERLEDS L, ZAREDIEE OEDOHMERH L 72 B % Mkt T & 728541
oz LR Tw3 (ibid.),

CDEHIT, HERITNT 2HEED, @ EEO S &b & ELE D N 2 A O E A JE
WWETREZDLOTIENTELZDIIOWT, HENRLITNELD 52—, AL
O BT 2 A Mo BE RO HE RN 22 1% H 2 mai 4 20128 S (#7ET %, Dryden-
Peterson & Hovil (2004) &7 77 v & VEEB I 12 1950 {0 & fEAE 9 % it B a3 #h I
UNHCR D@ T W55 2 Sl & LT, JERRIC P03 7 < SR DSIREE 72 > 7252 A MR O
TFEOBDVERIGHZ 2 X9 ICko7Z il ba, EWEE» S 0dRICLk->T, 29 L
TR TRBAD BV L D SEDOEWEBE W TN TS I L2 L 7,

AL FH & § 27 4 VA O HRIEEHNIC B 1) 2 ZAFER L #R ORI
Z MRS X, WEDONIZOHER & 7o T B R DZ AERIZH T 2 R AE K
DIEHICEERL S LTV o 2o féfE (R 2017) o, HERDHi 280 5 Z LI Kk 2 BB
b, BLOLHDOFTEREL D CEHF0R EVMSFDKIEE 2> TS FEDOE 5 (Boswell
2018; Dawa 2018) ZHHG2IC LT3, L L, AWIED X912, FROBELIL; DY H
FOFRITEH L AN 2R I Tbini Ty,

2. UHUFIIBIT SR Z AHIA~N DB E R OBERPERLA & BUR
AWFEIE, HER & Z A R AT ~ DA E R Ic I A TE 72, 7
AT OFH D BiF5, 987 T ) LA D TiTbitzDld, 1999 4



B

5 2003 4E IS 1T S S 17z SRS BORICE W TT, URHEBMLL Tu A - RA - N
W SN T EL A= VHIR Z FIZ I AN T A6 O 3 Bz, SRIFRE S 41
7z (UNHCR 2004) 7, 2004 4E DA, T#ER 032 AR I 0 9 2 PIFEHEE) (Development
Assistance for Refugee Hosting Areas: DAR) j BURD b & T, [FARDHLD fH A A3 AR Mgk DA
N2 ET 8 FUTHRZIAR L TH S iz,

EAROBFHEICE W TIX, £3 M REZEKFAFGHH (Second National Development
Plan: NDPII) ; (2015/16 4FJ#~ 2019/20 4E ) <, BERUEZ GO DH 5 W 2 HRPYHE D X
BIZAMERZHREL TITH 2 & &£ I (Government of Uganda 2015) , ASBHZEF ] 0
bLichrBTOHEE R 7 ¥ —WIEEHHE (2017/18 ~2019/20 4E ) 121, THER L Z A
FEROVGICEDORVHEZRET 270G 71 77 L& RELEMET %1 (MoES
2017b, p.20) Z &S, HED—D L LTHEIN T2, T02XIF 2018 iz, THR
EZANERD IO DHEITE T 2 xf)i5HH (Education Response Plan for Refugees and Host
Communities: ERP) | 23R E I iz,

2019 4 6 HRIGR T A v FIlkit T E R OEIL 130 T AFI T, Z D 65%3 <
DHEA=F V6, 27%03a v IR FHAIED S DR & ITWw 2 (UNHCR 2019b),
UNHCR & AV T BIRRAED 206 DT =22 kiU, EElh v 8 7 1T #ROEHE
EH DK 5% T, 2016 FELUREICEI A — &V EER D REWADI D > 77 4 v AR v
T A NVHIRD B AEA T 2 MR OB GDIRAED 55% 2 A 5, HRIAL. PHF A L
WoR»rTHEIRTIEAAND 45% 0, 7Y a2 =BT ETM EE %5 55%
DR L 2> TOBRITH %, FF A g, 77y FEEL ToEiHE (Lord's
Resistance Army: LRA) | & DRIDOW#KIZ < b 2, 1970 DA T4 -7 S VI X B HF T —
7% —LAKE 2002 4RI £ 5 % T AR iU X 28R4 Zfr OB 2 EER T TE 1,
DM, VA FENTS o & HEARFERHFEOEN SO —D L InTw»
% ([ 1A 2018; Bogner & Rosenthal 2017)

KA TIE 1997 4R, THIEHE S EL (Universal Primary Education: UPE) | (K & IFE
N3 MELECEEA S 4, BEARIIREN I B L %2, 7oA v e ToBEDHM
Bi2FX (Net Enrollment Ratio: NER) 1% 93% . BF 93%. T 94% & &EEHICEBWT
FHELREAEINE E A EHIEL 22\ (2017 4ERf AL MOES 2017a), UPE BURTl, 1 & D
ZEIE L0 DOBPCRER I L ARFNVEHZE) R 2 L2 HWIC, PISEHER
WD NIRAZ BT 2 BB RN EE (L X 7 — 5 ¢, ANBEABI4: (capitation grant, LA
T UPE i< £ K50) OIABREITbILTw» 5, 2006 FIHlE S 7 #ERIE (The
Refugee Act 2006) (Z,HER DS v & A L RRRICHISRE %2 2HEMIZHL S N TE D |
UPE #fifh&: %2 Z 1 T 2 AVKRICHRD 7 72 AT 5 2 L3R ERE S T» 5,

& 2 A0S, UPE BURE AMWNIFAAAE L 72 RE— A7 b o HEHBISEORBEE X, 2008
fEICHEE (The Education Act 2008) H3HIE S AL TUAE % %o 7, B OVIILHDZITHLS
UPE #ilI<BZBUN O TR X > TIBE—EY T, SRKROMEICHELFEZIHZ 50
IRPUZEEAL L T3 (Kayabwe et al. 2014), Z D 7=, A B BEELUT O U D]
HHNZED T ETHENIE D B A A, AHADTENR L T 2 BNEOAKITE W
ThH. PTA PEHOMER & V) A H CTHE Lo PEBINAEEIfTb w3 (ibid.),

ERPEICH 72D 2017 ¢ 11 HR o7 —F 2 HoTitbn e Eilic ks L, 74V
TR T DR DU T DM (Gross Enrollment Ratio: GER) 1% 58.2% . Z A
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Hil T3 1208% £ H D, WIHEHE~DT 7 AIZE L TZAMIRIC 1 2 RIEIZFAE L
ROhDEIICRZS (MoES2018), LA L., PiF A IR CHIEHER D AT#EGD%
WP YavZ B eI RO HRAEARO 2016 R 5 TOMMBLARILZ N Z 1 69%
2% T, HMROZIFANABEAEIZL > EDBL VLY REDNER 1Z51% E7%>TW53
(MoES 2016), Y RNIETII{ AT, BPFELTDONERDBZNZNS56% E 4T% &, &
T DR E DRI - T 7z (ibid.),

3. Bl OB
3.1. Jfih

AFFED HiX, BEREKES £ b LA TR VE FEO BN R % 521 At
722 LTk DT BB, FMBROKT IG5 A3 EOFEELZRITLIETHB, Z
DIz, ZAMBOWELEG ICHERD 5 2 EBHAR, 77y F I v R A E
TH2ET A ET ¢ HREAZFE E U GEE L, 2RI, BwERIZH 1994 ~
1998 4E & 2003 ~ 2008 4EI12 A A1 7 = BERSEEHLASIAAE L 223 3 (G 2017), 2
A A7 = HREERO—Icd 7z 5 L, €574 €7 ¢ $ERRAEHIK 2016 4 8 H 2B
WINT, Z2oBEAEICIE, HBROZITANEZEILL RS 12 AT, YKoz X
Lo NIIHERHIE 56 T ADEEGES 7%, 27 T ADHERD —ZHITIRIGAA TS,

B ERHC AF AL 5 2 2017 DO 7= 12k 5 &, E7 4 E 7 ¢ HEREFEHANII
EUIREBIIC X > THi7 ic@C o %2 (LA, UNHCRAR) 12258h D, HER S
W ZAHIBONIZ O H o7z, TV NENOAKREIEZ D IR 2 EDT 123 1
T, IR DEUZ 9 TH > 72 (MoES 2016), FERYFKEEFA (Annual School Census:
ASC) DFERICH EDEHBEAR—VEBPRRL T 57— Ik, 2017 FRFETD
2V REBNSETDO Y A v ¥ ANEREERIE 97273 A& 7> TWw3b (MoES 2017a), Z#UIC
L2y RBHERBEGITCHONZT =712k % &, UNHCR % & 52 AHUIS O A7 #2128
) R DEEN 50,717 ATH B, X512, BFEEETHASL ERND Y v 5 N9
ERIRE D, DT 6%I2H 72D 5,501 ADEERBEINDOXR & 2 2 AALIHE S T b
T ELV, $4 UNHCRIZICHASINTWE YN Y I AREOEIZZ 512072 3%
WZH7-% 3,070 N - 7=,

A UFICEOWTHREGHZEEL CTw 3 DIFEMEF (Office of the Prime Minister:
OPM) ¢, UNHCR & Z D FEf « e $— F 7 —D NGO 25#4# L T, FRIEHRLHE -
BB OREM, HEUHE, FHMEAAE, HR L ZAMOEE R ICBb 2tk 4 55
ERfToTwE, EF4 EF HREAHIZS 2DV — 2N T0uaEd, 20952
DD — v TIFRZ AR D & FLlE b i S 7z KIS R DMEA T W T, RIFZEDS R
GO VHRZHEA L e VKSE ICHFEL o 2720, FHiko #iTb k-
Too $70, B3OV —viZiFwTnd, AV F Abili ) UNHCR K & #R % Z 1T A
NTDIEDRIE L Tz, ZNFNDY —I21Z UNHCR ISR I N THY Y — v HD
TRCOHBBBIHFEL TG T 296N — b F—DEET 555, HAD NGO 23 Effi S —
F =DV =D H o, % T, BHISHE N DRSS T B 454y —
IERLT, BRI EE LT
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3.2. PTG

AW ERN R E LY — v 12id, UNHCR 7D WIS EREDS 3L, ISV DI 24H8
M2KAEE LTz, 209 LIREIERID 6, 2y REBoRLHED? 5 b > & S HEn 47
EICH o7 1 K2R, UNHCR&Z 28 (DLN A, BR) LK 28K (BLF C, DIK)
Z AR E UCGEE L7, A BT RAUDET D> 6 135 22km, HETH) 40 73 D PRI
H Y. FRFEEEDY 5,000 AN#HEA B KB UNHCR K6 TH %, 2018 SEO A CTilinnse &
F ., PPN S NG 6 1FHT 5 013 SR £ o 72 OB B L
720302 ) T, EEAREEDH L SN LA TW 2, BRKIZ AR5 & 5128 14km,
BLCHY 20 Sy BUCHEA 72 & T A12dH 5 UNHCR KT, 26 5 I REREE DK ETORED
GE T W72, CREE. 2D BEA S Skm (F E L BN TR WIGATICAZE T 20K TH 5,
ZLTC, ABENRELZDL ) DO VKD DIZIZIZEDELIZE, ZDB, CKBEH 2
X HHEINTOARWVLEZETZ 512820 oM FF S B8R H -7, CKIFA AT —
LEDERAID, DIEZX VA NEDA VY v 2 BEDHIRHETH -7 9,

B TER 1T, BN 4 KO WEE, HEHK, BB, HRIMAERZD 2017
EL20184ETED L) BB H 5% L7 ”, UNHCRIKD A, BT3RO
HBICKREBRZEA SN boD, 7 Ay ANREKIC ERER S GEARIL S,
IS DRI, NGO BB IZMAZIN TV 200, WEHEKER LRI E IR T MK
RN T WD, RO C, DIRE DICEERDOZ T ATUIIEI T 2 IS H 505, 7V
SARERZDK TP LTED, CTRARILELIALNh o, B REHK
HIEHEIZ UNHCRZIZ ETIE 200D, AV FBINPHEREE LT3 53 %2KE< E
[>Tk, HRZITANBOMIAE ) WEEIENR L THEOFARINE VLT
RIRIDME 2B,

x1 FAEWNRRICHET2REHR. REH FPHEHOEL

o3 YAE R HEH
" . - filih
Be | apkeRm i . — — .
2 wH VTN R B NGO Jéfii HEH
2017 319 174 4,354 2,087 — 36 13 5 5
A UNHCR (174) ( ) (13) (5)
B 2018 | 1,026 | 475) | 4,657 | (1,986) — 45 | (15) | 6 6)
B 2017 171 | (84) | 1,966 | (634) — 10 | ® B
UNHCR
% 2018 300 | (195) | 1,964 | (1,050) — 26 ) 1 1)
C o |2o7 | 891 | w@en | 679 | (304) | 13 | @) s | @ | 3 @)
)}
g 7 2018 | 903 | 516) | 953 | @70)| 16 | @ 71 @ | 3 (1)
D o |2017 | 734 | @48 | 515 @52 | 11 | © 5 | (0 ENIl
\
| 7 2018 | 474 | 237) | 1,063 | (656) | 12 | @) 5 @ | 3 0)

() RN D AEL
(HiAT) FEE R,

3.3. ME DI & Tk

FHIFHE X, 2018 4F9 H 24 H~28 HD 5 HR. A~DKZHBL Tir>72% £
EREDEERDBIC O VT HN LD, A~DKOKEIC, KKEBARIER - 846 1350
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PRSI A v Y Ea—%fTo 7%, MW TEKRTHRERRD ., AROEHEZEHS (School
Management Committee: SMC) & PTA O EH (1, “FROEEIRM 2 5402 % Bl ~ ¥
Ea—%{1o, hzEHLoIZ, ABRKOBMA—=Y Y ANBED PTA 2E, CROO ATV
ANBHED SMC &E, BXUDKOI A Y ZABED SMCEEDE3 ANEo7, 4%
BTG IS L T 72288 2 W RICEMRHEE 2 Tv, ARTIZ 17 A (3811 AL
e N), BfETid16 A (B11 A, L5 AN), CERTIF12AN (BI9A, X3 AN), DKT
10N (BS5SA, XS5 A) »oibhzfgi, 612, HiMOE, EBIcER (T
ELLLTUKREFAZBEE»SF 28, ARTIE2A (B1A, L1 A), BIKTIZ
BHE2 AN, CERTIELELIA, DEETIE4AN (B2 A, L2 AN) oFBIZHLT, £ ¥
Ea—EbTo7, ARIZ20174E8 H 11 H~ 17 Hiz., CHIF 2017410 H 13 H~ 16
HIC 20 L 72 BB A DOk @ 2 M H O3 & 72 o 72, AFRDTHTICETIE, 2017 D
PECHRGHERDUCBI L TR 7 — % 2, KE 7 3BT L THM L 7 a4
VI E 22— DR BRIV 5,

WEAOHMMKI AL, RETOEMICRIE iR TIEEDOARZ R E L, SR
HIE LTz REm2BICH L Tro 7z, AR THEED 2B H 72720, MIEAICE
AR RED AICTHEZ T O SREE L 52 N (B43 A LIN) Thot, T,
B. C. DEONEKERIZZNZFN38 A (B28 A, 210 N), 54 A (H32 A, Z22 N).
2T N BISA, W12 N) o, KT, VAT AREOH T, LT 1 ANTOD
HREENA v ¥ E 2 —iE 2R, R B> S TS N BROL T IE 1
AN&, DEOBTFRE, LFRELATOLWHI2E, WEADA V¥ E 2—TI,
XFRF D HE DR FKIGERERK &\ - 72 IEARNEEOFEMIR, TR, PROEIRO BRI
DWTCHERD 2i7o7, A VP E 2 —3IFETITo 7208, VAV ¥ CRERSEE £ T2
A= VIOV Y —F 7L A v MZ, JEFETED 6 &b o il 2 NREGET
SEICEARLTH 6 v, NRFEDVHHEETHIE L 7250035 > 725 I3 REE IR L TH 6 5
7o ZOEDARIIC, EUIFEEIP 2 v RIBHE HBEIT 2 U, H2S 51 e O #ER L
BoFaIc >nTmhRs A4 VI Ea—%2iTo7,

4. PEHRTR
4.1. HERSZ AHI AN DB % 32\ 72 AR D E IR DL

BHEROEE IO 2HE L SMC, PTA DEB~DA VY Ea—hoE o7, ¥
BOEEICBIRT 2 HE., £2I1CF LD/, A, BRROKE~ADA v ¥ E 2 —FiRic k3
& . UNHCR KTH 2 M I BUN 2> & @ UPE #i D ZiG% —UZ Tk o, T
R L, AR TOHMFAETE N T =2 ICb EDOEHEEZITI £, 2017 2@ L T
CHE DKDZITHL - 72 W — ANY7- h) o UPE i@z 2N ZFi 1.6 FL e 1.7 FLT,
WEEHRZRS OV I NRBEREOATH - 7281328 FLE29 FAE-kY, i,
2017 WA T oA v Z 2 —T CKROBIAIZ, "TBIFIZHR OB ZEE L T (Kilh4% %
LT Wiy EFELTCWi, I8y TBIEBAFEL T3 2016/2017 4E£ D UPE i)
SHHEE % . AR OMFEERTH > 72401227 FLTH 2 (MoES 2017¢), ZDHE D
el 2 513, INSIREDSEER % 57 1) Atz & LT & 2 WRE B D I B L 72 UPE #ibh 4
DRBEIFThbI TR WIRIAME Z 2 ' IR 5 DY HME DY E D LIZIZ OV T
. MR ED TV I ANREDOM BT HRELR S &, CROBIIFGEL T,
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ARIZBOWTIE, HRIZOEAA 7D VY NREOBSCHRES D S DFEOBINDITH
NTELT, WEICL»2EHOTXTUIEMERE > S OXEICL>TEbNL T, L
L BETIRFAERSICB T, O H > F AN LRI D 74406 illikl (examination
fee) DHHTH 2,000 >V > 7 OBINE BB T 256 L AvsiEA Tok Y, R Z2Z 0 A
NTVLLEIRVRICE W THR D S OFPEEIIIITONTE ST, VY ¥ A6 D¥E
BN IOV TIE, 2018 FERf N T2 M H 72 h . CHT 2,500 ~3,500 > > 7 (0.67 ~
0.80 F)L), DT 2,000 7 (0.54 F)v) THhote, HRZIFANE, HbRdro7
2017 4EDA v F E 2 —TCROBIHIE, T5H1F20% < S VORILY (%) hoTH
5%, (FEEZLORVE - REHD S I1T) EFHEHD S OEYTRY) TR TEESbN
T3, EBRRTWE, 20184EDA v FE 2 —Tld, BER > TR wE - (H#EHD
HEF20% 12 EZELT0RbDD, 5l EHEFE LI COFTFITHE L T 25128
fil Z 7z, DIRICE T 2BIEIZDRHTH 2D KREZRITIZ 1 ~2F4H0 5 6,600 > > 7
SAEEDS 7,600 ) v A~THEEDNS 12,600 Y v 7L T L OB BN
LR RENTW, DEROEKBICZDHRICO>VW TR L, TZDIL—)Lit 2014
ED S 2016 SEETlioTwciinE b, bIFPEEL Tk, EHEL T,

RIZHBIET SMC DRI DWW T & 2 A, SMC 1Z UNHCR #D A, BT S A
ENTEH, BEICHOZHMROENEGITIHTVIANEID % o7, BNIKD SMC DFE
BIEDKETIETRTIN VI AL LD, CIKRTIE 12 ADFRED LRI 2 ADOERNE
FNTWVHE, PTAICOWTIRHAB L 24K TRCICHEINTE D, UNHCR KD A KT
ZRE 12 A 8 ADEER L W IR T, RO DKRICEWTHERE 12 AD ) bEET
WS AR TH 572, UNHCRIZIZE T SMC DEEIZT A v ¥ Ad 6 PTA &K 138
B2 53BN 2 OEHIT P, ARKD SMC & PTA IZIZZ 21 1 AT o0 R
DK (village) Df4FE & L CHERE M #ES (Refugee Welfare Council: RWC) ¥ D ZH A3
GENTHE Y,

UNHCRETA v I Ea—%{To7 AKDPTA & E 1., 2016 D 11 HiZA =4 25
WEHEL CEZEVIHA—Y VHIRBMET, Y2 NORFETT 4 7uv 2l L T,
HEREEZA 77T, SHEMA—Y V=77 ) THEG EEEZ ATV 5
WKHEETZFELRED —DOTH S, VY FADPTAEEHOSMIZOWTIE T8
MIEFHE VI DT TR EEZTC0RboD, HADEFISEICS b 2 BEARHIME
MEE 2, XL TEL, MO 2 ) Y JIIERIfTbNTw3 ) LELTw,
T, RUUOTABEKR 2K TIE, 9V FANBED SMC &R v Ea—%{io7, &
LHDHFENRES, ET7 4 ET 4 HREMHIRESI N BME, LEHELTH E
LEFHL T AT RREENTHE 7Y Y AATHET, WINLEHRIZHHNTH 3 &
FHELTW, TDILECKDSMC &2EIZA v Ea—T, HELBEGRLEETH 28
D—2ELT, 474 « 7V ARMEDOKBERG TR A —F ICHEHEL . 1984 4R 12 #E
RELTHA—=Y Y DUEERIC VEEDLS AFE L E W) HS DREBREZZIT T,

BEEZNRIAT> ZERTAE T, Bl REH ISR ICEROTEH IS ML Tv»
LERIDLEVHIEMIZ THRbEV) £ TEFoL{Bbh v, EHEL ZHED.
UNHCR 2D A BT 17 A4 A, BIETIZ 16 A 6 A >7=DIxf L, A3GiKD C 1
T 12 A7 AL DT 10 At e AL wind Pzt z T/, DIRTIX, 12 4EH
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TDKREZEGEDTLYREHND S ODRUKRTHAIBEHEEZREO L VI, 40RO A5
ANBZEBBICA VI Ea—%fTo7, 2V RENTRS Wi A VHlEZ s oM 5
WINRIDHERED ZOHEBE X, TZHEHSET 20wk ® T (HFIC
N9 5) BENEEGR D5 Ex, Bl REFICL 2AEIEEIERE TR WHEE L L
THEIF Tz, ZORMEHET T(H) A=Y ANREOHBEMES X vy, o 38E
FIZEEDICLT (EZEIT) wWadhEs, 7YY ANRBERIRTOMFHOEES
BRI T (CARTOYEBICERTERNT) W5 bl T,

£2 AENRROPLEERRICET 5 UK

A A B B CH D £
B2 UNHCR UNHCR ARYA ARYA
o KL KL 5,733 6,077
o — 1~ 34 2,500 N
;gﬁ&% wAvEA | L mL 4~7Z S0 | FFE [ 2000
LT AL AL AL AL
b wAYEN | BA 4N 10 A 12 A
ZRTEM R 8 A 7N 2N 0A
RN IR A 9K 7A
PTA ZE%
HERS 8 A 5A 3N 5A

(E) — A7 b @ UPEHliBh&IZ, 201 T4 LIS Z T - 7= HiB B4 2 201 T 0 R % & T
EEERCCH S TR L 72, 2 NLUIMZ 201845 E 0 Bt
(HPT) R TOMEMD % b EICEEFR,

4.2, HER DO B YA BITE S 7 v ¥ NI E DR
TAEEREOEREWRICE T 2 BRI E R 2, v S ANEHRITHIT T, £3 (1
WL, 7B, SHOFAETHRE L oLHRIZ, TRXRTHA—SY VY AL, 9V
DYEHE T HEEDOBEERIZ 12K TH 205, TRXTOHRD 13K ET, 77V FA
H UNHCRZIZE W TIFEED, AV THIZEAED B3R Lo Z e E
mol, FHIZOWTIE, HROLEPTHF Y A FVEEPKRLEE HO T2z L, 7
T T NDRDTIEA AT —LBEDOEDFX ) R M BGEOHZ TN ToHFER T LR T
Wiz, CKTIE, A AT —LBDERIDFVHETH 2 Z EBHEL T, A A7 —24
BEDEEEAMHA DY VS ADEPTIE-E D LA SN, RIEICOWTIE, A
KTy NEHRBIOE DR L, CROIAT VT ANREDSL L, 4 A7 =L
N VWEINETV U THo I DT>, RTEICHETEHEIIO>VTIEZ, 74
Y NDMTHRFELEZ 2 REOHEGD BIKRUANTIELEEZ 5D 52—, HROMTIET
FJETHELTARBEOEHEGEN ARUNTELEZ FO T, RETEICRREDOSZELZET
EEZDRHEDBEEDL RIS H o7, BB LBV I ¥ NEHREZWELT 2
RIGIE R 2720, TXRTOHFBERTHE AN SHEORL 2 REDFH L HETHEATY
722 L DHERRE T,
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WCHIEEORES Tz a3l &£ 24, HRBEDIZ EA ED#HRBEAMANICEATHYS
a@ﬁttoﬂt TR U, AYRIE ) 7 A v ANREDIZ & A EDREHAMEA
TWw3 EMEE L7/, UNHCRIRIZHE ) 7 A Y T NREDS 56 1%, EE%%@%
AR DR TIE 7 <L JRAEHNICEA TV 2 2 L 2R T RIERE Sk, BARNIC
ﬁf%ﬁﬂ%&&ot6kéﬁ#\B&T%6A¢2A@ﬁﬁﬁf\3Aﬁﬁ§%&ﬁw
D BN N DTS %2 BAEG & L TR L 7,

S SICHDLEHICET 2 EMA~DRIE TR, MROMTHZLL L, H20IEEHN
LoV EEZTREOEADR S o2 12 bA, UNHCR @) 74 v ¥ AD
MTHZE LELE AT ELDREEZ HO T, llZ 7T &, A KRTHERZZER
S ANEEBD R LS —HOBOREBOL SR WIREELEHZE L, BETIZ6 A4 A
PRBELEIHBZC LTS LB, HIFOPRATRIZOWTHNRS &, AKRDTAX
TOYHYFNREZ Thwv) EEEL, BROY ATV ARETIE 2w, LRELE
LA D 5 N, BEPEVIOIRGEC/NBIBERED SINAZBRTW S EE 27, REMIC
W BHEERD S DMK EAS L, HHMA2 L S DINAPEZFi>Tw3 Ew) REOHE
B, FRCAVKETE WA A S 7z,

X512, BRCHMKHEZ T THEEDI VI N6 AD I B 3 AN, BRICHER
THRNE L Y REDANDEICEEL Tzt mE LL, 2095, FREHIKDO A 2 v
B oKE VI 4KTHZ 7DLTREIZ, €74 7« HREAAT oL TE
7RI O VBT, DLFD X ) IC§E-> Tz,

A v EFNT, TIEEDS 6 4 F TRHBINOWHFARIE > Tk, &2
A3, 2R Z LA TE Ly FEOE A V7 DRI Z NP i) 2
MTERLBE>TLESR, 22 (EF 4 EF 1 HREAH) 0¥ Tid¥Ez2 b
7L THI DT, BED2%¥MD S BRICES>TWS, REBLIEA V87 I{EAT
WD, ERMRIEFEICE OB L TE MBS L T b a—kt—%5E 5 HDOFE
zLTWwa,

5. %
5.1. UNHCR Dt —7 7 4 —% v I & L TORH & fipinl et

HERIT RS 2 S8R & FIRF I 32 A g ﬂ*&%%ﬁi — O H ORI, IR I X

THLLAETONLFRTZAEDA ) X 29 Mo - HE % FEMi L. xkﬁaw%k
;%‘ﬁﬁ_ iﬁrﬁ'%ﬁ“%ﬁ%%*ﬁ{/\j— 52 LT 37’) % ° uﬂﬂmn%ip 6 N %EE @{}lh)\%ﬁﬁi))ﬁ
o 724D HHTld, Dryden-Peterson & Hovil (2004) DHRFZERRIE & e b, %ﬂﬂ%%@
DEE T 2RI E T 2 WEBB D, EHMORNR LD bEW I EPHL IR 5T,
Z L CAPFBEMEIZ, 29 L7z UNHCRAZIZERSE L TV B A Y AL, 463 L bZALE
ROFEDLTIEROIEZRBL TS, 7THEAEICKEEL 2P0 ERABORERS L TIX
HBLDD, ZDHRITE, BEKH) B EOHR TRIFMICHE L, AVKICBWTHHE
BRIZFEBUNDTON T DICBEEFOREEZ Ko Tl FELBETN T, HE
FEHIZ, 2 LT ELRMEOBELZ I 27012, BHDIZ»ONLEAD S JEHH
W[ >B L TE AR D R L T 5,
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ZDIH9b, ARTHENRE RS> H v ANREIFMFOIAD % |, HRIEA AN
TEL LTV EHEZ LTV EDLS, DAV IATH D 200 HRADEIYEIZ %
AEDPDPT-H TS TENEZ L T2 AREIER O v, BROY DY ¥ NOFHENR
BEDZPITIZEADL SR L TELDDODRE TN TV, BEEY O IRTER /NS
HICXkoTHiIZETTVE IS, b EL EAUICHEATOL IR 2 H>TE
AfREMEDS S 2, 2 fiiCibR7z X 9 12, UPE #lilh4:% 2\ Hl-> T 3 AV B T 2 5
L OFEBINDENTBICB T O HE L, 78 v 5 OYEHE BENMBEE»EL L T
W3 ZEIRASNT WS, 29 LERIMD %m0 T, BRI OEE 3 2 2505, ) )A
HRHIEDO Y H Y T ANDTFEDLDMELBE~NDT Vv AZRET 5, £—774—%v b
ELTCOFEALRELL TR I EZARMEIZREL T35,

7. BE~NOBEMMHFAED S X, AVIKRICHRXE LAYV Y NBREEZEDO D v
UNHCR KT, BICREE D AIEEH N TH 2 2 L 2 RmTREEBH O N, 512,
ERGEBEBREADA v F 2 =2 513, UNHCRIRICEWT, " AV AL D b
R OB EEL DRI IS AL DERE I b > TWwa 2 L bfibns, BEHNICEREIC
BEHE2MTEVE 254 L LT, Chambers (1986) 139 TIZRZAEBITFD 2 9 L 7222~ Dk
BB P % 2517 T 7z, UNHCR 228, BHIICIZ R OSBRI b Z AT O Y
FHE~NDOT7 72 A LICET 2076 TG L T HREZ B Z U, #EIcET 5
HGER & OBHEOREMR S B L 42 5,

5.2. BB~ D UPE #filhi D I8 & 52 AHhE D FEBE D B v

R SRR L & D ISR AHIBICEE R TON S b ) DO DD, WD NI
RoffiarcEMZ217 e, ZAMERDTFELDR 7 VX ATELZHEOEVA LTS Z &
ThH2, A THONLET—IRfTo7 4 VP E 2 — RO SH» 613, HROME
12 & B IREBIIMNCHE ORIFEIDEL OV TE ST, AV~ D UPE #ih4: O B4E 13 IR
EMNZ 2 E 2R TREIES N, DIRBEBE~ADA v FE 2 —fER»r /b s kI I,
HERSZ T AR LR BB DSTR > TV B 2 & 1d, 2 AHUSE O sh2A et 12 3 o TGl
TREZELDB LA, L2L CKREIHADA v E 2 —fER 513, HaMloEm &
L CHRGEE E DS, ARBED 2B SN ITR LT OB E D 2 %2, %51k %
FRIEFDOSMOE I 2R THDE L THEMNCRZITIM-> T I EHL L RS T,
NV TR RER 1T X 2 P BAREI N DS MR\ Z &1, BHE~OERMHHE & A ~
Y E 2 —DfER D UNHCR K & D g S filb - fiTh b 3,

Ezati et al. (2016) (&, ALEHIRA R TH - (REH IC X 2 ARBE ~DH G213 7 WL
RD—2 & LT, 7O OHEL TELNRSCHFHEOLIRE L TR TEL
Ly P HRIDOBE RO T TL D, AFESEE» S BIICRE L TR
(R DIFRGRE ISR IC B D A 9 & L 2 LIRBROfER 2 2 [E O HHFNC B\ CHEZR T X
7oo ZAHBEOBEFFEIC, PR EDORARIC X > THIINAZBEIZ O A A, BV
DiFghFEIc &L . B2 RERSREZ L2005, L LHFHEEE2S X, #HE
X L IRNIIT DN ZAERANOHEEEY DS, ZAHIE MY Z 2 X ) RN 22 EH
BICEBENLT 2D, BT LbR>T0ARWI EBHL IR 7,



7 7 FAGBDOHERZ AR O BEF RN T 2 —F%

Bbhic

AR A v AR 2 S £ L, HERSZ A2 SR & T 2 BE R, Mo g5
B A BHEDHEEBIZOWTRIEZIT> 7, ZDE1TIE, BIEZT - EEOES
W E 29 LEFRICGESYET 270 ANORHEIZHH L, UNHCR KK & AV DiE L %
ERLEVS, UHEEOHMD» S Do 2ir-o 7,

Z DR, HERZ AHIOAIKIZE VT, WEHKE ESBINOEHEZ LN - 72 R
PR EHE FiZ72 3N 251330 UPE @il EHOMEEDL Wl &, I 517y ¥ NE
FBIZIZIERIZ VD, DLAWD LTS I EBHG N E L o7, Tz, MU ERH
BICIE I e i) 1, HERSE L ROEIZZ T T RKICBWLWTH AL N,
UNHCR K%, WHEBBLEPIAVKLD DI SIELS BT DD, FEPLIZ
FTICHEE RIS H D 56 b HBEE2ZIT -V EHEY FEDDRIFIME LT, —EDHELE
R LTRBZ EDMEZ T,

HORAGERME, B & Z AR~ OFIFE 2 AR ICf7) 2 L3 TE 3, —4
TROFHEEIN TS, HRTEICX o TRAHSEFNIC ED X ) R EEEZIT 5
DIIARHET, % ORITMEBTONTEL—. B ZIEORIEHE RS2 D 23
(BIETE2 79— L THRZONTE L, L LA, HRSHE & —EKNIZTH
ZAMHIBADOKEEIC S, RRIIGFEET S I E2R LT3, ZAHIBICHT &%
BEOREZZTI T3 v AREOEHBGIZ LV RESEDOHL T2 10% TH D .
HMRANDHBEXED FE 206 B WIRWD L, ZAHIBANDOEYIDIREN & 72 5 DI
DLW EPL LN, L2LEDXPS 2, ZAMIBOEBOHAEBEICIEL? 5 M &
EBIOMYMHAPBNCLIEE 725 LW BIFER U Ay TEINO IR O MEHT 2 2 &
HoTiEhonwEEZD,

AZEOHIFI & LT, BIDBMTON TR WAL DRDL, BIIDMA £ 2 H1DRDLE D
% fTo 70Tk, EZDLOZMGELET 21237 — 9 BA T+ ThH 5 2 L%
Fond, o, BHFAESE T E 2 WE  FERICB LT D WIEEA O FHE
L TELRolkld, HETE S NIFHERN EDOREL AR ERORM E LTt L
THMRTEZ 225D TERDPBETH S5, 5RIFI oIC, MAEHNAERBICE W THEE
L HEE E REOAEICE T 2HEY, #R EZALEROESHAICE T 2157
E. AR TIE S ZENTELRDP ORI OWTHMET L TWE Ly,

RE

AWFE X, ISPS RHFE: TP26257112 # X ON IP17J01887 ZiEH ¥ Cw iz \wi-, F7-8
MR I IR L T, RREIEE TGS A D AAR Japan ($ERZBHT 22) D4, B
X '/ L L K% Eria Hisali #: %% & James Wokadala RIS KB LE 2 W
T wi, ZZIKEROEERT S,

i
1) 1951 4D TEERDMAZICBE T 24580, & 1967 SEDEEE X, ZAEICE T, RN %
CEDYFEHE 2T 2HNZHT 2 2 & ZP/R L T (United Nations 1954, p.168), 2018
12 HOEBRH AR TR S N THIRICEI T 2 Z'a —o3)L- 2 v %7 b TlE—ZIEA T,



2)

3)

4)

5)

6)

7)

8)

9)

10)

11)

12)
13)

B

HER DS - P BEBE T E 2 EDTE BRI TEBRE S i 2
%> C\»% (United Nations General Assembly 2018, p.13),

A, MROALZRT 2 L TRAREIC X 2 AHOEBNE HIF T 7o, BIFsRE 2 #R
FTRBIHERT X9 £ 92500, HRBOEEARDOERTHEHIN T L EET 5D
DTH D, RigmDFEMLEEIC R 28813 BE (2018) R2K (2018) I2F LD 6NT WD,
Dryden-Peterson et al. (2018) HfEfiHL T3 k912, THiA (integration) ; &\ 9 HEEIZ. HER
R OB T REZ N RG22 2 L 2ZAEPRER L T30 0 X ) RHR%E 5 4
%, L2 LA#IZETIE UNHCR (2012) 1275\, HICZ AEOEKE S A5 L IR 2 084
2 %ELTC, A L) HEEZ-oTw 3,

TNV I DEERSZ T ANDELRIZ, 1940 FEACE TR I FURIR DMk A TRIE 2B b R — 5
v RHER D7z, FERJEFEHZ S L 72 2 L ICHi%2F8 T % (UNHCR 2004),

Dryden-Peterson & Hovil (2004) 232fil & L 722#B1E 7 A v FPaEIcAziE L, SRS BUED RIS &
BoTVEPo%FTTHL, 2O ELLETATYFICE LT, MRAIFICEMEBI O L
TR ISR O T £ b 2R T ANSED i, HENMOEGH»SIHE > Tl
EDMAZ B,

I DINIFED 39% D3I B v FEEL, 35% D3 T ) v P EEEBHEE LTw5, B
D OWERIZ, BUF (%), 23 2=74 8%, A RA7—LHEAZ (T%). ZDfh 2%) T
(2017 HEHF 5 MoES 2017a), WA Y ¥ RIKICBWTIIDKD X 9 ¥ VU A b % B RHE
ET BRI TH B, ZD—Ji T, ANADOTEHMSIIET 2 20 REIE, A AT —
LEGED NG D T6% & AED 12% 12 R TS TE L (2002 4RI 5 : Uganda Bureau of
Statistics 2005), > NULNDF L RHAR O AT 2 7 — 7 kSR oRETE s s
Dol A RT—LBDERAIDBEHETH 5 CKIE, 2y RBICB WL T — BRIV ASE
WEWZ D,

WHEBIZOWT, A~DIK®D 2017 ED T — % 1F WTU &Rl 2018 4£D 57— % 1X AAR Japan &
BHz b &<, 2017 fED NGO JEHZ B $01: WTU Bk, D OBINE A Z BRI 2 v RIE
HERBERHZD £, 2NN BEEMBBERIC OV T, FERTOMEIND T
HonlrT—s%2db iz,

AR OFE L, KR ER BRI R AT AR 2R R G EE R X D RRER T 5 &
Ebiz, v VIEMNERE» 7 VL RPELFAOTF—FINELZHNE LT 4 E
7 4 HERREHEATIRT ARE 2 S U 72 L CHEMEL Tw» %,

AWETDL ) v 7D FAHEIE, 7Y ¥ DO IERTT (Bank of Uganda) 3AFK L TW 5., i%
YT 2 ARHEERIEEDOFEE L — bRV,

2017 SEI2 BT % UPE #1402 F A~ DRI EIL, T A — ¥ VRS KRISTHRA T 201 (2016
HEAHZTA) O ASC THES N AEEICH E D THEBEN T EEH 2, Lo L,
2018 FIZ CETITo /A v F E2a—Th, MUAKIEL 2017 FD L ZLFAROMIE %R LT,
2018 4E 9 1 26 HIZ, HEEDVBKOKEIfToA vy E2—ITh DL,

2018 4E 9 H 27 Hiz, EEWAKD PTA QAR A v ¥ Ea—Icb oL,

A O MERFNCIEIR U<, MRPERIREZITI 2o IREI LTV 3BT,
RWCI (FfL L), RWC2 (79 A% —L X)), RWC3 (V= L)L) D3 ODEENRD 5
(Boswell 2018, p.9),



0 F A D EERZ AR A~ DEE RN BT 5 —F %

14) 20184E9 H 25 HIZ, EEMARKRDKEIfToA v Ea—icb DL,

2% 3k

MK (2018) TEERFEIC R 2 NE D) & FFEHzh 0d#E O BUIR & VS FEBRBHTEDIFE 227 & 2 5,
123-138 H .

[EIRE I bERE (2018) T v FEVEF A VHIRERZ A2 2 2 =7 4 DBIRK O = — IR 2 G
INEE - HERRFAE 7 7 4 Fov - LA — b o EBR IS

ARWIT- (2018) TIE[BREE RO & 4 — 7 2 ERBOR O W REME 2 3R & T —g EHSUEH:

Mig# (2017) THER & A 2 MMERE O PRI 723108« DA v FICB 1T 2 A — 8 VR
DBXEDDar 70 7 bOEFID S ) TRKIEY, 48, 161-185 H .

Bogner, A., & Rosenthal, G. (2017) Rebels in northern Uganda after their return to civilian life: Between a
strong we-image and experiences of isolation and discrimination. Canadian Journal of African Studies,
51(2), 175-197.

Boswell, A. (2018) Contested Refuge: The Political Economy and Conflict Dynamics in Uganda's Bidibidi
Refiigee Settlements. Brussels: European Union.

Chambers, R. (1986) Hidden losers? The impact of rural refugees and refugee programs on poorer hosts.
International Migration Review, 20(2), 245-263.

Codjoe, S. N. A., Quartey, P., Tagoe, C. A., & Reed, H. R. (2013) Perceptions of the impact of refugees on host
communities: The case of Liberian refugees in Ghana. International Migration and Integration, 14(3),
439-456.

Dawa, 1. (2018) Conflict dynamics in the Bidibidi refugee settlement in Uganda. Conflict Trends, (4), 45-54.

Dryden-Peterson, S. (2016) Refugee education: The crossroads of globalization. Educational Researcher, 45(9),
473-482.

Dryden-Peterson, S., & Hovil, L. (2004) A remaining hope for durable solutions: Local integration of refugees
and their hosts in the case of Uganda. Refuge: Canada's Journal on Refigees, 22(1), 26-38.

Dryden-Peterson, S., Adelman, E., Alvarado, S., Anderson, K., Bellino, M. J., Brooks, R.,...Suzuki, E. (2018)
Inclusion in National Education Systems (Background Paper for Global Education Monitoring Report
2019). Paris: UNESCO.

Ezati, B. A., McBrien, J. L., Stewart, J., Ssempala, C., & Ssenkusu, P. (2016) Parents, pay attention! Factors
related to parental involvement with education in northern Uganda. Australian Review of African Studies,
37(2), 9-32.

Fiddian-Qasmiyeh, E., Ruiz, 1., Vargas-Silva, C. L., Zetter, R. W., Hoelscher, K., Stave, S. E., & Zhang, H. (2011)
Assessing the Impacts and Costs of Forced Displacement (Vol. 2): State of the Art Literature Review
(English). Washington, DC: World Bank.

Government of Uganda (2015) Second National Development Plan (NDPII) 2015/16—2019/20. Kampala:
National Planning Authority.

Kayabwe, S., Nabacwa, R., Eilor, J., & Mugeni, R. W. (2014) The Use and Usefulness of School Grants:
Lessons from Uganda. Paris: UNESCO-IIEP.

MOoES (Ministry of Education and Sports) (2016) Education Abstract 2016. Kampala: MoES.

MOoES (Ministry of Education and Sports) (2017a) Education Abstract 2017. Kampala: MoES.



Wb

MOoES (Ministry of Education and Sports) (2017b) Education and Sports Sector Strategic Plan 2017/18—
2019/20. Kampala: MoES.

MoES (Ministry of Education and Sports) (2017¢) The Education and Sports Sector Annual Performance
Report: Financial Year 2016/17. Kampala: MoES.

MoES (Ministry of Education and Sports) (2018) Education Response Plan for Refugees and Host Communities
in Uganda. Kampala: MoES.

Omata, N. (2019) Contributors or competitors? Complexity and variability of refugees’ economic ‘impacts’
within a Kenyan host community. Migration Letters, 16(2), 135-144.

Uganda Bureau of Statistics (2005) The 2002 Uganda Population and Housing Census: Main Report. Kampala:
Uganda Bureau of Statistics.

UNESCO (2016) Education 2030: Incheon Declaration and Framework for Action for the Implementation
of Sustainable Development Goal 4: Ensure Inclusive and Equitable Quality Education and Promote
Lifelong Learning Opportunities for All. Paris: UNESCO.

UNESCO (2018) Migration, Displacement and Education: Building Bridges, Not Walls: Global Education
Monitoring Report 2019. Paris: UNESCO.

UNHCR (2004) Self-Reliance Strategy (1999-2003) for Refugee Hosting Areas in Moyo, Arua and Adjumani
District, Uganda (RLSS Mission Report 2004/03). Geneva: UNHCR.

UNHCR (2012) Education Strategy 2012-2016. Geneva: UNHCR.

UNHCR (2018) Turn the Tide: Refugee Education in Crisis. Geneva: UNHCR.

UNHCR (2019a) Global Trends: Forced Displacement in 2018. Geneva: UNHCR.

UNHCR (2019b) Uganda Comprehensive Refugee Response Portal. Geneva: UNHCR. Retrieved July 31,
2019, from https://ugandarefugees.org/en/country/uga

United Nations (1954) Treaty Series: Vol. 189. New York: UN. Retrieved July 8, 2019, from https://treaties.
un.org/doc/Publication/UNTS/Volume%20189/v189.pdf

United Nations General Assembly (2018) Report of the United Nations High Commissioner for Refugees/Part
1I Global Compact on Refugees. Official Records 73rd sess., supplement no. 12, A/73/12 (Part II). New
York: UN. Retrieved July 10, 2019, from https://www.unhcr.org/ger/GCR_English.pdf

Whitaker, B. E. (2002) Refugees in western Tanzania: The distribution of burdens and benefits among local
hosts. Journal of Refigee Studies, 15(4), 339-358.



77V AENE 105 (2019) 93-107 H

H—FICB T B REHETREDHH
—University for Development Studies #%#l& LT —

R H
(il R AF)

T DHIC

AFEOHMWIE, —FICBT 3, LW REE TV E L THIL X 72 University for
Development Studies (LT, UDS) ZxXfRE LT, ZDOHIEE X OHE 70 77 L DR
HRICH200 PHRESN L, BEUWE L L TOFREPEREEZERZ T2 TH D,

% D7 7Y AiGETIEM S, ERMSEE & IR BIAEFN Y AT L TH 5 KX
Bz, URICHEO = —XIC#EIGI 200 T ERRELFETH -, H—FT
bHEERIC, A XV ARDORFHUED» OPHT 2 Z L DRBENEP L DS EmI N T,
UDS 3 —FIZBVWTIEA F Y ZARDKEETFT LV EZEB L MO TORETHY ., £,
FA AR TR 2 LE R CHIFE DI T 2 JLER NI F v v S A 22 2 W DENLKFET
bHs, AETIE XHAEE LA, v P E 2 —WHIcESZ UDS DS T —F e =—
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7V AREICH ED ER TR EHNAGRE TEH L TE D, HEOHASICE W TEKE
RIEBVEVIERHLED P ZZINTES (Manuh, Gariba & Budu2007), 77V A DK
LEDSTERRA D | TIOVISULINICHEIE L T3 2 25, RYEDPHESORBICEHR T 2 1%#H %2
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FENENBICHE L, #HE20HE=— Rk D BEELZbDICT 2 X9 K 253K IC
1980 AW D 6 KE %2> T o7z (Bening 2005), Z DI, Z2H KR J. J. Rawlings
I & B2 FERNLHED B4, EHNOAP-ELBOEIVIEBDTHRIC X > ThE L < Al
INHIHEDIEE o722 &, WMHEZBEHTE R oI tD—-HTho7 b
%, UDS Ot #RZ, A0 H 6w 2 MIED BRI TRFEDSHEYNHIGE L TW» 23008
I, HEICI O THLIBHEIND L)k, 200128 —FTBUFIZ. ¥
LWRZD AL Z2DHEBUH % ) BRI D b pEicB oz 2 &2l Tw 3
(Kaburise 2003; 2006) , 4R, AZMAZ T RO GE LT, 2ITIEREL 2/
P25, B, A—=FTIREDPDEL DT 7 ) AR EFEU ., R¥EE2ETLLED
R IER IR, BHHEDOREROE I PHEME L Lo Tk 2 &, —FTIEK
LRV T I 7 G5bE 222D 50% D3 2 ERL 20% 23 3 ER. IkE Rolresind
ICWBEVRIHEDLH D (Aryeetey 2011), 29 LRI, KFEHEFED, & ICnBn
BIEPHEE 2 EICHICOT IS I EICRBLTw3 LI fiAc S Anh, F o oR
WTh 2, RETHEEINSAERPLMEBICNT 2 REORME 2o, DF D EKE
o, B S BTN OFEA T ORI OWARN LT OO £ D%, BERNEESITT
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3 EN AfEHE O N, HEOHE=——RIcZ Chbhwndx v ) 7TEHIERLI T
LEICHBERRINT-DTHS (Bening 2005; Kaburise 2003)

2.3. JLiBHRD ZHE TR O BG - R T YL

UDS 3% ¥ v N A2 2 2460 — 1k, i ERHIRHR D R EE D 72 9 1T R 8 & 7 <
Wi X 41, BAFEDEN MR TH - 7z, MO L —F 2B W TR AP BIGIVICEH
B E 25 L JLEMERFEO F FMY EI N, ML DIEEPF L 2B 2 L
EINDOBGAM « XA LEDRKIC % 5 & Ak I, ?ﬁﬁ%ﬁ%’?@&)fﬂﬁﬁfﬁi%m
IET20ENH 2 L0 RBBINE -7, 2%, BHEHELZ2BELICLE>TLIES S
DRIBARMN RS LD 2 L id o 7205, 1987 ST KA IE{LZE S (University
Rationalization Committee) A5 KB ICBHT 2 ER ZHE T % 720 DA% BAG L 72 B2,
AELBDONLNZKRFBE DT 72 AN ToZn 2 EDEEGE S 1, B K2 3%
T B EDREZ L (Bening 2005)

AU Z D ZIE & v ) B & IR, AGEHIS O BRIV ATREE~DEH 38 L T\ 7
b, dEEBIc BT 2 REREZ B L L, #@Y)2E @k&ﬁﬁ%ﬂi\%%®rﬁﬁi
HhEOD»oT, NP, TN = A a—F vy, BEREOEMEYOEED
AREIC 2 % LIRS F-FEEOHKRB O AT N, 29 LAEEDHERED DT,
KB 72 RECRIEREIHER T 5 72 DEANHE DWELR DAV R TH - 7o, B ZIXBEIC / —
W7m77b®%*%?iﬁﬁﬁﬁzéﬁm%’TEL BB Z IR R L & 912 b REEZ R

WZH D EOEER, BEEBROAMARDETEIHEAMLT 52 2 e Plis s (AL),
%%ﬁ FDNMERIFHIEOFAFEHE O & LTI TR, EROBFBERE LT
LELEHEE > TR DTH S,

3. UDS E )L DHIEE R 3%
HIffiCHER L 72 & 9 & SUIRDOH T UDS 1%, LSRN HOFREICERS S5 T5 2 L% H

BLTERYL SN, ZOX)ICHELREHNO T, /ERDIED HIZt s b T ICKFEEE D
FED HoEET S 7 f5 5. UDS D&M IZfh D EZ R A E IFRESCE LD L tcof:o
DL TlZ, UDS OflENR#EE . 20060 ED L ) BEZFITHEI LT WL 2R

3.1. ¥ LORY
UDS IZA—FDHTIEEELV2 L F X vy R 2H 2L TEY A3 Mc4oDF v
VRADRGEHMLTWE (K1), &% v v RRAICEHBOFEREINTED . &F v 8
ARDOIFET CEE I SN2 DHENZERIZ, T—FTloTo ThRTEREFERNZ
KEFEE D S QLA (Kuu-ire 2005, p.47) DA TH 5 & I N D, ¥ v /8 ADRELT
DIEFEIZH 72> T, LOWHEP KR, #HE Y —v ., BENET V> v L & R O4b
AIREME, EEECAKIRDIER 72 E DA v 7 755 %2 E R L T4 D OHils2%EE S 4172 (Bening
2005), Hfs & DO RH ) BFERIER DO KEEE L 872 ) | UDS Tld TTFPP O FE i % 1%
U HHE & OFHENZ OHEH LD HEICHAAEFNTED, Hilka I 2 =571 L DX}
ﬁ%@tf X 0 EPRERII T, MO a vy T 7 A R EREE L 72D D e, 7T
IBIEDPEQSNTE 2, HISOFEICHET 2 L v ) HINCKS L, il Lo



ERERH

Bt = — ISl L 72 K. 7 4 — )V R — 7 EEOFEN, Hulk & 0HfEZ B s

SOMNMERZIT) BT =L FF v U RAGNIE L 725D fiE o wZ 5,

UDS 3EZDDRNF LR 2 9 —20D )T ik, 3MflZRALTws Lw
IRTH B, 1992 FWGH T, A —F ENDOMD 4T ORI E BRI IC AT 2 221
flZERH LTz, L2 L UDS TIRALEBEMNE O RE N5 — v FED 7 4 — )L F 7 —
7 CEMEICB TS THERERICEDLA I LR EE L, 3FEMHZRAL, 2096 3%
WIH O 223 TTFPP 126 T 5 41T % (Kuu-ire 2005), EFEA2EHEIC R 69 2 LItk -
TR EDR LR T W EOREIZH 2 b DD, ENOMD KD, BKD KD HIE %
FEIBRAUEEHE & L CZ2UBRET 5%, HooHICIES L TABEZTE2RHL Tnw 3
UDS i3 —FTHL=— IV BHEHETHDH E VA D,

WaF+ > /(X Navrongo+17 >/ X

TamaleF+ >/ {X

Nyankpala¥+7>//{X4

G reater Accra

K1 UDSOFvr/ix<y
(HIAT © SRR

3.2, APk
H—=FICBOTEEBENDT 7 A2 AT 2RO RELERO—D1F, HEHIST
HbHEVZEH, UDS UNMNDEN A TR I T2 fEIRE Tk, MDY
DL RNUDMEANDEIEICKILZ NG, ZDDE L\ 4 MBEEDEENIERICEHTH -
T, HAKRDVET MR T DI D LI ENBER TS D E0n) 2 eI -
TWw, UDS THLUAEOIE A ZEHH L Twuizb oo, a0 ZEEHIC L > T
ARZRUDEFEFN D 06, MADOHRE FAICETE L, S oIt G o fAicn 7
L2 FT S 2 LT, AL BEEFED AEZIC T8 %2 L TWw b, UDS DM T
Tld, HEZ LT ITRTOZHEE X, OB AKT ¥ 7KL TV — 70037k &
. Pl 7 v 7 oKD FAERL ORI IED E | B 5-10% OAEFEB A ZT I N
% (Manuh, Gariba& Budu 2007), Z Ofth, JLEH & D2 ELEEN R RNEZ 2 5 24 %
ESEICER T % & 9 38R DT S TE D . Abonyi (2011) DFAEIC X 1UTAED
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£ 60% HSALER I B F I BRI E D YT o T B 2 LIk b, H—FT DREICHED
1,500 A AW RE L7 d Bt TlE, A58 3 M EZ 0El &2, UDS DD 4 5D
RATIEBAFED 10-20% TH 5 DIZH L, UDS Tld 68% < 1Icd L), AL EEHD
FRAERE I FENICEI L TWw b Ewz % (Manuh, Gariba & Budu 2007),

HED I, 2D k9 Ichidiz w D (bias) y 23T 2FHICOWT KD X ) ITHAL 7%,
BEEHBFTE A IS 2 WAL, O ED NFEEDS K iU, 16 D% IFFFERILE
WCEEELTICHEETANRS 2 LB PRI N, HE OB Z LSO TR IR ITT 5 L v
9 UDS AKD HIDERITHE L < 722, #2132, ALEBH o fRIBEBREE 2 03 L 720 72 5 13,
S HICEBEEFE L L TCOBEE2 T 2D TRIFIUL, HURD SRRSO AMERKIC
IZENS W E W) LT,

7272 L EBRCALER B 5 2345 12 Hilsk ¢ O 3G B 2 & TEHIIC B 5 DDEEDTIE A\,
B ZNEAR L I T e 7 7 — T 2 720 as, D KA~ D AEDSHE L\ 72 8 12 UDS

BHELTVWEIELEZ6N%, UDS TIFAZERDOMEBIRDLICEI T 288 IXT-> ¢
E5 T, HUIRADEITE EDREZER SN TV 202815 72 DI I3 SLEHHENHETH 5,

4, UDS OHEBE7 70 —F Dk
Hiffi©. UDS OEEHIE DR 2 20T, WRICH 2 HNWCPH R 2R L 72, AfiTii,
UDS DEB 7075 LDRBEERICH LR WEIITT 5,

4.1. FEEX e B8R Z 8 U 7222

TTFPP Tl¥, HAE20012 8D I 2 =7 4 25, ZIF AN E LTILE 3 Mo Hd & E
XN, I 3 4ER (Kaburise (2006) 12 X4LiEA 7 < & b 2006 4ERF F Tl 4 ERIZ -
7205, MEWDICK 2 EBEIZIB3EEFTTOIERMER>TWS), BERL Z7L—7
THL 2 2a=7 4 ICHAEL, MEciEEi2 4%, 29752812k, a3a=74
WKOWTOHBREFED NS == ALHBEHELS ML, 77> av 770280 BT
HAHLAIZ 72 > TV B (Kaburise 2006), TTFPP D b & & 4 254 % UDS O H 2 HEI1Z THE
Bt LTD a2 2=7 ¢, (Bagah2010,p.3) &&KBIT 2,

UDS IZ ¢ 5 T, ##12 TTFPT (JFX~ ) 124 o TOHEkIZ, EDF T 12 TEERE
IHDELZS 7 BITHED 702 2 F EfFONDIF 50028009 CEThHork, iz, E
BEE L TDIS 277, Eriae 7P 2REE L TELZ T, ZHsDE
BRI, FIIC, FEIS, BLT2S 22712 DARIC, —~EDHE. WA - &
TRTPIFGE & T DIMES 6 DICHEFF T S ik he T 3 EfFS e, (B2 E)

23 2254 ZEBNLEIITHEMOBE LT 74—V R — 22 DEL A6, XD
87 70 —F L2 X9 TTFPP O 7w B IED H QS LT o 7o, Bl Z 1348014,
MEBIZEIZ7 4 =V F 7 —27FbNTwids, 23 225 ¢ OFIFEHEEICHLD fHin
FEC., BEORBERMADWIGIIE L D AN ZR 7 70 —F 25k 5415 &) §ikss e
¥ 0. BIfE TTFPP Tl, AT R 27880 6 £0 o TN 2 7V —7 %2>
(., HOoHEMSHEZ2E2CHBITsct2koonsd, HAaWNs 7y 7a—F, LI



ERERH

BN 2 ZDOHEPRHENS X )% 57D UDS 23337 X 41T 10 4% M 2 72 2002 4
15 TH5 (Kaburise 2003), DX ) ICHELZ LAV, ST Z 28I, 48
TN—=THNDF—L7 =7 RO DKL 227 7 4 — L OHEOEEE~OFR & b O%
Mo T3, TTFPP (2%, BUNTEEY. JEBUMEEEIIC 200 & Tk 4 il 7 7 4 — 03B b -
TED, FEEF, a3 2274 DALRTTHL, HIBOKL AT —7 KLy — LD
BRSO E R 2, EE2E L T¥S, 20XIhzy P 7—270ERIZ. 21
HENTIFPP OV Y — ALk, 7075 LD%YME2ED L I LICOR 5 LGS
n<Ttws (k).

4.2, M SALK - $hxa vy 727 2 OB
?$u74—wP7—7 IBWT, RETEAFABZE I 227 4 DFRBICHEL TS
. HARRDAN DR e A X VPR E FICOT 5 2 L2 Rkdon D, ﬁEAi 24t
%%%L%Okﬁéwu\imm:/77xb%@%b WHEL X LTI PHEET
D b7,

ANCITEFNTEDITZDE TICEN, FEA Tol L, H5DHHS ZDE IICL
TWT, SHIBREGII SN TEFLDTT, LDIZD, BLrEL <, oKz
0&\5w50¢ﬁ%4¢:é%§5@@ INFLNTIUL L D ER Ay BLTDHES &
FICHT L, o EiFD, o EEHICRN, Bo ETEZIIZT ZDTRITIUL., £
L TXIEZEHT 5D TRITIULE, ZEEZIFEAALE C 5T, o ZZIIAIt%
WTL kI, (HAA)

HE A, AL DA, ROEROR TR, A% DEFISE R LTw 3
HEZOLDTHL EL, foT, XREVDEES AR T2 Ao RBIAAR E D
AT, ZNDBANL DETFITIEAMA S 2 &%\, LR 7, 58> TH L WHERD e & s i)
BANRIWMBZ D702, AR EBIAEDZ LT, 5 DEKIZOWTHIS Z &N ET
boHEFHT L, £, HECIE, HRROED HDOEWIZZDOFETEOEN L HBFRL
TVBRIERERMLE, ZECICXINUE, a3 2=2F4DALD T8, 13, HiEORD
TORERS, WEEDIIAGER E2BEL ThIND 7, FEPERT T2 32590
HERIRKELERZ, 20D ANLELEOHFRZWRINT 2 2 12 LITLITHEL <. T
A A& OMFEELIZ A, WINL, #2620 52D, Haeb okt flasab
T ENERH B L7z,

2 ANDHBEICX D aXy ME, FEPRATHEALENE % EBEOIRMTHE» T 72D
a3 225 4 DAL DALRAMMEBOE WBLR L 2, Z Ui BRI OREE L v o
oo FERDAOERER 7 e AN ETH B L, FLTZDEL%EZ UDS TIREML T
WBZERRLTVS,

4.3. WEIFIN S 8HNTOWT

HARIZ, UDS OFARIF AR, ED L) #2722 SN w2300,
UDS 3% H H@ktfh%@i\%iﬁrﬁ%@@mﬁﬁu%WT#VU7%%¢L\%
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R E L CHRDOBEN 2 2 =T 4 THEME, W T 27200 E S ICETILE T L)
(UDST = 7H% A b+) THYH, Z20DIZT7 4=V F7—=27%EL T MENECTIEET
CEIINT 2 HEENLREBELZE) 2 L (Kaburise 2006, p4) MHIELEFZ 5NTW 5, F
HDERERS I HIRIC BT 2 2 L 1E. 23 2 =5 4 ~DOKFOHEDBEILTH % L [T,
2R Mg Ao TIcHS DREEZ BB L, 2T 30wyl Thdd, HE
A, BHEOREDOREELEIZOWT, TBIFDOA 2 (KAL) 2HLKkD 37200 T, 5
HEM»rZABCTED L, AICHMTELZRATIEREEZL LEYA, LT,
BERNBEICR TETHZ ) AT EEZRWTL 29, FEIMNIZES); LS5\, it
PICERLTYH 5 ) D2fEo X9 REIN 2 K82 AL 72,

PEXEDFHEL CEL T, Mk D IS IEHOEDRS LT 26Tl KPEDAZE
B2/ OZ L CREMAMEI SN EMH T2 L3 ETETHLVWEEbNS, 205
BECIkHED IS, FAEAHEDH S O%EICEEGM 2o BT X ) 23, HEA
DEERME Y UL THLJEM (self-employed) ; OFMEFFOZEDEF L L EWZ LI,
—J7. W SIS DFRER, B TENET S ETHY ARBELHEE o TwTh, JE
FICH S 2 &7 LICREN RN 2R T 2 2 Lk, BB Tldkv, ¥, HEOD
SHELEFE A5 L, UDS OAZERIZTICHET AMEICHZZ Y TUID LT TR, K
FTHESARRE A 22T 4 DEIERE DR HZ MV, HTLOAGRRZAIHE L 2056, B
HEDFREEZMET 2 L0 HELZKEEHZHREIN TS LHENITE S, 20X ) &E%HE
ERTODOEEREMRT 2 LT, UDSOEEBE 717 7 LK EIZ T EVWZ D00
SEITH 2, TDORITOVTIIE T80 ME%, TBBT 3,

5. UDS OBiFE7” 7 a—F DFil

S CHIfiCidR7z Xk 9 7%, UDS DEE 7 7u—F OFE 2 HRET 2121k, 20LBI1CH
LTI T 2EZ 2R A DD 5, AHTIZUDSIZBWT MHFEIEED L)
BATHT, EI9HBRNE) LINTVERESHT 3,

5.1. 23 2 =5 ¢ HuL DB ¥

UDS D HUISBH T 120§ 2 BB TR e & LT, THIR, oz A Fon s,
UDS 13 KD ZE 2 2 2 =T A BIFICEITE 2 L% TH—E 2 L LTOAEE, (UDS
P27 A L) BN, HoDHEELTWEY, [AIFICa I 2=2F 4 DAL OHED
Ak %= TEHEMAER (indigenous knowledge) | & FETX, R THSHAGE & FRICEETH
5 ERPAICEFL TS, UDS TIREFED 7 4 —V F 7 — 7 EEROFER, K% %
RS 5. b FEBABETRIFE 2 715 1R, AL DBBEICHI > Tw b T EPHEL Twa 2
&L DF DV ERIAERD S ir o, BEANAERZ LD Ats 2 & TH %) (Kaburise 2006, p.2)
EWVIEZILR ST, ZODEZSDBEMHINTOEDD, 17774 v EMIENSJEH
THs (K2), ZoFANZ, BIFOHLERZDPaI =T 4 THY, ZITIZUDS
DAL S, T TIHEL RIEEDFET S 2 2 MiAT5bDTH S, "UDS D4
PRV 7RI ZDOTIERL (TTILHDHbD%) “ k) XT3 HE, (Kaburise
2006, p.5. FEIMNIZEE) THH, 2D 7974 v 2RSS L5701, I -
TW3BZE, BIDOOH2bD%, FEZ2TTHEL, BLENADED HE2HE-T
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WS RERH D LTS, 7774 DFEAIZ, FIDS D E TILHIYARETH H % D. Millar
PR B DS (reverse participation) ; (1992, p.18) DL &ICHHET 2 L Bbn 3,
ZHUT, RERDOBMBIBHF TR, AT 5 DA AIERZ WIS W 2005 L 651
TWEDIHRL, B LAALXDEE 70X 212, MHAATBHEDBORICSINT 200355 X
NEZRELLWVIHIRFETH 5, Millar (1992;2014) 12 kT HUISONFEAIFEE L 12 A%
OHEAEE» SIS N/ 7ay 27 bELTTR AL, WAL S DIERZ32T 2036

HENZEEDO 70X AZDHDTH 2, NADEE Tk 2%zt L THhAzZIEZ 5HE
g, 7774 voEHOZEZ FICbEELTws Elbins,

AZa=TAAN— (B
R.BA. BREE)IC
FAHEE (it EN )

k k S PRRYTIZ
44— L5 A (Plug-in)

(RF2EFD)
It EET A (5
FH) DESYEL

K2 7774 DRADAX—PF
HUAT © Kaburise (2006, p.5, figurel) % 3 & IZZFEE1ER,

5.2. {5fr iz d & < fifiEal i

PHEBANAZDHGRITEHT 2 2 EWHEETH S H ) —2DOH B LT HEHS IR, 232
=T 4 DARD, FEDND SR BIAL TRIAAGR, 23K DIESRRIT, Bl b DR
O HENTL D EMAHIC R GIALMEIA D D 5 720ic, FEDMD, N4 DFRFOHIEED
filifili 2 FFE R 2 B3 H 5 & & Z4RRT L 72, #A C IR, (BHIVARRDREFY - EH
PIEfE I DWW TE KL 7,

PIZNL A NE, & TN AN FE NS IS DI E o~ — FZEE TDTL & T,
BN NI D > NS —DARGID S DIC, > TN —TIFo o DIFETHL D
DTT, BIZFES (PGKDNA %) 238~ — FEFSDIZS PN —FEH o T EDFH>
TWET, ZLTRBEBIXENFEEICIFO TS, FoloZhz[l>T, IRAZFH
L, BT S ENTESTIAID DFUAD, > TN —ICPL FEWNL T, Ehe
o TEBLLIFIULI D TT, BHGREICHESZD TG, TOARIZZIZH
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ARG KD 2 ) =L FH I DICTFILDD T LB EZl>TLEFIDTT, HICH
HNTENG S L VW XIED3H BEDTT, (FEC) (FMNIFEE)

A ClE, I, A2 HEDZ Offifi 2 HA\ 036 23U AR R AR TG R O fififiE 2 FiF
FKRTAREZMEFL TS, ZLTHACIZZDZ LZ, UUATA Fr 74 74 %D
72w KDk, 29 LA, LEOEROIEHE VW) X0 BEFICRIFLN 2 %
JED 7= D12 R 2 D |2 BB R D W T 3 &0 S B2 5 3 L T 2,

VIR D 2 HFEIAENTE, Ed CHOFMT, FILANS S EPTIEY
Ao LPLICARIZT—DNLEREIFO TT, ARIEEZHNEEDICES L THET,
72— LHHE T DIF, T— DLW, BALPTFICANS S EDTESERD
CETOBVET, B IZZNS 2> T (P E) DS DEEHRM T ETE
8129°CT, (BAC) (FFUIZHEZ)

BRI H 2 BIRZRAIRIEHT 2 2 L1 ko T, HlBORFNHFY L BEROAL v )it
HEZGRTRETH S EWI) T LEIFPNDCHEDOEPICHOEHEZAFINTE D, UDS DHE
EFEDEICER TS LI RO SN TSN TH % (PNDC #5279 55), HE ClE, Huk
DEPZ RIEH O TELALDEFHNCNZ U TE I EEFEZ AR TS LTty Mok
22805, ABLHIBMOERD —DOTHL EAKL TS,

HE B X, BHEOHGRSCEID O A28 M2 0 L, BBioREVEE~DIEH %
KAz HH L LT, EHhLRAEVET I Y 27 P 2N L, A—FdbiBcik, H5E
BT ORI EDBRBIO - DI I NS 2 EBMEGEIN TV S, A TE 2B LL <,
REAE—FHHOCERZAH L CRZ2MES 2 LT, BB - AL OREIA R O RTED fiF
PICEERT 2 L FIRIC, Fi IR IC D D22 LS NTWwE LW, B%5
CHE BB TW S DI, D. Millar 235338 L 72 THiD» & iR\ (Grass for Carbon) ;| 70 =
JrDZETHDERDbNS, V=7 LOFHICLiUL D, Millar 287 4 — )L F TOiE%
HU T, Ml A% OETEIRMSLEIROHTT, LARZEE DD FTEIZ DWW TEH W
eI EBIo ey 27 FOHEBIZ 5> Tw3  (Millar 2012; Francis 2010), A% D
NG E ., HIRICHETE T 2 EIRICOWTORM@EDY, K 7ey =7 McErIN TV 54
ThHhBEVZLD,

6. B%

AFETIX, UDS O MAZFER L, ZOERICHI2HREINI L2, T, HERE
£ LCD UDS OFEEDOFMMEL X OERE 3 I TEET 3,

H—12 UDS OEBEWRED T HMED, 2N F TORIHE L Bir 2 DL, HERIZITET O 2K
HBEET N, REAETHNUIA XY ZARDOKRFEEFT NV Z G L7 BT, TEET Y,
IZOW TR T AL H > 7= DI LT, UDS OREIZEE Z2 Db DD Ek & HIVDR
WIEL2 SO, ZOBEMEKNFEEZANLVY F T4 7L L TRRALEETH S, H—F Tl
M7 CIlo, R¥EEBHEZEANEFEICILA20DICTRE, ZOED i2HET 2H)
EVIEE o, FI) LR THRINEHKAD—DIF, REDOFERIC T7 7)) A2, ik
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FRH E L TEIESE., 77V A OEHULZ A, BET2EEZE) L) bDTH-
2o L22L Z3UZ DV T Bening 1Z, "4 XV AKXDKRFZDY AT LMHIo7HFTZED XS
BaA—ARRET B LN, B L THlR O = — X2 2 BEOEZR T E A B DN 3R
(2005, p.61) EFEfEL T3, £, (HH (2005) (&4 —F D Achimota ‘DAY ¥ 25
LB DM Z O L7 L DOF T AV F 2T L E LTHZLZNE EH 5.2 ¥ a
7 L= T 2 OF Z ITH L CHERER S 1, BEI 1, BHEDRBIN A EE L X
Mobor LT MAE) SNk EZ2ERLEL, 29 LcEm, tERoEBRETIE,
HES AT L LIS ZBEL L) L) BRICIZO 2206 T, Y AT LD
MAZMRELLEE, 22010 THE) 24 TUIDEIETEIET, 2> THELDE
HEAZIERLTCLEIIBEDOH -7 E2RBL TS, 4L IEAIHTIC UDS o %4l
T, M2 2=7 4 DR, LWIHIBHEOHWITIH) XIS AT LDIED izik
KIZEFE L 72DTHD, A XV AADORFETNVOEBNAES NS Z LR REDEHS
FENEI)HLREPZHSOHMNICHS L THRGT T2 L TELLEVZ S,
BTN sDE, UDS ICEB TR Lo EEIZ, HEHELE L TH LD LIEA
LENTVbITTHEVIZL22b 6T, L L TAL DR ORI O LI SOIRDS
HHINB LIk w) 1 TdH B, Hountondji (2002) 1%, FHFEOHEKIC BT HE
DANZ DFEEROEHED R I NOOH 5 LIEM L) AT, HEEAZ LI, 20
TETHZ0Z 5 ThOLICED S THFORRZITH L 2256, THEROEom ) &
WO HD L EIZHT LWAREZBIE L T 2 ETH B LIBT3, fEDIC AL OFfifE
BOHABAREETZ L1, AICEtoTRIIB TED kv, o225 ETAAIRT
HHDY, Z DEMPLHEEDTERD S D LED D Dh & v ) KHNCFE#T %5 2 L5, A%
DETEDUEEIZHT L ORI b TlE v, UDS Tl Tk o F g, L v 9 i
WRICH ST ledic, ULPEHZD D DEZUET 2 2 ENFHRELTAHY F 27 01l
AAEFNTObIF TR, HL ETHIMORIELE 2 %2 h T2 OREEMEIFR S 1,
74 =V F7—=7DiFHELTWMY ANSNE EWVH, DT A%EESTWDS,
Wik, "7 790%) 2h) X 27 LIHAAL I ETHBHEICEZHET XY T I un—
FEXNHWNTH D, HEOHEEIS & UL DR EHET 2 ETrRBNTh 5, M
BRcEEZDIZ, TRE) obhHHAELEIVICH»r OO H 2 L v fThb, —rHIC,
UDS Tt M, EWIHIHMW « ——XDBHEBE L AT L > Tz L7203, 2o H
MThHsEZrD TRE) OEXRZSLHT L OEEMNEDDTIEZR N, THE, IR
BHRE L VS BDOBDICREIN TV EE51E, W 6 XULPEHE2EEL TV 2
LwoktZA T, HNICHT 26BN TERICEMLL T2 E I #EHN ARG T
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Abstract

The study examined the effectiveness of the availability of school facilities to equitable access, sanitation as well as
teacher accommodation, using propensity score matching technique on administrative data routinely collected by the
Ministry of Education and Sports through the Information Management System. The treatment schools received the grant
during the FY2014/15 — FY2016/17, and their outcomes were compared with the control group of schools that have
never received the grant. The results from the stratification matching revealed that schools that received the facilities
support significantly (at 1%) increased the number of pupils by 10.3 per class, 2.8 per toilet stance and about 2 teachers
per house more than the control group of schools. A similar trend of impacts is also observed on estimates from Kernel
matching technique. The impact of facilities grant on gender equality in access is rather insignificant, implying that
girls are equally likely to attend schooling as do boys. The results imply that a spacious classroom gives the teacher and
students a good opportunity for interaction. The availability of toilet stances enhances safe and clean environment as well
as positive attitude towards personal hygiene. It is glaring clear that the facilities’ importance can be measured from the
uses they provide to learners and instructors even though they have differing degrees of influence on schooling. On the
other hand, having a new school facility is good but maintaining them regularly in good condition remains a concern,
which can even negate the schooling achievements gained in the medium to long term.

1. Introduction
The Uganda government has for the past three decades prioritized investment in primary education
to respond to the global commitments on Education for All, Millennium Development Goals and
the recent assented Sustainable Development Agenda 2015. Among the key priority areas was
the infrastructure development to create a conducive environment for teaching and learning to
take place. Properly organized infrastructure system coupled with adequate instructional facilities
are the key pre-requisites for the development and implementation of the teaching curriculum
(UNICEF 2000). A growing body of research has found that school facilities can have profound
impact on schooling particularly teacher, access and learning outcomes (Mbanwi 2018). Facilities
in schools can affect teacher retention, commitment to work and effort. Moreover, school facilities
may influence learner attendance, engagement and growth in achievement. Thus, the physical and
emotional health of the learners and teachers depend on the quality of the school infrastructure
(Buckley et al. 2004).

Since 1997, Uganda prioritized the construction of school infrastructure as a flagship
programme to meet the increasing demand for quality education. The school facilities grant (SFG)

programme was an intervention created under the Poverty Action Fund (PAF) in 1998 to assist
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the populated and neediest schools/communities acquire physical infrastructure. The SFG had
three components, namely construction of new classrooms, construction of Ventilated Improved
Pit latrines (VIPs) and construction of teachers’ houses. The total national SFG grant was US$ 18
million per year between 1998 and 2006. It declined to US$ 5 million per year, after the introduction
of Universal Secondary Education (USE) in 2007. On average, eligible schools receive US$15,000
- 20,000 to construct school facilities. Consequently, the target was for every school to have a
maximum of 55 pupils per class. Although several initiatives and efforts have been made to
improve access and educational outcomes in Uganda, the learning conditions for both the educators
and learners have not been conducive let alone being inadequate. In terms of construction of new
facilities and maintenance of the existing ones, a lot more needs to be done.

The introduction of the Universal Secondary Education (USE) in Uganda in a way created
a shift in government spending. The SFG declined to an average of US$ 4.5 million annually;
currently, the funding is granted to just a few of the neediest schools, especially those with a high
Pupil Classroom Ratio (PCR) of above 55:1. These needy schools continue to experience increase
in enrolment and attendance. For instance, the average enrolment and attendance in P1 in the public
schools increased from 132.9 and 96 in the year 2010 to 142.4 and 132, respectively in 2018. For
a long time, the districts that have not received SFG have inadequate classrooms to accommodate
lower primary pupils (P1 — P3), leading to overcrowded classrooms. This has derailed not only
construction of new infrastructure but there is also lack of maintenance of the existing ones, which
has partly led to pupil and teacher absenteeism and, in extreme cases, pupil dropout. Figure 1 and 2
indicate that schools have varying pupil-to-classroom ratios (PCRs) with Maracha and Mpigi
districts having the highest and lowest PCR, respectively. The inadequacy of school facilities is
also reflected in the high pupil-to toilet stance ratio (PSR) as noted in Naminsidwa (PSR = 128) and
Kalangala (PSR = 22), having wide differences, respectively.
The process evaluation report (OPM 2016) reveals that the majority of the UPE schools have poor
learning environments which have had an effect on pupil/teacher safety, pupil/teacher retention,
pupil absenteeism and dropout, especially for girls. The poor state of school structures is partly
attributed to inadequate funding which is granted to just few schools. The selective provision of

SFG has caused imbalances in the teaching and learning environment in primary schools, which
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likely impacts on learning outcomes. Schools that continue to receive the grant are not only
increasing on the stock of classrooms but also the condition of the buildings is good. However,
there are some challenges that affect the implementation of the SFG and these include delays in the
release of SFG funds by the government; high enrolments in some schools yet the funds received are
limited; political interference by some district leaders; low community ownership and participation
in SFG projects; poor workmanship on the part of the contractors; and stealing/vandalizing of the
construction materials community members among others.

Previous studies have established that educational quality is associated with high conducive
environment both in the school and within the classrooms. School systems work with learners and
carry social trust for transmitting values, inspiration and knowledge to improve the future society
(Berill & Whallen 2007; Mbonteh, Fonkeng & Galy 2016). According to the survey conducted
by UNESCO (2015), there are more than 50 pupils per class in the sub-Saharan Africa countries.
In Uganda, about 56 pupils share a class but with wide variations between rural and urban areas,
15 pupils on average share one mathematics textbooks. About 40% of the primary schools do not
have ventilated improved pit latrines (VIPs); the teacher houses are largely lacking in almost 60%
of the government aided primary schools. The trend in statistics reveal rather general impression
about school conditions, but in small part of a whole, is in a way examining the contribution of
infrastructure to equitable access, which is still a priority for developing countries like Uganda.
Thus, the question guiding this study is; how does school facilities reflect and contribute to school
access in Ugandan public primary schools?

Globally, there is a significant and strong link between the school facilities and the learning
process (Blair, 1998). Kerr (2003) reports that 75% of the American nations school buildings are
inadequate. This is no exception for Uganda today, where primary school access, dropout and
academic performance has remained stagnant. Earthman and Lemasters (1996) pointed out that
learners surrounded by a safe and environmentally conducive environment experience a positive
effect on their learning. Knowing the importance of school facilities in access to schooling, it would
be necessary to draw a clear understanding of the contribution of school facilities grant (SFG)
on improving access in Ugandan primary education. This study uses regular but non-traditional
estimation technique to assess the SFG contribution. Previous cited studies analysed the correlations
based on the traditional regression analysis between the outcomes on a set of the covariates. Few
studies have used Propensity Score Matching (PSM) technique but considering different sets of
outcomes and covariates at several stages of the analyses. This study is premised on the fact that
in the absence of randomization given the public nature of the SFG programme, it would be of
interest to establish what would have happened to pupil school access and teacher recruitment and
retention had schools not received the facilities support — counterfactual. The study is set to assess
the effectiveness of the SFG programme on pupil access to school and to sanitation facilities as well

as teacher accommodation by addressing the following research questions:

a) What is the impact of SFG on equality in access to schooling and teacher accommodation?

b) How cost-effective is the SFG on the school access measures?
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The study reveals the medium to long-term effects of SFG on the pupil and teacher measures. At
the school level, the findings demonstrate that SFG is significant in increasing pupil access and
teacher accommodation measures. The analysis also generates evidence to close the knowledge gap
on the extent to which the SFG is not only pre-requisite to learning environment but also key direct
determinant of school access. The findings of this study could potentially inform UPE policy change
as well. The rest of the paper is structured as follows: section two presents the literature related to
the study; section three is the identification and estimation techniques; section four presents the data

and descriptive analysis, section five presents the results and discussion while section six concludes.

2. Literature Review

There is a broad body of knowledge linking school facilities to learning. Whereas fixing a new
school infrastructure is a necessary pre-requisite for teaching and learning to take place, there
are other factors that trigger education outcomes. A system-wide transformation is critical for the
attainment and sustainability of improved educational quality (Holt 2000). The quality teaching and
learning is based on proper organizational infrastructure coupled with adequate school facilities
(UNICEF 2000). Educational quality is within the context of the state obligation to establish and
sustain the conditions under which the learners study. This was clearly re-affirmed in the Dakar
Framework and now the Sustainable Development Goals, to improve access to schooling with
quality (Mbonteh, Fonkeng & Galy 2016). According to Chitty (2002), learning being a key
indicator of educational quality needs to be conducted in an acceptable environment with good
classrooms and sanitation facilities. Teachers need to be accommodated within school community to
improve pupil-teacher interaction and reduce on absenteeism.

Educators and education researchers from diverse perspectives have argued on the correlation
between class size and pupil learning, but according to Pennycuick (1993), class size has not been
consistently linked to pupil achievement. Fisher (2000) reveals there is evidence that the correlation
between student behaviour and quality of school facilities is less conclusive as does Smith (2001)
who admits that causal relationships between schooling and adequacy of facilities cannot be
established solely on the basis of available school infrastructure, but rather on what is exactly
taking place in the classroom environment. But on the other hand, many other studies have found
a relationship (e.g. Willms 2000; Mbonteh, Fonkeng & Galy 2016; UNESCO 2015). For instance,
they argue that sanitation facilities provide a safe, dignified and healthy learning environment that
promotes school attendance and high academic achievement. In Cameroon, Mbanwi (2018) found
that the role of school facilities is indispensable. That school facilities (classrooms with good air
conditions) enhance teaching and learning, comfortable seats enable learning as students feel well to
participate in class while spacious classrooms give the teacher and student good room for interaction
in Presbyterian secondary schools. His finding was also buttressed by Buckley et al. (2004) who
established that poor air movement and ventilation could result in increased student absenteeism and
subsequent reduced student performance.

From the global perspective, Cash (1993) examined the impact of building conditions on

learning in Virginia, and found that facility conditions controlling for socio-economic factors
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significantly correlated with student achievements. The physical infrastructure such as libraries,
classrooms, solid waste disposal facilities do much to banish apathy and often arouse learners’
interest to learn and matriculate. As classroom size is reduced, educators have a greater chance to
provide with individual attention and can respond to the reduced class size by re-allocating resources
towards low achieving pupils or adopting teaching methods that enhance understanding (Brown &
Saks 1987). Lorton and Walley (1979) also emphasized that learning experiences are fruitful when
there are adequate quantity and quality of physical resources; and that unattractive school buildings,
crowded classrooms, non-availability of playing ground as well as poor surroundings can contribute
to poor academic performance. To emphasize further the issue of physical facilities, Cameron (1970)
as quoted by Likoko et al. (2013) re-echoes the importance of developing adequate and appropriate
physical facilities for quality education to be realized.

Malcolm Gladwell (2009) using Wilson and Kelling’s theory said that the condition of school
infrastructure has crucial consequences for learning, specifically attendance rates. Students who stay
in such unattractive environment perceive that they are not special, that school is not important, that
no one really cares, and as a result will be more likely to stay home, giving education low priority
in their lives. According to Barrett et al. (2019), there is evidence of particularly strong impact of
school planning and design on health and on the learning progress, and they also highlight evidence
on the impact of a good “fit” between pedagogy and school spaces.

The reviewed literature brings mixed evidence on the effectiveness of school facilities. Most
of the studies were conducted in developed education system and used several analytical techniques
that yielded differing conclusions. All these bring a research paradox in the developing education
context like Uganda. It would therefore be necessary to test the same hypotheses in the evolving
education system to establish the relevance of school infrastructure. The next section presents the

analytical framework particularly the identification strategy and estimation techniques.

3. Identification and Estimation Techniques

The use of the propensity score matching technique has gained prominence in the recent social
research landscape. This follows the seminal work of Rosenbaum and Rubin (1983) that introduced
the systematic approach to estimating treatment effects while minimizing the endogeneity and
selection bias in the quasi-experimental designs. In context, there may be endogeneity issues between
receiving the facilities grant and school class size. In reality, the schools that receive the facilities
grant may be different from those that do not receive in aspects of class sizes, teacher accommodation
and availability of sanitation facilities. In the circumstances where there is no experiment to isolate
certain characteristics specific to the schools particularly how a school is assigned to participate in the
programme, then a quasi-experimental design would be the suitable alternative.

Because the SFG is usually provided to needy schools in phases based on the need and subject
to availability of funds, it would then be of interest to determine what would have happened, to
access to schooling in the absence of the SFG - counterfactual. Thus, the PSM technique reduces
the selection bias and in which a match is artificially constructed for each one of the individual
units studied who have similar attributes but one difference: received or did not receive the facilities
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financial support. The PSM approach mainly follows four key steps: First, we are more concerned
about the identification of suitable covariates that predict the choice to receiving the grant. This
initial examination of the data uses the regression to establish the marginal treatment effects;
Thus y=pX+e, where y is the outcome variable and X is the vector of regressors, the B is
the vector of treatment effects including the covariates. Second, is to estimate the likelihood of the
school participating in the program, using the probit model that uses the latent or non-observable
variable as the outcome variable; that is to say, Y*=f,+Xf+e, Y=1[Y*>0], where Y=1 if Y*>0
and Y=0 i Y*<0]. Where Y* [0,1] indicates the likelihood that the school will participate in the
programme and X is a series of independent observable variables. The probit model was used to
identify the suitable covariates that would predict robust propensity scores. Worth to note that, the
use of the probit, a function of maximum likelihood is more important than the significance of the
estimators (Heckman, Lalonde & Smith 1999; Alderete & Formichella 2016).

The third step involves estimating the propensity of observations. The sample is divided into
two groups (i.e. treatment and control) and the two sample groups are arranged in descending order.
The propensity score model with Treatment D (=0/1) as the dependent variable and ‘X’ explanatory
variables are as follows.

p(x)=prob(D=1/x)=E(D/x)

The propensity score P(x) is the predicted probability that a school receives the grant given their
observables. The fourth step is the matching of each unit in the treatment group to another unit with
a similar propensity score in the control group, and then calculate the difference in the levels of the
choice outcomes in each pair as well as the average difference for the whole sample — the treatment

effect on the treated (ATT) which is estimated using the following basic equation:
ATT=E(4/p(x),D=1)=E(v/p(x),D=1)-E(y,/p(x).D=0)

Note that one unit in the control group can be matched with more than one unit in the treatment
group. The study employed several matching alternatives: First, the nearest neighbour matching
where a control group school j selected from the control group is the school that minimizes the
difference between propensity scores of control and treatment groups, thus C(i)=min j | P-P; |. In
this case, the average treatment effect on the treated is reported as ‘attnd’. Second, is the Kernel
approach, a method in which treated units are matched with the weighted average of all units in
the control group, using weights that are inversely proportional to the distance between the scores
of the treatment and control units. The treatment effects are thus reported as ‘attk’. The third is the
stratification where there are matches between the treated and control cases based on the variable
that contains the block number (strata) to which there is common support (Smith & Todd 2005), and
thus the treatment effects are reported as ‘atts’. A t-test between the outcomes (y) for the treated
and control groups was also performed. The variables used for matching included pupil teacher

ratio, ratio of female repeaters, school location, school ownership as well as distance of the school
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from the district education administrative unit.

In a common approach, the outcomes of the control schools would be matched to similar
treatment schools based on the values of the propensity score, or else the unmatched schools are
discarded from the sample. Estimates of the treatment effects are based on the comparisons of the
average outcomes across the schools in the propensity score matched between treatment and control
groups. This PSM approach has two advantages as suggested by Ravallion (2005). First, it has no
arbitrary assumption of linearity between outcomes and covariates as does in most models; second,
it removes the treated and the untreated units from the sample that have no obvious match in the
group — thus controlling for possible bias attributed to unobservables. A limitation to the PSM is that
selection of schools is done on observables and yet it is possible that there were certain unobservable
characteristics (e.g. influential local leaders) in those schools that made them more likely to be

selected to receive the grants.

4. Data and Descriptive Analysis

The evaluation used the existing data in Education Management Information System (EMIS)
routinely collected by the Uganda Ministry of Education and Sports (MoES). The data is part of
the annual school census information collected on infrastructure, enrolment, staffing and teacher
qualification, co-curricular activities as well as school management related data. The schools that
had received SFG so far, for the period 2014/15 to 2016/17 were identified and compared with
those schools that were similar in characteristics (based on both output and input variables prior to
receiving SFG). The schools studied were government owned and supported primary schools in the
country. Of the 2,625 schools, 389 (14.8%) of them received the facilities grant and about 80% of
the schools are in rural areas (Table 1).

Table 1: Descriptive statistics

Variables N |Mean | Std | Min. | Max.
Treatment school (Yes=1, No=0) 2,625 | 0.148 | 0.355 0 1
Pupil-to-classroom ratio 2,625 | 82.12 | 70.45 | 19.49 | 1,314
Pupil-to-toilet stance ratio 2,625 | 80.13 | 79.11 | 30.88 874
Teacher-to-house ratio 2,251 6.64 | 474 | 0.55 37
Pupil-to-teacher ratio 2,625 | 5829 | 51.7 6.2 | 1,550
Proportion of female pupils to total 2,625 | 0.50 | 0.048 0 1
Proportion of female repeaters to total 2,625 | 0.486 | 0.115 0 1
School location (Rural=1, Urban=0) 2,625 1 0.798 | 0.40 0 1
Proportion of Government Owned School (Yes=1, No=0) 2,625 | 0.177 | 0.382 0 1
Distance from local administrative office to school (1=>3km, 0=<3km)) 2,625 | 0.289 | 0.453 0 1
School has grade 1- 6 =1, grade 1-7=0 2,625 | 0.06 | 0.246 0 1
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The small proportion of schools that participated in the programme was an institutional matter
beyond the researcher but however, dealing with small and/or sub-samples has been observed in
other related studies. For instance, Alderete and Formichella (2016), that considered a treatment
group of 15.9% in the Conectar Igualdad programme in Argentina using PSM; and they employed
the same estimation technique for sub-groups that have more characteristics in common.

In Uganda, there is an average of 82 and 80 pupils per class and per toilet stance, with wide
margins, and above the recommended 55:1 and 40:1 ratios, which signal over-crowding thus making
the school environment unconducive. Even teachers are disrupted with the lack of accommodation
as well as teaching big classes as revealed by the pupil-to-teacher ratio and teacher-to-house
ratios. It is worth to note that about one in every ten schools do not have final grade (i.e. Grade 7)
in the primary schools; and also the majority of the schools are community as well as faith based
but government aided schools (82.3%=100*1-0.177). The key component of the SFG was the
construction of the school facilities in needy schools. Often the cost of construction was greater
in the urban than in schools rural (Figure 1). Averagely, it is costlier (=USD 12.500) to construct
a facility in urban than in rural schools (=USD 10,991), which was attributed to differences in
economic conditions. In terms of per capita spending, unit cost in the rural (=USD 15.7) was slightly
higher than in the urban (=USD 14.6) largely because free fee urban public schools are populated

more than the rural counterparts.
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Figure 1: Average and per capita facility cost by Figure 2: Average construction cost by type of

rural-urban facility and by rural-urban

In terms of the cost of the type of facility, the classroom costs were modest than teacher houses.
Construction of teacher houses was mainly in rural and hard to work schools, as a way of motivating
educators to stay in school. Again, it costs a little more to construct classroom block (=USD 16,743)
and sanitation facility (USD 8,457), in the urban schools than the rural counterparts (Figure 2). The

next section presents and discusses the results of the PSM analysis.
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5. Results and Discussion

Marginal differences in outcomes and determinants of participation in the SFG programme

The initial investigation involved estimating a regression with a dummy for treatment (=1), as
the independent variable followed by another regression with a dummy variable for treatment
controlling for the covariates. The objective was to ascertain the covariates that would predict
the robust propensity scores. The results reveal that participation in the SFG programme had a
meaningful impact on the access measures (i.e. Pupil-to-classroom ratio (PCR), Pupil-to-toilet
stance (PSR), Teacher-to-house ratio (THR) and proportion of female students in a school) as
observed in the results of Table 2 from Col. 2 to Col. 9. Moreover, the PTR, location, school
ownership and school grade are correlated with several or all of the access measures. However, the
practical importance of these findings should be taken with caution because of the self-selection and
non-randomization bias. Although there is a comparison group, the differences in the outcomes may
be due to systematic differences that could bias the interpretation of the findings (Thompson 2002;
Park & Osborne 2007). Rather, the remedy to the biases is the use of propensity score matching that
could equate the two groups so that any comparisons made reflect an equal likelihood of receiving

the grant with minimal or no influence from the unobservable factors (Lane et al. 2012).

Table 2: Marginal differences in outcomes and determinants of participation in the SFG programme

Prop. of females to Treat
Dependent PCR PSR THR total enrolment (0/1)
variable
)] (3) (4) (5) (6) @] (8) ©) (10)
18.65%** [ 16.10%** 12.94%* 8.310| 1.007*** | [,105%** 0.002 0.001
Treated (0/1)
47271 [5.156]| [6.5501| [6.696]| [0.235]| [0.279]| [0.003]| [0.003]
PTR 0.483%*%*%* 1.114%%* 0.005%*%* -0.001 0.002%*
[0.034] [0.043] [0.002] [0.001]|  [0.001]
Efr’;‘;:f -2.596 25.32 1421 0.121 %%+ 0.235
repeaters [16.595] [20.679] [0.876] [0.009] [0.305]
Location 4.615 -6.144 -0.704%** -0.014%*% | (,]122%*%*
(Rural=1) [4.772] [6.081] [0.257] [0.003]|  [0.049]
Own -9.192* -12.35%%* -0.571%* -0.001 | -0.098%*%*%*
(Gov't=1) [5.044] [6.433] [0.271] [0.003]|  [0.034]
Dist(>3km=1, -0.050 -11.58%* 0.636%*** -0.005** | 0.063%**
—<3km=0) [4.255] [5.509] [0.229] [0.002]|  [0.031]
grade 1-6 =1, -14.96* -21.37* -1.887%** -0.003 0.095**
grade 1-7=0 [8.750] [11.497] [0.463] [0.004]|  [0.048]
Control means 96.39%%* | 70.408%** | 87.98%*** | 24 79%* | D AZ*** | 2346%** | (. 501*** | 0.456%%* | -1.27%**
ontrol me [1.823]] [9.322]| [2.511]] [11.624]| [0.090]| [0.493]| T[0.001]| [0.004]| [0.172]
2,473 1,903 2,320 1,777 2,625 2,000 2,625 2,000 2,000
R’ 0.0063 0.110 0.002 0.276 0.007 0.032 0.002 0.114 0.004

*ik P<0.01, ** P<0.05, * P<0.10
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The second stage was to assess the determinants of school participation in the SFG programme. The
overall model (Col. 10) is a good fit as observed from the p-value of the likelihood ratio statistic
(=0.004). The results reveal that the increase in pupil-to-teacher ratio, rural schools and those schools
with lower grades 1-6 rather than grade 1-7 as well as schools located in more than 3km radius
were significantly more likely to receive the grant (Table 2). On the other hand, school ownership
variable has a significant negative effect (at 1%) as government owned schools are less likely to
receive the SFG support than the public but government aided schools. In principle, the neediness
to the SFG programme was associated with rural school location, far distance from the district local
administration, the school need to upgrade to candidate class (i.e. grade 7) as well as pupil-teacher
intensity — this is typical of developing country case like Uganda. The probit results are generated
alongside the propensity scores, with a region of common support selected within [0.10505,
0.23676] range. As a result, the intervention would only be generalizable to those units that were
in the lower and upper limits in terms of their likelihood of receiving the SFG support. Participants
outside the range could not be matched instead could contribute to bias the treatment effects. Of the
2,625 schools investigated, 76% (=1,985 schools) are confirmed to belong to the region of common
support, and of these, the 15.7% (=312) belong to the treatment group while 84.3% (=1,673 schools)
are in the control group, respectively. There were 4 blocks, that largely ensure that the mean
propensity score is not different for treated and controls in each block. Test of the balancing property
of the propensity score was satisfied. There was also significant marginal differences in propensity
score (=0.003, p-value=0.001) and common support (=0.051, p-value=0.023) between the treatment

and control group of schools.
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Figure 3: Treated schools
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Figure 4: Control schools

The Figure 3 and Figure 4 indicate the Kernel density functions of the estimated propensity score
within the regions of common support, for the treatment, control, matched and untreated as well as
unmatched and control group of schools, respectively. Figure 3 reveals a normal and high density

than Figure 4 implying that the average likelihood of programme participation for the treatment
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schools is higher than the average of the control schools.

Impact Analysis Results

At this stage, the results on the propensity score matching that reveal the treatment effect of SFG on
access are presented (Table 3). The probit estimation reports the propensity scores (p-scores) with
their bootstrapped standard errors. Access measures in this case are the pupil-classroom ratio (PCR),
pupil-toilet stance ratio (PSR), proportion of female pupils to total (PrFPT) and Teacher-to-house
ratio (THR), all measured at school level. One of the key objectives of SFG was to reduce on the
overcrowding by accommodating at most 55 pupils per class, to maintain gender equality in enrolment
among boys and girls, and to ensure that at most 40 pupils share a toilet stance as well as providing
school accommodation for every teacher. From the PSM results, there was a match of the 312 treated
schools with the untreated and then the outcomes were compared. Note that the matching is one to
many, and not all the control observations can be used as matches for all the treated schools.

The evaluation estimated the treatment effect on the treated (ATT) using the nearest neighbour
matching, Kernel matching and stratification matching techniques. The results of the treatment effect
reveal that after matching the treated and the control schools, the effects of the SFG intervention
raise PCR significantly at 1%. For instance, Kernel and stratification matching show that schools
receiving SFG increase their PCR by 5.761 and 10.264 more than the control schools; the impacts
on PSR are 4.884 and 2.804 as well as 5.648 and 2.385 on THR under the two matching techniques.
The impact on gender is rather insignificant implying girls as equally as boys are benefiting from the
SFG support. However, the nearest neighbour approach does not yield any statistically significant
results. Therefore, the hypothesis that the school facilities grant has not helped to significantly
improve on school access is rejected. Although the impact in access measures is significant but with
minimal effect size largely because the full potential utilization of the school infrastructure can
be realized in the medium to long term than immediately after construction. As clearly stated by
Mbanwi (2018), classrooms are key infrastructural facilities in the school where the teaching and
learning process takes place. A spacious classroom gives the teacher and students good room for
interaction. In terms of sanitation in Ugandan primary schools, solid waste disposal system using
toilet stances is important in enhancing safe and clean environment. Proper management of solid
waste in schools enhances positive attitude towards personal hygiene and environment. In addition,
it can be argued that physical infrastructure such as classrooms, toilet facilities do much to banish
apathy and often arouse learners’ interest to learn and matriculate. The educators have a greater
chance to provide with individual attention and can respond to the reduced class size by re-allocating
resources towards low achieving pupils or adopting teaching methods that enhance understanding.
Thus making the appropriate use of the resources requires more than just construction in the school.
The schools must not only appear to be attractive to learners, the teachers have to provide conditions

for learning and the facilities have to support the educational use as well.
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Table 3: Results of the treatment effect on the treated using bootstrapped standard errors

Outcome Indicators PSM Method No. t(r)ff::tzl:lOOls N(():.()cr)lft’rsocllll:é)ls ATT E;fj:ﬁg
attnd 312 270 16.893 2.349%**
PCR attk 312 1673 18.688 5.761%**
atts 312 167 18.078 10.264%**

attnd 312 255 3.234 0.401
PSR attk 312 1673 14.820 4.884#%*%*
atts 312 1673 13.958 2.804%**

attnd 312 282 0.002 0.545

%"gﬁiz’gﬂig}‘;‘le attk 312 1673 0.001 0.058

atts 312 1673 0.001 0.111

attnd 312 282 0.561 1.101
Teacher House Ratio attk 312 1673 1.145 5.648%**
atts 312 1673 1.119 2.385%**

ik P<0.01, ** P<0.05, * P<0.10

The estimated model is demonstrably robust, inasmuch as the estimates of the average treatment
effect on the treated (ATT) have been specified under the different matching alternatives that seem
to deviate from the assumptions of the conditional independence. Various interventions related to
school facilities are implemented in many developing countries to enhance access and improve
student learning. This study provides additional insights regarding these types of interventions.
With the increasing number of pupils that enrol in public schools, parents, district education and
school management officials argue that the grant is not adequate to address the infrastructural
challenges that have left most schools overcrowded with very few classroom space despite the
increasing number of pupils. Having selected the sampled schools from among the neediest
schools, the new infrastructure attracts enrolment of more children from their former schools, a
matter that consequently leads to overcrowding because the capacity of the new infrastructure is

suppressed.

Cost-Effectiveness Analysis

It is important to note that another entry point into the impact analysis of SFG programme is the unit
cost and effectiveness analysis as suggested by Beam et al. (2018). Cost-effectiveness ratio (CER)
analysis is an approach to inform decision-making and the ratio simply shows how much it costs
per pupil to attain certain amount of units of output in the treated relative to the control schools. Per
unit cost and treatment effects are computed and related as ratios. The costs are the facility grants
disbursed to schools during the intervention period, while per unit cost is the cost per pupil in the

treatment schools. The analysis establishes the cost per pupil in the intervention schools by simply
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dividing all the total SFG spending in the survey schools by the number of students. If Prel stand
for pre-SFG period, and Pre2 (2014/15 to 2016/17), we can then identify possible scenarios and
cases. The CER lead to clear decisions as to whether to adopt and use SFG intervention. In symbolic
notation, the Cost- effectiveness measure can be expressed as:
Cost-Effectiveness g pp = M

(Effect size)
Where cost is the SFG allocated to the treatment schools, effect size is the impact or the gain in units
per school relative to the control school.

As noted above, cost-effectiveness is ideally an efficiency measure. The CER is an efficiency
ratio for comparing two systems based on a specific cost-effectiveness measure (cost per graduate/
pupil). The decision rule is that if efficiency ratio = 1, then pre-SFG period (i.e. before 2014/15) and
post SFG intervention (i.e. 2014/15 — 2016/17) are equally efficient.

If efficiency ratio >1, then SFG support is more efficient If efficiency ratio <1, then the SFG
intervention is less efficient. The inverse of the CER say 1.22 (=13.96/11.44) is the increase in
toilet stances in the treated relative to the control schools during the FY2014/15 and FY2016/17,
respectively (Table 4). On the other hand, classroom and teacher houses construction were
ineffective as their efficiency ratios (0.84=18.07/21.5) and (0.04=1.12/29.72), were less than one.
The implication on the differences of efficiency ratios among PCR, PSR and THR is attributed to
the fact that it costs relatively less to construct toilet stances to improve sanitation and hygiene in the

learning environment — which is key pre-requisite to school access.

Table 4: Cost Effectiveness Ratios (CER) on classrooms, toilet stances and teacher accommodation

Measure Cost per student in per type of facility Effect size based on atts CER
PCR 21.50 18.07 1.19
PSR 11.44 13.96 0.82
THR 29.72 1.12 26.54

6. Conclusion

There is increasing use of the matching techniques for the education grant funded research with
the central aim, to interest researchers in the field of technical education where there is transparency
in the steps for conducting the propensity score analysis. These quasi-experimental approaches are
increasingly being applied in developing countries to assess the effectiveness of public spending on
the household socio-economic livelihoods such as education. A case in point is the SFG that was
implemented to enhance children access to schooling in government aided public schools in Uganda.
The SFG focused on the construction of new classrooms, toilet facilities, and teacher houses with
the aim of improving the infrastructure in the supported schools. The beneficiary schools were
expected to achieve the classroom pupil ratio of at most 1:55 and gain improved learning outcomes.

It is glaring clear that the concept of facilities cannot be underscored in any educational milieu.
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Their importance can be noticed and measured from the uses they provide to learners and instructors
even though they have differing degrees of influence to schooling. It can be also observed that
learning experiences are fruitful when there are adequate quantity and quality of physical resources,
and that unattractive building, crowded classrooms and poor sanitation facilities can negatively
affect schooling process. Having a new facility is good but maintaining the facilities to regularly be
in good condition remains a concern, that can even negate the learning achievements gained in the

medium to long term.
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Abstract

Despite the government and the population’s agreed opinion on the importance of civic education in Madagascar today,
the real meaning of such education remains blurred. The purpose of this study is to understand the representation of
civic education as introduced in the Malagasy civic education textbooks and how it has evolved from the independence
of the country until the present time. Seventeen textbooks, used since the first republic, have been analyzed to draw the
understanding of the subject. The focus of civic education changes according to the political regime, from learning about
institutions, and moral education, to the introduction of education for sustainable development and global citizenship
education. The findings show that the textbooks have been used to establish the successive regimes’ political, ideological,
and financial interests, but they also explicitly or tacitly inculcate traditional values that nurture the cultural identity of
the Malagasy citizen. The textbooks try to represent the civic education subject as the ideal subject that would transform
the students into “decent Malagasy citizens” who firstly recognize their traditional values and principles, and who are
socially and civically engaged moral citizens, aware of the local and the global society they are living in.

1. Introduction

Global Citizenship Education (GCE) has become an important topic in the education research field
today in that such education is relevant in the understanding and the resolving of social, political,
cultural, and environmental issues (UNESCO 2013). Major points of GCE are closely related to the
“Recommendation Concerning Education for International Understanding, Co-operation and Peace
and Education Relating to Human Rights and Fundamental Freedoms” in 1974 (UNESCO 2018).
As GCE is most of the time addressed as part of subject matters such as Civics/Citizenship, Social
Studies, or History, studies in the African context investigate the content of citizenship or civic
education in light of major conflicts, human rights and democracy issues (Bayeh 2016; Yamada
2011; Schoeman 2006; Seroto 2012).

Unlike other African countries, Madagascar has never faced any major conflicts such as civil
war or strong dictatorship. Moreover, despite the country having more than 18 ethnic groups, it
has one national language understandable throughout the whole country. However, it is known for
its recurrent political instability periods since independence and studies suggest that even during
the Civic Education (CE) courses, discussion about rights and duties in democratic participation
are avoided (Antal 2010). Kennedy (2019) suggests that the evolution of Civic and Citizenship
education is unique to each context, time and values. Interesting is the study of the content of such
education in the context of Madagascar in this era when reflecting GCE in the national curricula is
considered “one of the most urgent tasks” (UNESCO 2013, p.5).

The purpose of this research is to understand the representation of CE as it is presented in the
Malagasy CE textbook. This study attempts to explore the conception and the presentation of how

the Malagasy CE evolved from the independence of the country until the present time.
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2. The evolution of Malagasy education and educational materials

2.1. Overview of education in Madagascar since the independence

(1) The first republic (1960-1975)

As a former French colony, the Malagasy education has inherited a lot from France, particularly
the education system, the use of French as the language of instruction, and the content of the
curriculum. During the colonial period, the education policy favored an elitist education where only
a few students managed to continue their studies, which greatly sustained colonial domination.
Such policy caused a huge disparity between students’ education level and limited the indigenous
population’s career opportunities (Lehmil 2006). The school subjects that were taught in the French
colonies were the same as the ones taught in France, but the pedagogy was rather leaned towards
strengthening the ascendance of the colonizers (Ibid.).

After the independence of Madagascar in 1960, the education field did not change much from
that of the colonial period. French remained the language of instruction and the learning contents
were still similar to the French model with some revisions adapted to the Malagasy context. This can
be seen in the textbooks used at that time, such as in the Mon livret d’Instruction Civique textbook
by Dubois and Raveloarisoa (1969).

(2) The second republic (1975-1993)
Dissatisfaction about the French-like education which favored few people and served the interest
of the former colonizer was one of the biggest causes of the end of the first republic administration
and the birth of the second republic, or the Malagasy socialist regime. The socialist revolution
of May 1972 was obviously an educational revolution where university students demanded the
malgachization (changing the language of instruction into Malagasy), the démocratisation and the
décentralisation of the Malagasy education (Dahl 2011). Drastic changes have been made in this
period to establish the national motto Tanindrazana — Tolom-piavotana — Fahafahana, translated as
Homeland — Revolution — Liberty, and to restore the virtue of the Malagasy language and culture.
For the first time after formal education was made compulsory in January 1904 (Lehmil 2006),
the Malagasy language will now be used as the language of instruction after almost 70 years of
French usage. All textbooks for primary school were written in Malagasy. The former /nstruction

Civigue school subject was replaced by Fanabeazana ara-pitondrantena or Moral Education.

(3) The first part of the third republic (1993-2008)
The malgachization policy is very often defined as a “total defeat” (Dahl 2011) for different reasons,
particularly the poor preparation of the language policy reform, the insufficiency of textbooks, and
the lack of teacher training, which left the students to neither master French nor Malagasy. A great
number of schools were closed, the enrollment rate decreased, and the repetition rate raised, causing
an important increase of the illiteracy rate of the whole population (Ibid.).

The third republic was established in 1993 and returned to using French as a language of
instruction, but with a new approach in language use. Malagasy was used during the first two years
of primary school. Starting from the third-year, social subjects and history were taught in Malagasy
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while scientific subjects such as mathematics and geography were learned in French. This return
to French presented several drawbacks as the teachers did not have a good enough command of
French and students felt alienated in learning a language and concepts that were detached from their
everyday life and reality. Going to school was limited to rote learning without real comprehension
of the contents (Ibid.).

(4) The second part of the third republic (2008-2010)

Still during the third republic in 2008, a new educational reform was made with a new president and
the Madagascar Action Plan (MAP) 2007-2012, a five-year development program for Madagascar
which was aiming for an international standard education that would meet quality and efficiency
(Republic of Madagascar 2006). The challenge was to bring all children to school including the
very poor ones, to decrease the dropouts and repetition rate by creating contextually appropriate
curricula. Malagasy will serve as the language of instruction during the five years of primary school
and French and English are learned as foreign languages. French will gradually be introduced as the
language of instruction from lower secondary school upwards. Not much is known about the CE
textbooks used during the third republic apart from the fact that Moral Education, which is probably
the second republic’s Moral Education, was still taught in Malagasy in primary school.

As part of the MAP program, which was elaborated following the Millennium Development
Goals (MDGs), Madagascar was starting the Education For All movement when the country faced
another political crisis leading to the establishment of the fourth republic in 2010. Madagascar was
then led by the High Authority of Transition for four years and no major changes have been done
regarding the education area.

(5) The fourth republic (2010 to date)

As a result of the previous government’s work and through the funding from international
organizations, the Ministry of Education released a new CE textbook series in 2011, Fanabeazana
ho Olom-pirenena Vanona (Education for Decent Citizens) which are composed of textbooks for
lower secondary school and upper secondary school students, guide and syllabus for the teachers,
and booklets sensitizing different categories of citizens to become decent citizens, namely children,
young people, university students, adults, and the civil society. These materials were made available
online for the public. This is the first time that CE materials were provided for teaching upper
secondary school students while CE was not yet part of the national curriculum.

After four years of transitional regime and wounds of repetitive crisis, poverty is increasing
and people start to believe that the Malagasy society is gradually losing civic and moral values as
repeatedly reported by the local press (Ndimby 2013). With a newly elected president in 2014, the
government has renewed the national curricula for the primary school in 2015 as a preparation for
the post-MDGs. This renewal is considered a big one as the last national curricula update was done
in 1996, almost 20 years before. The main changes were the insertion of two subjects in primary
school, first the relatively new CE subject FFMOM (Fanabeazana sy Fampivelarana ny Maha Olo-
mendrika) translated as “Education and development of a decent person”, and the Fanabeazana
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ny hetsika aman-tsapa, sahan’asa manodidina ny sekoly subject, or the “Development of senses,
and practical activities around the school”. The FFMOM is the revised version of the former Moral
Education and is a response to the population’s call for reinforcing the education of civism in the
school system (Ministére de 1’éducation nationale 2015).

In 2017, after almost 60 years of independence, Madagascar is the only country that is
becoming poorer without facing any major conflicts (Razafindrakoto et al. 2017) and as Colloca
(2018) asserts, continuing economic crisis have significant impacts on people’s civic attitudes. In
this respect, the Malagasy government developed a new Malagasy education policy, the Education
Sector Plan (ESP) as part of the strategies to achieve the Sustainable Development Goal for
education.

In the present time, the government is willing to make a reform in the former CE subject in
lower secondary school and change it to Education au Civisme et a la citoyenneté or Civic and
Citizenship Education (CCE) as part of the implementation of the new Malagasy Education policy
(MEN et al. 2017). Besides, CCE will be implemented in the upper secondary curriculum for the
first time in history. The upcoming reform in CE in secondary school is meant to address current
social problems related to the degradation of people’s civic attitudes in Madagascar, and to address

global matters such as environmental or human rights issues (Ibid.).

2.2. Brief history of textbook production in Madagascar

After the independence movement in the French colonies in Africa, the newly independent African
countries found it hard to give up on using French as the language of instruction. Besides, they
have never known any other textbooks except those provided by France (Vellot-Samba et al. 1973).
French publishers then quickly understood that they should create products that would meet the
African needs and two main publishing houses investing in African textbooks were created, namely
Nathan and EDICEF (Editions Classiques d’Expression Francgaise). Nathan produced the Nathan
Afrique and Nathan Madagascar series and EDICEF worked in collaboration with the IPAM (/nstitut
Pédagogique Africain et Malgache) and collaborated with the French publishing houses Istra,
Hachette, and Hatier (Vellot-Samba et al. 1973). Many of Nathan Madagascar’s textbooks series
were used in primary and lower secondary school in Madagascar during the first republic among
which the Civic Education textbooks by Devic et al. (1968), Dubois & Raveloarisoa (1969), and
Lejas et al. (1969, 1970, 1971). In these textbooks, the publishers emphasize the teaching of both
written and oral French (Vellot-Samba et al. 1973).

Studies showed that the second republic or the malgachization period was the birth of the
Malagasy textbooks for the primary school level, which for the first time had not involved any
French writers and publishers. With funding from WWF (World Wildlife Fund) and the UNICEF
(United Nations Children’s Fund), the Malagasy government published about 60,000 copies
of textbooks between 1976 and 1989 (Dahl 2011). Fanabeazana ara-pitondrantena (moral
education), the CE textbook used at that time was one of them. Dahl (2011) suggests that using the
Malagasy language allowed a better understanding of the courses, better confidence of teachers and
students when they express themselves, and allowed the parents to read their children’s textbooks.
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Nevertheless, the increasing number of the population and poor road infrastructure hindered the
accessibility of the textbooks in remote villages. The Ministry of Education was not able to produce
Malagasy textbooks for the secondary school level. The ouvrages didactiques, (didactic documents)
were used instead, the teachers write them on the board and students copy (Ibid.).

Despite the presence of external donors such as the World Bank program CRESED (Crédit
de Renforcement du Secteur Educatif) which started to provide funding for the production of
didactic materials from 1989 until 1996, funding for textbook production was not sufficient. The
rarity of Malagasy textbooks at the beginning of the third republic was also part of the causes of
the return to using the French language at school (Dahl 2011). Also, the Alliance Frangaise, the
worldwide international organization that promotes French language and culture, provided French
textbooks, and the French government offered support and training for Malagasy teachers who
teach French (Dahl 2011). Textbooks written in French by Malagasy people were now produced by
local publishers. Sometimes, some public schools have foreign textbooks in their libraries that the
teachers could borrow during the class. No record of CE textbook has been found by the author in
the third republic but it is assumed that the Fanabeazana ara-pitondrantena textbook was still in use
during the third republic (1993-2010) at the primary school level.

In the fourth republic (2010 to date), most of the textbooks that Malagasy students use at
school are being produced by Malagasy publishers, the most famous publishing house being
Librairie Mixte and Le Lauréat. However, the cost of the textbooks is high and most of the
public schools have very few of them (see table 1). In 2011 for the first time, electronic versions
of textbooks to be used at school were produced and made available online to the public. The
realization of these online textbooks is the result of the Ministry of Education’s collaboration with
the United Nations Development Program (UNDP) and the United Nations Democracy Fund
(UNDF).

2.3. Textbook usage in Madagascar

Alongside the history, important features of textbook usage in the Malagasy context need to be
emphasized. The existence of textbooks in the country does not necessarily mean that all Malagasy
students are using them. The cost, the language comprehension level, the access, and the availability
of the textbooks are important barriers that should not be neglected particularly in a low-income
country like Madagascar. Adequate and sufficient textbooks for Malagasy teachers and students
have always been a big issue for consecutive governments in Madagascar as it is still the case today
(Ministére de 1’éducation nationale 2012; MEN et al. 2017).

Also, as experienced by the researcher, using textbooks is not a common practice in Malagasy
public schools, and if available, textbooks are more likely used by the teachers but not by the
students due to their scarcity. In general, the teachers create their lessons using textbooks if they
have this opportunity, otherwise, as for the majority of the teachers in remote areas, the use of other
teachers’ notes or previous years’ students’ notebooks are very common because the curriculum has

remained unchanged for a long period. Table 1 illustrates the provision of textbooks by the Ministry
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of Education in the public primary schools in the 22 regions of Madagascar in 2014-2015. In the

Malagasy context, textbooks are mostly used and mostly available at the primary school level.

Table 1. Number of students for one textbook used in primary school in the 22 regions of
Madagascar in 2014-2015

Textbook Arithmetic | Reading | French | Geography | History | C.E | Curriculum | Science
Language (ML) | (FR) | (ML) (FR) (FR) (FR) | (ML) (ML) (FR)
Region

Alaotra Mangoro 0.4 0.5 2.5 0.5 0.5 22.6 11.2 12.6 1.3
Amoron’i Mania 0.4 0.5 2.0 0.5 0.5 124 7.8 10.9 1.0
Analamanga 2.4 23 16.8 2.3 2.3 111.7 71.4 55.5 52
Analanjirofo 0.2 0.3 0.9 0.3 0.3 8.0 4.2 5.8 0.5
Androy 0.7 0.7 1.4 0.7 0.7 11.2 8.9 26.1 1.6
Anosy 0.7 1.0 1.1 1.0 1.0 19.7 9.9 48.8 22
Atsimo Andrefana 1.1 1.5 35 1.9 1.5 25.4 18.1 86.4 33
Atsimo Atsinanana 0.1 0.2 0.6 0.2 0.2 4.9 1.6 7.3 0.4
Atsinanana 0.3 0.5 2.6 0.4 0.5 14.3 12.1 15.0 1.2
Betsiboka 0.6 0.7 2.5 0.8 0.8 26.2 8.8 243 1.4
Boeny 1.3 1.5 5.0 1.8 1.5 29.3 15.0 56.7 32
Bongolava 1.4 1.7 13.7 1.7 1.8 96.4 64.2 61.3 3.8
Diana 2.0 2.0 6.8 3.0 2.2 62.8 354 88.7 39
Haute Matsiatra 1.0 1.2 3.9 1.1 1.4 25.8 22.5 323 2.8
Thorombe 0.7 1.0 2.6 1.0 1.1 29.2 12.1 332 1.9
Itasy 2.0 1.9 10.8 2.0 1.9 54.6 122.9 45.9 3.9
Melaky 0.6 0.7 1.6 0.9 0.8 17.1 9.5 13.2 1.4
Menabe 1.0 1.1 2.7 1.2 1.1 24.4 19.5 62.6 1.9
Sava 0.7 1.0 33 1.1 1.1 422 20.6 34.1 2.2
Sofia 0.5 0.6 0.9 0.7 0.6 14.1 5.8 27.4 1.3
Vakinankaratra 1.3 1.4 52 1.5 1.5 70.9 41.2 313 3.7
Vatovavy Fitovinany | 0.3 0.3 0.9 0.4 0.4 5.6 3.7 10.0 0.7
Average 0.8 1.0 34 1.1 1.1 29.2 17.3 29.0 23

* FR: Textbook in French
* ML: Textbook in Malagasy
Source: Author’s calculation based on the Ministry of Education’s 2014-2015 data (MEN 2017)
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A great disparity is observed regarding the regions, and regarding the school subjects. History
and CE textbooks are mostly lacking in public primary schools probably because these materials
are relatively new, produced after 2002 by private publishers, and are not necessarily provided by
the government unlike the other ones such as Arithmetic, French, and Geography. Considering that
Citizenship Education is taught with History in primary school, related materials may not have
been accessible in the majority of the regions of Madagascar. In the case of CE, the distribution of
the textbook widely varies according to the region with an average of 17.3 students sharing one
textbook.

The Itasy region clearly lacks CE textbooks with one textbook for 122.9 students. Being the
smallest region in Madagascar, it looks that students and teachers in this part of the island have not
used any CE textbook at all during the survey period. Indeed, unless the government provides, the
cost of textbooks is expensive. The average number of the curriculum booklets for a primary school
student is fair enough (29.0) because it is used by the teacher only, which means that overall, all
primary school teachers can access the national curriculum which was not the case years ago.

The four regions which lack CE textbooks the most represent the former province of
Antananarivo where accessibility to teaching and learning materials are generally thought to be
easier. After the Itasy region, Analamanga surprisingly holds the second record of the highest
numbers of students sharing one CE textbook (71.4) although it is the capital region of Madagascar.
It is the most populated region of Madagascar with the highest number of primary schools in the
country. This might be the reason the number of textbooks is not enough for all the children in the
region. Bongolava holds the third place of lacking CE textbook with 64.2 students sharing one
textbook, and a significant number of 96.4 students sharing one history textbook. The Vakinankaratra
region is the fourth region where CE textbooks and History textbooks are mostly scarce, 41.2
students for one CE textbook and 70.9 students for one History textbook.

At a time where several changes and strategies to improve the quantity and the quality of
education are developing in Madagascar, the provision and the access to school textbooks remain a
non-negligible aspect of education development in the country. In the case of CE textbook, even the
lowest number of students sharing one textbook remains 3.7 in the region of Vatovavy Fitovinany,
which means CE textbooks are not very much used in all regions if used at all. The figure in table 1
well illustrates the difficulty of the accessibility and perhaps the non-existence of certain textbooks

in most regions of Madagascar.

3. Civic and Citizenship Education in the literature

According to Levinson (2014, p.1), civic education indicates “the knowledge, skills, and attitudes
that children are expected to learn to be virtuous and civically productive members of the society”.
Kymlicka (1999, p.97) defines that citizenship education “involves acquiring a range of dispositions,
virtues and loyalties that are intimately bound up with the practice of democratic citizenship.”
In philosophy, civic and citizenship education refer to “the identities, rights and obligations of
residents of a country in general rather than solely those of legal citizens (Levinson 2014, p.2).
Antal and Easton (2009, p.600) state that civic and citizenship education are very closely related and
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sometimes used interchangeably, “though accomplished both through and beyond schools, [they]
give weight to the practical dimensions of learning how to be responsible citizens.”

In different countries of the world, the organization, the implementation and the names
attributed to CE varies according to the country, for instance, “Civic education” in France (Marchand
1992) and Serbia (Vasiljevic 2009), “Civic and ethical education” in Ethiopia (Bayeh 2016), “Human
society and environment” in Australia (Kuhn & Sultana 2006), and “People and society” in Hungary
(Arthur et al. 2008).

Today’s understanding of citizenship is relatively based on Marshall’s historical approach of the
notion (Somers 1994). Marshall (1964) argues the interrelatedness of three elements of citizenship
that have developed over consecutive centuries. In the 18th century, citizenship focused on the civil
aspects of the citizens such as individual rights or equality in the eyes of the law. Citizenship in
the 19th century entails the involvement in the political aspects of life like the right to vote and the
liberty to be engaged in politics and take part in the political process. In the 20th century, the notion

of citizenship expanded to the social aspects of citizens such as health, education, and culture.

3.1. CE as a democratic tool

The educational program Citizenship Education or Civic Education originated in the democratic
United States of America at the beginning of the 20th century, and it was “tightly associated
with democratic values and notions that are to be adopted by its citizens” (Vasiljevic 2009, p.7).
Therefore, the primary understanding of citizenship education in the global context relates to
democracy and democratic practices. In discussing concepts and issues related to education for
citizenship and democracy, Arthur et al. (2008) expose key concepts that are underlying citizenship
education, such as democracy itself, rights, duties and responsibilities, civic education, social justice,
diversity and equity, and globalization. However, Kennedy (2019, p.1) argues that citizenship
education progresses according to “unique contexts of time, place and values”.

In a study about the establishment of CE for Africans in South Africa during the period
1948-1994, Seroto (2012) found out that the objective of the state in implementing the school
subject failed to provide critical thinking and dialogue which is central in the establishment of
a critical citizenship education in a socially devised nation (Ibid). In the same way, in studying
Civic Education textbooks in Ethiopia, Yamada (2011, p.111) discovered that in a multi-ethnic
social context that lived under a long-time dictatorship, “civic education diffuses the knowledge of
principles and system of democracy not for emancipating people but for replacing the old logics of

control with new ones”.

3.2. Moral education, national identity, and global education in CE

Harber (1997) argues that important political and educational trend in the history shows the
emergence of education in and for democracy rather than education about democracy that
pronounce an authoritarian educational content. Likewise, Ross (2012) states that apart from the
relationship between the political society and the individual, CE also deals with the relationship
between oneself and the others. Furthermore, Althof and Berkowitz (2006) highlight the
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interrelatedness of moral development and citizenship skills development to create good citizens in
democratic societies.

Today in the globalized era, citizenship education is often referred to as global citizenship
education which is the current trend research on the field. In his book Citizenship and national
identity, Miller (2000) contends that the idea of creating a global form of citizenship is mistaken
and that a “national self-determination” is more meaningful. To him, shared national identity is an
inspirational factor for having citizens move together to establish justice.

In Madagascar, little research has been done regarding Civic and Citizenship Education and
the meaning of such a notion in the Malagasy context remains unclear. Since access to official
documentation about this school subject is very limited, studying it through the lenses of existing

textbooks in the country is a good starting point.

4. Methods

The method consists in analyzing Malagasy CE textbooks produced from the beginning of the
independence of the country to the present time. Seventeen textbooks were analyzed. Four (4)
textbooks published during the first republic, three (3) textbooks published during the second
republic, and ten (10) textbooks published during the fourth republic. No record of CE textbook was
found by the researcher during the third republic. The list of the books used in this study is non-
exhaustive, but the sample is used to provide an overview of the focus of the textbooks during the

four consecutive republics of Madagascar.

4.1. The data

(1) CE textbooks in the first republic

The first CE textbook in Madagascar (Devic et al. 1968) was written in French and translated as
“Civic education textbook for young Malagasy people”. It is addressed to young Malagasy people
as stated on the book cover, but its 200 pages are more likely to be used by teachers due to its
format and the specificity of its contents. The book is informative and detailed, with no images
or illustrations. The language and the register of the texts invite the reader to be part of the book
through using the pronoun “we”, which implicitly leads the reader to share the same views as the
writer or to impose the author’s views.

The second textbook, by Dubois and Raveloarisoa (1969), entitled “My civic education
booklet” was also written in French and designed for primary school children. The presentation
of the lesson either in terms of language or content is very easy to understand and suitable for
children as it is filled with illustrations and examples from the everyday life of Malagasy people.
The structure of the book gives a lot of space for the children to re-create the lessons after filling
questions and reflections from the guidelines. A small summary is provided at the end of each
lesson.

The last two CE textbooks for the first republic were designed for grade 6 and grade 7. They
are the reinforcement of what was taught in primary school but presented in more serious ways, and

contain images, illustrations, and distinct parts. The texts are wordy and purely informative and are
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presented in a rather high level of French that necessitates a good command of the French language.

The books comprise clearly defined subparts with exercises and a summary at the end of the lesson.

(2) CE textbooks in the second republic

The CE textbook produced during the second republic is a three in one textbook entitled “Moral
education textbook” (Ministeran’ny fampianara ambaratonga faharoa sy ny fanabeazana fototra,
n.d.) in Malagasy. It was elaborated for grade three to grade five and is presented as additional
material for the teacher’s preparation of the lessons rather than as a textbook to be read by the
children. The titles of the chapters were the headlines of the syllabus for CE at that time, which
were presented in a form of action verbs. The use of action verbs for the chapter titles, as well as
the occurrence of “dos and don’ts” all along the lessons, show the highly prescriptive character
of the book. The structure and the contents of the book are well-organized, clear, consistent and

straightforward, and each lesson ends with a summary and a practical exercise.

(3) Non-record of CE textbooks during the third republic

No record of Citizenship Education textbook has been found by the author for this period. The third
republic knew different political turmoil and instability with six subsequent changes of political
leaders and significant socio-political and economic crisis. No much space was given to the renewal
of educational textbooks and most textbooks used at school probably remained the ones used
during the previous republic, or teachers and students did not use any textbook at all. However, the
curriculum which is still used today (2019) in lower and upper secondary school was created during
the third republic, more precisely in 1996. The teachers at that time might have only referred to the
guides in the curriculum.

(4) CE textbooks in the fourth republic
The Ministry of Education produced new CE textbooks series called “Education for a decent citizen”
(Ministére de I’éducation nationale 2011a, 2011b) at the beginning of the fourth republic. They are
written in Malagasy, and have been created to address current socio-cultural issues in Madagascar.
The textbooks have been designed for all four years of lower secondary school and all three years
of upper secondary school. Unlike any other textbooks that have been used in Madagascar in the
past, the textbooks are meant for self-study rather than taught lessons. They are colored, present
illustrations with a well-defined structure. The presentation of its contents requires the students to
reflect on current issues in the community, discuss them, offer solutions, and sensitize the others.
For the primary school, Ratsimaholy (n.d.) produced “Education and development of a decent
person” or FFMOM for grade 3 to grade 5. The exact year of the publication of the textbooks is not
defined but they follow the latest version of the 2015 primary school curriculum. The titles of the
chapters also follow the titles of the CE syllabus curriculum. Written in Malagasy, the textbooks
for primary school students have a clear and easy to read structure. The contents consist of texts
with illustrations, exercises, and examples taken from the Malagasy context. They are informative,

prescriptive, and written in an impersonal way as the books do not directly address the reader, but
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presents notions, concepts, and behaviors that children have to know.

4.2. Data analysis method
The data was inductively analyzed using thematic analysis to understand the nature and the focus
of CE from the first republic of Madagascar until the present time. This method “for identifying,
analyzing and reporting themes with data” (Braun et al. 2016, p.79) follows a simple six-phase
analysis, namely familiarizing with the data, generating initial codes, searching for themes,
reviewing themes, defining and naming themes, and producing the report.

Seventeen CE textbooks containing a total number of 394 chapters have been translated in
English and coded. The codes were grouped into themes; these themes were refined to generate the
main themes that define the main contents of the textbooks. They are analyzed following a historical

perspective to produce the main focuses and the representation of CE in each historical period.

5. Results

The analysis of the textbooks produced eleven themes (see figure 1) that summarize their main
contents. Common traits are observed throughout the analysis but distinctive features in terms of
focus and delivery also stand out for each period. The results are divided into three parts reported in
the following sections.

5.1. The first republic: civic education, society, social and economic development
The first implementation of the CE school subject in Madagascar was the teaching of the French
Instruction Civique in 1961 right after the independence, with the first edition of the CE textbook
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Figure 1. Main themes emerging from Malagasy CE textbooks since the first republic
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by Devic et al. (1968). It starts with a powerful message from the president of the republic, Philibert
Tsiranana. He highlights the importance of the knowledge of one’s country by firstly knowing
the public institutions, how they work “because they are ours”. He adds that knowing well about
the republic guarantees the liberty that the constitution defines. In the spirit of preserving the
independence that Malagasy people fought for, the president states he finds it is essential to start
with a book that is clear and has the basic needed information for all Malagasy citizens.

A look at the French civic education history showed that the main contents of the Malagasy
civic education textbook during the first republic is exactly the same as the French CE national
curriculum in 1947 described by Marchand (1992) but adapted to the Malagasy context. At the
primary school level, the textbook incites the students to know one’s identity and one’s role in
the family and the community. It introduces notions of group collaboration and electoral duties
through the example of an election at school. The existing Malagasy institutions, public services,
and territorial organizations are presented to the children, and eight chapters are devoted to the
description, the explanation of the small community organization known as the commune, its roles,
its organization and the people who are in charge.

At the secondary school level, the books present the different aspects of social lives in the
commune with concrete examples and illustrations from the Malagasy everyday life context.
Alongside the presentation of the commune, the organization of the municipal services such as
different civil status registry also represents a major part of the knowledge that secondary school
students are expected to learn in class and experience in their daily life. The overall content of
the textbooks is willing to show that the commune “is a real school for democracy because the
inhabitants freely and effectively participate in the management of communal work™ (Lejas et al.
1969, p.8). It should be a learning place that aims at training citizens to act for the benefit of the
community, to be aware of their duty, and particularly, to commit to “conscious” voting. Moreover,
it is taught that this new territorial organization is ensuring the citizens’ safety and well-being with
the help the fokonolona, the traditional territorial institution used before the colonial period.

In short, CE textbooks in Madagascar during the first republic present the new organization
of the country and its relationship with the old one. They frequently refer to the former Malagasy
institution called fokonolona to gradually establish the new one which is the commune. Since the
reign of the king Andrianampoinimerina, the fokonolona was a well-respected self-administered
territorial organization under the authority of the king. The elders of the village were the leaders
and the fokonolona was in charge of all the community affairs in a defined territory. The textbooks
in the first republic argue that the fokonolona is very much like the commune, and that the new
Malagasy institution did not destroy the old system but used it as an asset in the establishment of the
commune. The textbook of Lejas et al. (1969, p.129) illustrates it with a convention of 22 articles,
“Convention du fokonolona dite de Sakaraha”, signed by the president of the republic in 1961
stating the cooperation between the state and the fokonolona. The textbooks argue that from 1963
until 1967 the fokonolona managed to construct substantial infrastructure that significantly impacted
the economic development of Madagascar.

Also, it is obvious in the textbooks (for instance in Devic et al. 1968, p.165) that the newly
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established political institution used Malagasy beliefs and values, such as honor and respect, to
smoothly compel people to contribute to the social and economic development of the country.
For instance, the first republic administration used the word Tendry — traditionally referring to the
honorable designation by the leader in the village— to make different “requisitions”. The textbooks
lay some cultural evidence teaching that one should follow the order. In ancient times, if the chief
appoints someone in the name of the ancestors and the person refuses, he or she is considered as a
rebel, despised by the villagers, and punished. The strongest punishment was not being allowed to
enter the ancestral tomb after death and not becoming a proper razana or ancestor. The textbook
states that “nowadays, the tendry has become the requisition”. It could be the requisition of people,
services, or goods, and the citizens have to comply with the State requirements and obey the
authorities or otherwise be severely punished.

Social development and national unity also represented a challenge that the government wanted
to take on during the first republic. The following extract is a sample of what the textbooks want to
convey regarding the current status of a newly independent Madagascar which longed for the unity

of all Malagasy people regardless of their origins and their past social status.

“There are no more castes: no Malagasy can proclaim to be superior to the others regarding
their family background, their date of birth [some dates being considered as disastrous], or
their origin (...) Slavery has been irrevocably abolished (...) All Malagasy people should
consider themselves as brothers with the same rights but have the same duties for the
country (...) We are all the same (...) we all look alike (...) and we are all in our country in
Madagascar (...) We are proud to be Malagasy” (textbook by Devic et al. 1968, p.16).

5.2. The second republic: moral education, social development, and personal development
The second republic being a socialist regime, it is surprising to see that the occurrence of the theme
patriotism and nationalism is only slightly higher that that of the first republic (see figure 1) although
these themes are thought to be closely linked to the idea of building an independent and genuine
self-reliant society, free from foreign influences. As the title of the CE textbook suggests, the focus
is on moral education and it instills respectful behavior to the young generation. A significant part
of the textbook emphasizes the respect for public and private properties, which could be translated
as a willingness to recover from the former political crises in 1972, when the great demonstration
led by Malagasy students in Antananarivo caused the death of several demonstrators and destroyed
numerous public properties.

The textbook teaches moral education with clear details on what needs to be done to become
a well-behaved child, an important reference in the Malagasy society. The textbook was a guide on
how one should behave in different places and different situations, in the offices, at school, in the
field, in the village, and when receiving guests and local authorities. Respect for the self, the others,
and the established authority represent an important focus in the primary school knowledge. The
textbook wants to inculcate values such as politeness and good behavior, respect of cleanliness and

tidiness, finishing what has been started, keeping one’s promises, preserving public properties, and
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being cautious.

Seeking Malagasy morals and culture holds an important part of the textbook. The use of
Malagasy expressions or proverbs in almost every chapter shows a willingness to revive the
Malagasy culture and to reinforce the Malagasy values and the ancestors’ ways of thinking through
schooling. Social development and personal development are presented as another important focus
of CE textbook in the second republic. Following the former political crisis in the country, messages
in the textbook encouraged a call for dialogue and discussions in times of conflicts as well as a
respect for discipline and order.

Equally, the government wanted to inculcate some social values such as respect for human
rights. The CE textbook discourages illegal practices and teaches attitudes and principles that
will guide the citizen’s behavior in his or her everyday life. Moreover, it encourages the personal
development of the students as physical and intellectual beings. The textbook also teaches
the students to nurture a curious mind, take responsibilities, be disciplined, work hard and be
perseverant. In the same way, caring for one’s health and hygiene as well as creating a friendly and
good-looking environment are given particular emphasis. Even though learning about society life,
institutions, and environment were not the focus of the textbook, it had its part to play during the

malgachization period.

5.3. The fourth republic: social development, society, and democratic education

CE textbooks used in primary and secondary school have different titles in the fourth republic.
The title of the textbooks can be translated as “Education and development of a decent person” in
primary school and “Education of a decent citizen” in secondary school, which suggest different
targets but using the same approach. The general definition of the word “decent” presupposes an
idea of conformity to generally accepted standards of a morally and physically well-presented
person. In the dictionary, decent is defined as “marked by moral integrity, kindness and goodwill”,
“conforming to the standard of propriety, good sense, or morality”, “free from obscenity”, “adequate,
satisfactory, appropriate”. These definitions match the Malagasy meaning of olom-pirenena vanona (=
decent citizen) and olo-mendrika (=decent person) as presented in the textbooks.

“Education and development of a decent person” at the primary school level is aiming to instill
respectful behavior, explain hygiene and health, and teach the children to abide by the rules of the
school and the society. The school subject is willing to show the children how to communicate
with others, respect their rights, and nurture mutual help in the community. Children are impelled
to care, protect and keep a clean and pleasant environment in and outside class, at home, and in the
community. The textbooks sensitize the children to show love and respect for the homeland and
serve it. The presentation of the lessons in the textbook invites the children to know the environment
they are living in and the role they are playing in being part of this environment. The textbooks
also emphasized students’ literacy skills by providing numerous and diversified kinds of exercises
for each chapter. Finally, learning Malagasy culture through poems, expressions, or proverbs are
intended to both emphasize the development of children’s reading skill, but also supports children’s
good command of the written Malagasy language.
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Body hygiene, health education, children’s rights, human rights, and their actual application
constitute an important part of the textbooks’ messages at the lower secondary school level.
Relatedly, knowing social rules and fighting social evil practices are particularly highlighted. The
readers are to take action whenever they encounter such problems. “Education for a decent citizen”
wants to develop and nurture curiosity, creativity, and competitive spirit into the students’ minds.
Getting informed about the Malagasy institution and being aware of worldwide actualities represent
values and attitudes that the textbooks inculcate. It sensitizes young people to vote and take
responsibilities concerning community matters, heritage conservation, and environment protection.
Young people need to work professionally and show earnestness to develop the Malagasy economy.
The textbooks also emphasize the need to respect Malagasy culture, Malagasy values, and love for
the country. In the same way, moral education and moral values are inseparable components of the
Education for a decent citizen.

CE textbooks in upper secondary school reinforce previous knowledge in lower classes with
particular focus on the reproductive health of adolescents and human rights. Young people are
impelled to stand for justice and to develop problem-solving skills and conflict management skills.
Nationalism and patriotism were also presented in the CE textbooks in the fourth republic to instill
notions of Malagasy identity and sense of belonging which has gradually weakened over the years
perhaps due to the deep poverty of the majority of the population, but also due to the globalization
process that both impact the cultural and the economic area. Students are also pressed to develop
projects and think of ways to make good use of existing resources in Madagascar. Cultivating a
sense of entrepreneurship and developing managerial skills are strongly recommended for young
people to encourage their contribution to the development of the Malagasy economy.

The tendency toward social, cultural, economic and environmental development and the
incitation to democratic practices in the CE in the fourth republic decodes the influence of
international policies such as the MDGs and the SDGs which drive the concept of Education for
Sustainable Development (ESD). ESD highlights the interdependence of the economy, the society,
the environment and the culture in the field of education. The current CE subject call for young
peoples’ concrete actions to contribute to the growth of the country in contrast with the theoretical
nature of formal education in Madagascar.

As a whole, CE in the fourth republic is the combination of the first republic civic education
and the second republic’s social development and social life focus. CE here refers more to
the democratic notion that incites young people to vote and to be socially engaged. The social
development stresses the protection of human rights and reference to the society life which leans
towards the safety and well-being of the population and student’s life in general. Today with the
upcoming CE curriculum reform, CE is aimed to raise awareness on current local and global issues
that need to be addressed.

6. Discussion and conclusion

After living more than sixty years of colonization, the first republic was technically a new

era for both the leaders and the population. The political leaders were finding themselves in a
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delicate situation where the complete detachment from the French administration system and the
establishment of a pure Malagasy institution was still difficult to implement. CE textbooks during
this time were used to find a consensus between the newly independent Madagascar that highlights
the importance of “being a Malagasy citizen”, and a French-like organization system. On one
hand, the CE textbooks stress out the liberty of all Malagasy citizens who are “free” from any
form of discrimination or colonization, but on the other hand, these textbooks were also used to
exploit the traditional values and concepts to establish the new territorial and social organization
which conforms to the French system. The findings from the textbook contents for the first republic
show that CE is used to manipulate the young generation to believe that the traditional community
institution and elements of indigenous principles are not being washed out, but are evolving to
become a new territorial organization that defines “the independent Malagasy citizen”.

After the devastating protest that aimed at ending the French interference in the national matters
at the end of the first republic, the new socialist regime’s challenge in the second republic was to
firmly reestablish order in the Malagasy society and restore Malagasy people’s national identity.
However, it is also obvious that CE textbooks during the socialist regime were used as a tool to
train obedient young Malagasy people by instructing in detail the behavior and attitudes they have
to adopt for different situations. The values of nationalism and patriotism were tacitly inculcated
through establishing a culture of rigid discipline starting from primary school. Therefore, as it is
often seen in other CE and History textbooks in other contexts, CE textbooks during the second
republic were used to reinforce the implementation of the Malagasy socialist ideology through
training well-disciplined and obedient citizens that would be easy to lead.

The non-record of citizenship education textbook during the third republic leads the researcher
to assume that the Malagasy leaders in this period did not find much interest in developing new
CE material. Adding to the various Malagasy political crises at that time, as in many developing
countries, educational concern around the year 2000 was the achievement of the universal primary
education. The focus was rather on increasing Malagasy children’s enrolment rate than renewing
teaching and learning materials. While it is believed that the Moral Education in the second republic
was still going on in primary school, the objectives of CE in lower secondary school, as seen in the
curriculum, were rather similar to that of the first republic with additional focus on themes about
international relations and an introduction of global issues. Citizenship Education during the third
republic has then become the subject that manifests Madagascar’s adherence and engagement in the
global education policy agenda at that time.

At the beginning of the fourth republic, Madagascar was very politically, socially, and
economically unstable, but as the leaders became legitimate, the educational sector received some
considerable amount of funding to achieve the development goals for education, which allowed
the creation of modern and freely accessible CE textbooks. In line with what Arthur et al. (2008)
describe, the concepts in these CE textbooks relate to democracy and democratic practices, global
environmental and human rights issues. As these textbooks are published online despite low internet
access rate in the country, it is suspected that the CE textbooks funded by international organizations

were just produced as proofs of Madagascar’s engagement in the current SDG for education with

— 138 —



The representation of civic education in Madagascar: exploring the evolution of textbook contents

the introduction of ESD and notions of global citizenship education.

Textbooks are political objects (Mohammadi & Abdi 2014) and textbook production in
Madagascar reflects the influence of political powers that lead the education area in the country.
Madagascar has always been dependent on donations and external funding in terms of school
material provision since its independence. Although Malagasy textbooks are socially contextual,
the influence of the textbook language and the imposing ideologies of donors and fund providing
organizations can be seen throughout the textbook contents. The findings from CE textbooks in
Madagascar show that in their quest to create good citizens, the Malagasy leaders created CE
textbooks that reflect their own socio-political interests, but they also attempted to address timely
national and global issues. In different aspects, the representation of the textbooks in this study
shares some common ground with general and contextual conceptions of citizenship education in
the literature.

Nevertheless, the understanding of the representation of CE in Madagascar should not only
be viewed through the fact that its main focus was purely civic education in the first republic,
moral education in the second, and introduction of education for sustainable and global citizenship
education in the third and fourth republic. As Tilahun (2006) put it, CE is a subject for multiple
purposes. In the context of Madagascar, nurturing the traditional moral education is one of these
purposes, which goes beyond being cautious of one’s behavior in given specific contexts. It
has always been present in all the four republics. In this respect, CE textbooks are also cultural
representations (Mohammadi & Abdi 2014).

Long before the written civilization reached Madagascar, the riddles and tales that the elders
of the villages used to tell the children in the moonlight were probably one of the ancient forms of
today’s citizenship education. In the same way, the proverbs and expressions used during different
discourses in the community contain Malagasy traditional concepts and values that are often
considered as “the wisdom of the ancients.” During the first republic, some of these concepts were
used to convince the people of the cultural foundation of what was asked of the students. Besides,
all the CE textbooks from the second republic to date contain Malagasy proverbs and expressions
inherited from the Malagasy oral literature. Therefore, traditional moral education which is an
integral part of the different Malagasy CE textbooks has somehow been institutionalized and has
become a sign that one has been trained to become a “decent Malagasy citizen”.

Although they are not obviously highlighted in the CE textbooks, these cultural representations
of “decent Malagasy citizens” are seen all along with the history of CE textbooks in Madagascar.
The Malagasy words used as part of the title of CE in the textbooks, fitondrantena (behavior),
mendrika (decent, deserving), vanona (successful) all demonstrates social and cultural ideal in the
Malagasy society. Regarding fitondrantena or good behavior, famous Malagasy proverbs state that
“it is not the land which is taboo, but people’s evil speaking” and “don’t look at the silent valley but
at God who is above the head.” The smallest children are taught that they need to behave because
someone is always watching and the society quickly judges through the way one behaves. Mendrika
represents not only decency in the Malagasy culture but also someone that deserves or merit social

recognition of an outstanding behavior or achievement in the community. Someone who is vanona
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characterizes someone who has moral integrity, educational or professional success, but most
importantly someone who succeeded thanks to his or her educational background. Malagasy people
believe that “if the wood has become a boat, it is the land where it grew which is good.” If one has
become a good person, it is first of all thanks to of parental education. The notion of “parents” or
raiamandreny represents more than the blood relation, it expands to the community, to the village,
the school, the region, and the country. Therefore, CE has always been the social subject that
explicitly or tacitly teaches Malagasy traditional values and principles which are well illustrated in
CE textbook regardless of the political regime that was leading the country.

Studying Civic and Citizenship Education from the standpoint of school textbooks is a first
attempt to understand the meaning and the role of such education in Madagascar. However, further
research needs to be done regarding the real implementation of this subject in class as well as the
impact of such education in the Malagasy society. The findings of this study seems to point at CE
as the ideal school subject that would transform the Malagasy student into a moral, democratically
and socially engaged citizen conscious of traditional values and principles. Yet, the capacity of
today’s school to teach citizenship education remains questionable and is worth revising. Since
educating people to become decent citizens is believed to solve sociocultural problems within the
Malagasy society today, future research will study Malagasy people’s perceptions and needs in
citizenship education to gain a deeper understanding of the importance of this subject in the context

of Madagascar.
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10:00-10:20  “Does information sharing enhance community participation in school? The case of

Maasai community in Kenya.” Tetsuya Yaamada (GLM Institute) and Mikiko Nishimura
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10:20-10:40

10:40-11:00

11:00-11:20

11:20-11:40

11:40-12:00

12:00-14:00

12:00-13:00

(International Christian University)

(K% Break)

“Teacher absenteeism, practices in classroom and student achievement in primary

education in Mozambique.” Nelson Manhisse (Graduate Student, Kobe University)

“Examining the situation of teachers and determinants of their motivation: The case of

a South Sudanese refugee settlement in Uganda.” Kenta Miyamoto. (Graduate Student,

Kobe University)

M2 2740128 2 EEROBRAIEE L 5.2 5 HR D734 (Analysis of the factors

affecting school enrollments for disabled children in Malawi) | J}33 88 A (Hayato Niwa) (5T

FOR2EREAE Graduate Student, University of Tokyo) . JI[ 11 (Jun Kawaguchi) (SRiA

2¢ University of Tsukuba)

“Learning opportunities and its influence on higher education institution choice from the

perspective of the distance education learners in Madagascar.” Rasoanjanahary Tantely

(Graduate Student, Hiroshima University)

(B &fK# Lunch Break)

BRI =7V X F—av kv a (Poster Presentation Session)

1 TEwy 2icB 1) 2 EHERIC X 2B P EEERANDFEEIIHT (The
impact of road construction on lower secondary education in rural Morocco.); f1}
JHi7% (Rina Ishil) (FitF K22BE/E Graduate Student, Kobe University)

2. “Primary school head teachers leadership styles and teachers' job satisfaction. A
case of primary schools in Nyamasheke District in Rwanda.” Alphonse Sinabajije
(Graduate Student, Hiroshima University)

3. “School principals' understanding of their roles as instructional leader in Rwanda:
Cases of 3 selected schools.” Emmanuel Ukwizagira (Graduate Student, Hiroshima
University)

4. “Primary teachers' understanding and self-efficacy towards implementing inquiry-
based instruction in Rwanda primary science curriculum.” Drocelle Niyitegeka
(Graduate Student, Hiroshima University)

5. “Effectiveness of utilizing GeoGebra software to teach trigonometry in Rwanda
secondary Schools.” Jean Claude Habimana (Graduate Student, Hiroshima
University)

6. “Impact of cloud e-learning systems in resource deprived communities in Uganda:
The case of Surala Ninja.” Dominic K. Bagenda (Future University Hakodate),
Shun Sudo (National Institute of Technology, Hakodate College), Tomoko Fujihira
(SuRaLa Net Co., Ltd.)

7. TTHARBEE ) OENEH — 2 7 M2 BT % Tokkatsu D E A —
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13:00-14:00 8.

10.

11.

12.

13.

(Dissemination of Japanese-style education overseas: Introduction of Tokkatsu
to Egypt.)y ' [ #8 % (Yusaku Nakaoka) ( B 5{ A 2% ¢ 212 Graduate Student,
University of Tokyo)

“Soft and academic survival skills at public primary schools in Zambia.” Yoshie
Hama (Graduate Student, Hiroshima University)

TRER I NN ) X 27 L DHESULIIBIE D & O Vel A O 1S
(Development of a framework for analyzing mathematics intended curriculum from
sociocultural perspective.); H FHA (Satoshi Kusaka) (JA K K2£BE4: Graduate
Student, Hiroshima University)

“An analysis of democracy's Impact on school-based policy in Malawi.” Fred
Emmanuel Sato (Graduate Student, Sophia University)

TRAbav=7)L: 77V AICBIREHEHAOBBENEE — 7
X9 -F a3l EEEEFD2D D IC (Bducational significance of
community theatre in postcolonial Africa: The Case of Ngugi wa Thiong'o's thought
and practice.) | J#15 FJ] (Sho Fujisawa) (B#)i K 7P Graduate Student, Keio
University)

TV v FIzBIT28E EHAMROMHE — 2=  TConflict: Genocide |
D HFBE S BT % 38 L T (Education and promotion of mutual understanding in
Rwanda: Analysis of textbooks of unit "Conflict: Genocide.); H & 4 & (Yuki
Tajima) (B ECK“APiE Graduate Student, University of Tokyo)

“Inquiry for alternative approaches to endogenous community development: Role
of social networks.” Kanako Matsuyama (Graduate Student, SOAS, University of
London)

* v ¥ 3 ¥~ 4 (Session Four) : New Ideas on Education in Africa

14:00-14:20  TL7 7V A RERIERT A/ R— a > (STI) DEFOBUIR & EY  (Current
trends and future of Pan African University science technology and innovation) | —+Hi
JRE% (Mai Toda) ([E[&17 11#%KE Japan International Cooperation Agency) . = 4.
8t (Naoki Umemiya) ([E B17 /1 #%##% Japan International Cooperation Agency) . K
823 (Akiyoshi Yonezawa) (Hil A2 Tohoku University)

14:20-14:40 T 2 AVIRIEIC I T 2 REH O EMIEICBE T 2 —E% - AEG 2 H 0
& T 318 1E% © {5 T — (A study on the expertise of early childhood educators
in the Republic of Senegal: Focusing on a teaching method based on knowledge
acquisition.) ) VTR - (Yasuko Kondo) (%1 BA2ERBE: Graduate Student, Nagoya
University)

14:40-15:00 Py 74— NVEEICEBIT2EED TRL) —€wy a - 70—l
ICBIT 523 a=7 1 [%e ¥ —%HHlIC — (Contextualization” of practice
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15:00-15:20

15:20-15:30

15:30"15:50

15:50-16:10

16:10-16:30

16:30-16:50

16:50-17:00
17:00-17:15

in non-formal education: a case study of the center for local community development
in Azrou, Morocco.) | /N 52 4%~ Naoko Koizumi (5 I K 2 i 4 Graduate Student,
University of Tsukuba)

T7 7 A DA SRS ZHIE - BUEICBI T 2 EIFEHEIE (International
comparative study on systems and issues supporting international students from Africa.) |
e K 1] 75 (Akane Sakuma) ( 5% 3% K %% University of Tsukuba), JII K #ifi (Jun
Kawaguchi) (3K University of Tsukuba), [LIASTE (Aru Yamamoto) (5K
2£BE4: Graduate Student, University of Tsukuba)

(K% Break)

VD v 28T % CBC z il & L 7- 95 2B O 12 B9 % 9T (Some
issues on curriculum reform of primary teacher training program under a competency-
based curriculum in Rwanda: Focusing on science and mathematics teacher educator's
perspectives.); & & & (Masayoshi Yano) ( JA & K % Bt 4 Graduate Student,
Hiroshima University)

“ I —F DR L University for Development Studies (Universities in Ghana and the
University for Development Studies” JTJ# % H (Natsuki Kondo) (%7 B K2EREE
Graduate Student, Nagoya University)

7294 DHELFICE T2 T4 AV Yy 7THROEE EHE — v —
PN AY T4 —=ADA ) F 27, L) — (Learning citizenship: The social
studies curriculum in Malawian secondary schools.); YFIF#ERE (Kae Yoshino) (HHL
K2EBEE Graduate Student, University of Tokyo)

“SDG4: Global progress and coordination: An Update.” Kazuhiro Yoshida (Hiroshima
University)

IRPEF TR+ /R (Best Presentation Award Examination/ Break)
BHTEHRE  B25 (Excellent Presentation Award)

il s HEO®E 7 7 VABEBEWNIR 7 + — 7 LK K st (Closing
Remarks by Prof. Takuya Baba, President of JSAER)

4. FTZRHEZ (Executive Committee)

ZEE - $H%)/5E (Chair/Secretariat) : PEF T~ (Mikiko Nishimura) ([E[FREAE %
K2~ International Christian University—ICU)

Z2H (Committee Members) : Bhuwan Shankar Bhatt (Graduate Student, ICU) . 4 AL
iy (Soya Kanemaru) ([E[FRFEEHOK 2733 4 Undergraduate Student, ICU) | #24
FEAEK (Shota Matsuo) ([EIBRILEFHOA 243 4 Undergraduate Student, ICU), N
i JEAE (Fuka Uchiumi) (FEIBSIEEBOR 275042 Undergraduate Student, ICU)
FRHERR 7~ 57 4 7 1 F2111299% (Aomi Kuwayama) (ICU ¢4 Graduate Student,
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ICU)., W 2&MEEE (Yuka Furutani) (ICU “f3%84: Undergraduate Student, ICU) , ¥ >/
F % 3+ 7 U A7 )L (Chrystelle Santiago) (ICU “£{fiZ2), #3244 (Hasumi Tani)
(ICU *£E82E ). I3 (Nagisa Terui) (ICU “#582) L U2 525 (Mio Kodama) (ICU
2EERAR) L TR (Makoto Fujioka) (ICU 2&i4). € —% —Y v« =2/l (Nchole
Peterson) (ICU “#i#4E), #1134 (Naho Yoshikawa) (ICU “£iB4:) . —Him#ic
T (Sakiko Miwa) (ICU 2/5842) . 7 4 V) 7 2 - (Ikuko Williams) (ICU 2742)

5. %ZE+ (Award Winner) :

RIEFHIFEFEEE (Outstanding Research Presentation Award) @ 3% 5L (Katsuki
Sakaue) (KPR A Osaka University)
BEFIE TS E (Excellent Research Presentation Award) : i 23, (Kosei Usuda)
(I B2 BE4: Graduate Student, Hiroshima University) . 4735543 (Rina Ishii) (#fi
FRZEE4: Graduate Student, Kobe University) . [LIFHE 1 (Tetsuya Yamada) (GLM
A v AF 4 F 22— b GLM Institute)

6. SMAB (FHiLisk) (Participants) : 95 4 (M HZI 121 £)

[ 24 B (The 24)]
1. HEf: 20194 10 H 11 H (%) 1200455~ 12 H (1) 15E 004y
2. B g s RAE RIHE =

3. 7ay oA

108118 (&)

12:00-12:55  3Zf}

12:55-13:00 BHEDEE

13:00-13:30  T7 7 U ANEPEDOZRICE T 58 & BY (Challenges and Prospects for

13:30-14:00

14:00-14:30

14:30-14:40
14:40-15:10

15:10-15:40

Accepting African Students in Japanese Universities) ; &AM (B AE) . T
FIE (BUBR)

“An Analysis of the Effects of Refugees on Learning Achievements of Local
Children: Evidence from Host Communities in West Nile, Uganda.” Katsuki Sakaue
(CRBR)

“Why Do Pupils in Upper Grades Transfer from Private to Public School in the
Urban Slums of Kenya?” Asayo Ohba (77 5{ K2%)

(K&

“Association between Student Mobility and Achievement: Evidence from Malawi,
Ghana, and Ethiopia.” Kyoko Taniguchi (% #iE A% FEETGH

“Influence of an In-Service Training Program on Teachers’ Conceptual Knowledge
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15:40-16:10

16:10-16:20
16:20-17:30

18:00-20:00
10R12H

09:30-09:50

09:50-10:10

10:10-10:20
10:20-10:50

10:50-11:20

11:20-11:50

11:50-13:00

13:00-13:30

13:30-14:00

14:00-14:30

of Science Process Skills and Students’ Use in Public Secondary Schools of
Malawi.” Leah A.B Msukwa (J/ B R2ERBE4:)

“Community Participation in School Development Projects in Malawi.” Fred
Emmanuel Sato (_ERR22EEA:) FERIUGH

(PR7)

Rilley > a vy 2l IS 7 7 U AHRICB T 28BEMERORKZEZ 2
(Special Session: Discussing Future Education Research in 21st Century Aftica Society) |
JIERE GRBCRY) . AIIERZE (RERY) . BT URERABEE)

Az B (AERY)

HHsciz RV A F v - o0 i)

(1)

T7 70 hOEERE OEBEAICE T 2 AHBBIOBE] (The Role of Outside
Agencies in Internationalization of Higher Education in Africa) ; T-I£36%4% (FRgH
RE) FEARIN

M= 79 A PEEZRE OBEBUC BT 2 —E % — BURBHE L BHEHEELD
54 7t AR —Hr%@ L T — (A Study of Female Secondary School Teachers'
Views of the Teaching Career: Through the Life History Analysis of In-Service and Pre-
Service Teachers in Malawi) ; fERESEDE (BN AREE)

(PR7E)

“Teacher's Understanding and Self Efficacy towards Implementation of Inquiry Based
Instruction in Rwanda Primary Science Curriculum.” Drocelle Niyitegeka () J& K%~
Bed:)

“Social Origins and Educational Attainment in Africa: The influence of Household
Head’s Occupational Status on Children’s Schooling in The Democratic Republic of
Congo.” Bernard Yungu Loleka (#i K2£k¢sd:)

“A Three-level Hierarchical Linear Model Analysis of the Effect of School Principals'
Factors on Primary School Students' Learning Achievements in Burkina Faso.” Jean-
Baptiste M. B. Sanfo (7 K2£pbid:)

()

“A Child and Learning in Africa: Teachers’ and Parents’ Views on Pre-primary Education
in Rural Kenya.” Taeko Takayanagi (5. HIA%%)

“How Do Parents React to Information Shared through Text Messages? An Empirical
Evidence from Rural Kenya.” Tetsuya Yamada & Mikiko Nishimura (RfEFEEHIGE
BAY—ZINVIL - 4 VAT 4T 2— b EBEIEEERY)

“HLPF2019 and SDG4 - a Global Update” Kazuhiro Yoshida (J/5 EAK%~)
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14:30-14:50  IRMEFHFELHFA - RH
14:50-15:00 337 - PHS R

4. HTERRR &
%

BE - #BRE e (BIREEERY)
B ARARTERL (RS, A (EREERRZEAEAE) . WSk
R4 (BT R 2 A ) IS (IRl R OR o A ) L ARk (5
[H{ER[ NG & Sy
5. ZHE  mBEHEHRELE  4ELL
EEHZEHRHE © Leah A B Msukwa (I B R2EFEE)
Drocelle Niyitegeka (JA B KFBi4:)
Jean-Baptiste M. B. Sanfo (#fi7 K22ke4:)

6. ZIMA% (CRATEHE) : 274
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77U hEEEEFA

B 15k (4F)
RKEF7 7 HEEWMNIE 7 # — 7 L (Africa Educational Research Forum) 7226 7 7 1) 1 #
B 2£4> (Japan Society for Africa Educational Research) & tZfid 3,

2% (HEHR)
R2DFERIE, aRVFIET 2HEEBERBEAT 25T

H35% (HW)
A&, 77V HDHEEBEIZOVCTONES X OHEOHEZM Y . 2BMHE DO &
HIZEko>T, 77V HWHBEMEORIBIEDLZEZHNET 3,

a5 (FHF¥)
A&, HiIGOHWZERT 272012, ROFEEZITI,
(1) 779AEXOZDIHIROEE IZOWTOMEE X VA
(2) WIRFHED -0 DEEDRIE
(3) Mgk "7 79 A%EWIE DT
(4) KEDOHWNZERT 3 7= D103 Z2 Do

(2) #AESH  A2OHICERT 2 REFEE X OEEA

(3) Fik&E Rk FHEIC KD, SBEWARE R LICSEOEHNDE Z 5 2HA
2. HBEZIUTOSEMEH L OASOHMICER T 2@A%Z, FikSE E L TK
ATE3,

(1) KEDELBEFR3¥ESBLE L TCORELZAE L, HALANDE - Hilk ¢iEE)

TN (RERA B L OEigeg 2 &)

(2) REDIEEHE L TCOREEZAE L, 65U ETHIIRICH L TL AR WEA
(3) Z20fth, HESVLBEMARE 2 WRTE 2R RAFEND 2 £ BE LA

H65 (&H)
1. 2BI3ED S NESE (IFSE 15,000 ., #44E 12,000 M, REaE %)
ZRAL R ITFIUE R 5720, MIASNRBILEHL 20,
2. RIS BEDOMAZEL 72\,

%75 (B OWER])
1. 2BIEX0OENZHT %,
(1) REHTT 2H58 T7 7V ABEWE) (BRI 2R
(2) Re2bEd 226, K20 HWICHI- 72 5E % 5 2 1R
(3) BT wes L OHHE. 2 oo HFEITSINT 2R
2. RXBRWMNL 72D DIF5EMNT 2 £ T, MXFEEICE 1 HICED M Z2{E13n s,
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FH8EK (NES)

1. 2BIZ%A9 L3 52HEIMEDHATHRE 2T\, HESXOKRZZ T 2Tk
5728w,

2. 2813, UToOBETEKEZES,

(1) AAELTREZEEICHL L

(2) &&7% 1 R L 72

(3) Ko ZE2E0 20803 H >0, BERAIHNEE EHEL -

(4) RADFELEL 7=

S.HIEHSE 1 5OHHTIEERT 2881k, BRTIFEEEFTORKELZEML 2tk
570\,

4. F2HEFE2 SOMEBEGESLAMAIR, HI1EIED L FHEERTHAZTE S,

HOo%k (KE)
1. ARSI To%E#EL,
(1) 2k 14
(2) RI&k 14
(3) FBRE 14
(4) ¥ RARE (SR, R8s L HERELZET)
(5) BEM T4
(6) #HF HTH
(7) BE&EE 24
2. BOMHNX 2L L, FHEZBIT 200,

H10 5 (kB oEH)

HHIESED &SNS,

SE, HEBIV0HBRERHESZICBLWTLEICL DD 5,
ERNEIARZICEEN O D H -7 b DR HELINEN L, 2EBIRET 5,
R EBESIS, 2EVPRET S,
EEZIIHESNEZ L, 2RIERET S,

[a—

O W N

Yarand

115 (REDEH)
1. 2REASZREL TABL2RIEL, HEXOMELZHY %,
2. HE&REREEZHEL. 2ROAED 2 0I3FHRDH R 2 DG 2R ITT %,
3. FBREE, 2k, BlaRzuicl, FHRzRIEL. HEOSBZHTT %,
4. HHRIIHES 2R L ASOMBEE 2O BELR EICb 2 HEHOFHRZIT) .
5. BAMIIAZOHEHFICE T 2 HHICOWTREDOFEMICIET %,
6. BHRIIALDFICETHUIRIC > FHBRE 2 M1 3,
7. EERBIASDOEEZEET S,
B 125 (o)
ARZDEEIIAZANC X 5, HEXSMUZED L LITE S,
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135 (&
1. HHEE, ROFEDBREDOAR EPHEEZITI .
(1) FHEFE X OFHERE
(2) PR, WHE X OSFHEAERS
(3) HEDEH
(4) 2ADZEH
(5) Zofth
2. 2RIBAEHBEICB O THALOIREFHZRET 2,
3. AERSILEFHE BT 2,
%145 (&35
1. AREOHEEE X OFHEIZROEEICL > TT I,
(1) &%
(2) HZHEITPES LA
(3) #Ffh<
(4) ZDfhDILA
2. REOEFMEEIX, HHEA4H 1 HICIZCE O EUEIZ A 31 Hickb 3,
3. ARLOLEMELL, FHREVEREZRD,
4. B, BESICSHERRSE 2T, AREZ T LT UE RS kv,

%15 55 (AR BEORE)
EESBIZOWTIE, HEED D EET S,

#16 & (HlOWIE)
CORAZYIET 5% & Zid, HESTOFREZ I

T, REREICHRET 2,

s

AREHNE, PR 20 4E (2008 4E) 4 H 18 H 5 filif 19 5.
(gl

ALHNE, PR 31LAE (2019 4F) 4 H 13 Ha S Hifrd %,
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Japan Society for Africa Educational Research Bylaws

Article 1. Name of the Organization
The name of this organization shall be changed to Japan Society for Africa Educational Research

from Africa Educational Research Forum.

Article 2. Executive Office
The executive office is established at an institution where the President belongs or at an institution

appointed by the President.

Article 3. Purposes
The Forum aims to contribute to the development and promotion of the field of Africa Educational
Research and to advance studies and fieldwork about African education through regional and

international networks and collaborations among the members.

Article 4. Activities
In order to accomplish the aforementioned purposes, the Forum engages in the following
activities:
1) Studies and fieldwork about education in and around Africa
2) Hosting conferences for research presentations
3) Publishing ‘Africa Educational Research Journal’
4) Other duties essential to accomplishing the purpose of the Forum

Article 5. Membership
1. The forum shall consist and be organized by the below members.
1) Regular members: individuals who support the purpose of the Forum
2) Student members: graduate and undergraduate students who support the purpose of the Forum
3) Special members: individuals who are given rights of membership without payment of
membership dues in case of special circumstances
2. The Board of Directors can approve individuals who support the purpose of the Forum and fulfill
the following conditions as special members.
1) Individuals who were regular or student members and work outside Japan. (including
undergraduate and graduate students)
2) Individuals over 65 years who were regular members and do not take a full-time position.
3) Individuals who are approved exemption of the membership dues by the Board of Directors

due to special circumstances

Article 6. Membership dues

1. Members are responsible for annual membership dues: ¥5,000 for regular members, ¥2,000 for
student members, free for special members. Membership dues are non-refundable.

2. The Advisor shall be exempt from membership dues.
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Article 7. Entitlement of Membership

1.

Members are entitled to:

1) submit a paper to ‘Africa Educational Research Journal’

2) apply for presentations at academic meetings organized by the Forum

3) participate in studies, fieldwork and other activities sponsored by the Forum

. A person who defaults in payment of the membership dues shall be suspended entitlements

written in clause 1.

Article 8. Admission and withdrawal

1.

Individuals may become members by following the designated procedures for application and
receiving approval from the Board of Directors.

. Membership shall expire when:

1) the person submits a notice of withdrawal to the President.

2) annual membership dues in arrears for that year is unpaid.

3) the Board of Directors decides to terminate the membership of members who act with malice
and/or inflict damages to the Forum.

4) the person dies.

. A person who withdraws by reason of clause 2. 1) must pay membership dues completely until

the year of withdrawal.

. A person who withdrew by reason of clause 2. 2) can apply re-admission by following the

procedures written in clause 1.

Article 9. Administrative Board

1.

The Administrative Board shall be composed of the following officers:

1) President (1)

2) Vice President (1)

3) Executive director (1)

4) Administration officer (about 12 including President, Vice President, and Executive director)
5) Advisor (few)

6) Secretary (few)

7) Auditor (2)

. The Administrative Board shall be elected for a term of two years and may be re-elected for

multiple terms.

Article 10. Election of the Administrative Board

1.
2.

The Administration Officers shall be elected from regular members.
The President, the Vice President, and the Executive director shall be elected by the members of
the Board of Directors.

. The Advisor shall be as a person who has provided special distinguished service to the Forum,

elected by the Board of Directors and appointed by the President.

4. Upon decision by the Board of Directors, the President shall appoint the Secretary.

. Upon election by the Board of Directors, the President shall appoint the Auditor.
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Article 11. Responsibilities of the Administrative Board

1.

The President shall represent the Forum, superintend the programs of the Forum and act as
chairperson of the Board of Directors.

. The Vice President shall assist the President. If a vacancy by the President occurs for any reason,

the Vice President shall perform duties usually retained by the President.

. The Executive director shall assist the President and the Vice President, superintend the programs

of the Executive Office and perform daily affairs for the Forum.

. The Administration Officers shall constitute the Board of Directors and discuss certain matters

involving reforming the Bylaws and the management of the Forum, etc.

. The advisor shall give advice to the President on important questions about the management of

the Forum.

6. The Secretary shall assist the Executive Director mainly in finances and accounting of the Forum.

. The Auditor shall audit the Forum’s financial statements.

Article 12. Management of the Forum

Management of the Forum is based on the Bylaws. The Board of Directors shall administer the

Detailed Provision.

Article 13. Meeting

1.

The Board of Directors decides and approves matters as below.
1) Plans and results of activities

2) Budget and settlement, financial report by Auditor

3) Election of the Administrative Board

4) Amendment of the Bylaws

5) Others

. The President shall report decided matters by the Board of Directors at the Annual Membership

Meeting.

. The Annual Membership Meeting holds a regular meeting in each calendar year.

Article 14. Finances and Accounting

1.

The management and activities of the Forum shall be funded by:
1) Membership dues

2) Income associated with activities

3) Donation

4) Other additional income

. The Forum’s financial and accounting records shall begin on April 1 of the current year and end

on March 31 of the following year.

. The executive director is responsible for the finances and the accounting of the Forum.
. The financial report provided by the

Auditor, shall be approved by the Board of Directors.
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Article 15. Award Provision
Academic award provision shall be prescribed separately.

Article 16. Amendment of the Bylaws
These Bylaws shall be amended upon approval by the Board of Directors. The amendment shall
be reported at the Annual Membership Meeting.

Supplementary Provisions

1. The Bylaws shall be effective from April 18, 2008.
Supplementary Provisions (Amended on April 12, 2019)
The Bylaws shall be effective from April 12, 2019.
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201944 H 13 H
77V hBEWR FIITHERE

(HW - £4%5)

1. 77V A0EEYS UUF, F2E0w)) 805, 77V H0HEFICHET 2H7EDR
ReRnRL, 77V OEEMAOHMEICE T 272010 T7 7V AEEWI) (Africa
Educational Research Journal) ZHlf79 %,

(WEZEZ)

2. "7 VAHEME, LIF, AR E V) OffEIR, WERBLMTH, WMERE
X 74— 7 LEEHSAHEEZ > THIRL., WMEZERIZ, BEOL#EICKS, %
Bz 2L L, FMEZ T R\,

(8 G S5 D T )
3. WIEGREICHEIT 2 CEO I, Mo LB &1 5,
(1) BEEwX (2) #f%E7 —F  (3) Fadmd
Rl fE% EOMBIC BT 2020 TE, MEZHAIRET 5,

(Beha &%)
4. PR, BWREREHT 5,

(G4 T DR
5. 4. ICEDLEEEBRENE —ZEHZTH AR ML TRIET 22 L3 TE S,

(e fF 20
6. FHIELT-A1RET 2, LKL, #ATORMEZELLAR2RETET S,

(e
7. BFERE, WEZESVEEEZITV, EEZRET S, BEICHoTE, 1 EH
TEIR2%DHERELIBEL., ZOMBBESEICT S,

(FIfTIa1%%)
8. FHIE LCTHEIREET 3,

(Z Dfth)
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(720 hEEMR, NEEE
770 ABENE WEREE

(1) @WXHEONEIE, Y7 NT - 77V hELOZ0RUMIROAFTICET DL
T3,

(2) #CEHE, RREOLDICHS, 7721, OEFERIZIOEY TEE W,

(3) HASER, HAEZIZHEELT S,

(4) MEHEIZ, 7—70fifGe T2 MST7—F2®EZE L),

(5) ACEfEIE, A4 fRBEE S (R, #E40 17 x #4017, 105 R4~ FBLE) &L, 14K
DN (FR#E, KR, E5 ke &), EXERFROEA, 8,000 7—FHN (H) %
JEHIE T 5,

(6) JFRICIZEEL B %2 AT, BIRICHRSCEE (RIS X OV | FrEtgRE4.
MEES (HAGEL L OEEERE) . #igde (B2 —v, B, Eil) 2T 5.

(7) M&E, FILBLOSEMOESIH LR, ROEB) LT3,

O AXDKEFIE, RDXIHICT 5,
1.
1.1.
(1)
@ HEIFEERFEXNZERT 2, B2z L, ¥4 PLZ2RED BT AN,
#£1 77 h#EOBREE

(%)
(HipR)

@ ALITBT 2CEEIHIE, MToEtsh LT3,
Fe e - TH2, (NIF2010, 12 H) &) fEHidH 5,
- EEZLNTYS (5 2009),
HE (2008) X - - -,
HRd. ZEWRIE, GRS — 158 5,
SELROEEZ I ICO0TIE, UToEEh LT3,
HAATA ¢
LT (2009) TEIBE 1 L8 — 7 7 ) IS E T 5 £ 2 VDB — i BlIAE.
AINIDE— « PENEFiR (2008) Tik LENC BT 2 FEEEBE S48 — ERSIET &
HADOEY — (1) 43t
H ARG (2005) TEAFEHE ) RHHE - MBI R TR T S R — B
i & SR —g AZEME, 121-140 H,
Sifuna, D. N. & Sawamura, N. (2010) Challenges of Quality Education in Sub-Saharan
African Coutries. New York: Nova Science Publishers.

@
®

— 159 —



Kitamura, Y. (2007) The Political Dimension of International Cooperation in Education:
Mechanisms of Global Governance to Promote Education for All. In D. Baker & A.
Wiseman (eds.), Education for All: Global Promises, National Challenges. Oxford:
Elsevier, pp.33-74.

Metam X

INEERIR « NP IRSET < SEARAED) - BHAME— (2008) 77 U A DRAIC K B Ik
BERB BT ICE S 2 HVZWIENDSER — 7 7 v 2B 1) 2 5 —) THEEE
LW IWSE 35, 11-16 H,

King, K. (2000) Towards knowledge-based aid: a new way of working or a new North-
South divide? Journal of International Cooperation in Education, 3(2), 23-48.

(8) EHHFERERE L, HEHERIEZKOA LT 5,

BetiaFhe - HER
(1) BBk, FERX, e/ — b, #HEHRE0RZ2HIT 2,
(2) BfEmEE:, ROKREFIAH ECICHCEE S L U0EE4 20T LiRESETR
WCHILiAA, EREHVIH £ CIB T X —VOIRM 7 7 4 VTHRIBT 5,
[ARHUARIYIH © 43 A 31 H, FEMGYIH : BES 31 H (Wb angg) ]

MRS B (Fh - ak)
T 565-0871 KWL 1 — 2
KIRR ARG AR AT R
FERME TEmtgt =5t
TEL: 06-6879-8101 FAX: 06-6879-8064
E-mail: sawamura@hus.osaka-u.ac.jp

— 160 —



fmEEREe

0B EBHITLET, 77U ABENE7 + — 7 L DOMEEE LTI ETRITLTEF E LD,
T7VABEYEELTUIAITZICAD 9, BhathaRi, AP0 FER 7 4+ —F L X
UN—TH B T, Sl AT T I h o T, BN AREER LTI oNE L,

SR DREIR, REEDANIREIC S ko823 Mk (2019 45 4 H, EBILEHKRY) TD
Bty s ay TP 70 h0MEHELE EI)BERED? ) ZREIE BT, PN B IC A2
BEOWLE LA, BHEAEICE, 20X aRELHD, BHF L L THFROLLZEE L, FE
E LTI, 3MMOIGER LD SHR S, WINDHLH IEE 3 ~ 4 [ OHGK & REEIERDIAF N
HNET, RAIBAZDH 2 DIHE L5 TVETDOT, T—H0AaFITET EFEWTT,

PefdimCid, mFe T, BRI, gE ) — b 4z RIRT 2 2 e TcE L, fiEs
ROWEELZEN T 25420700, BEWBEDID %50 F LA, 55 TIEE 8 FIH
WHORMXEREET S ENTEF L, ZHE, MEDBEOEOIERAL T v
BKOBELIFTHHD, ZoE2ME) THILHL EWFET,

AKFE, 2L LTORAITITLH D 95, XOHE 11 5L, FEEOHIK., BXOX7 7Y
Al EOWMTERT 22 BOEHELZ R, BB TN T2 MMM E->TVET, FXIT, 7
7V ADMHE L O»ICER s T aE, b b0 TIE RS, SBREOEFNZHT S
DERH A ) ERVE T, EfioFE e ki, BlE, BEE L GERS L0 2 NPT WREE,
FOFRIC 2 2R b LnER A,

(EER)

— 161 —






T2 ABEER
=k F545 HA
Rl N
HE KRIGIRIL
/N —
UNE-YN7
I
RN
L
TEAHE T
M
PEATER
(L
AR ] YRR
N GgssESEE

Japan Society for Africa Educational Research
President: Takuya Baba
Vice-President: Kazuhiro Yoshida
Directors: Jun Kawaguchi
Yuto Kitamura
Kazuo Kuroda
Nagisa Nakawa
Mikiko Nishimura
Keiichi Ogawa
Asayo Ohba
Hiroaki Ozawa
Nobuhide Sawamura
Shoko Yamada
Advisors: Yumiko Ono
Seiji Utsumi

20194F (AnoCeR) 1228H  FEAT
TI2VABERRE F105
w#11% T 7 U MEEFER
T565-0871  KPRFR T E1-2
PNUTNEINEST YN TS e
BRI E 2 U
URL https://www.africa-educational-research-forum.com/
(RFEFTV =7 ECABLTWET, )
FORIAT  BOREDRIES S TE0T




ISSN 2185-8268

Africa Educational Research Journal

Number 10 December 2019

Contents

Foreword
Takuya BABA, Launching of Japan Society for Africa Educational Research

Special Issue: Current Trends and Issues in the Africa-Asia Higher Education Network
Mikiko NISHIMURA, Editorial

Masafumi NAGAO, Farai KAPFUDZARUWA, Shogo KUDO and Emmanuel MUTISYA, Evolv-
ing Asia-Africa cooperation in support of Africa’s higher education development

Naoki UMEMIYA, Mai TODA and Akiyoshi YONEZAWA, International inter-university
networks and higher education development in STI in Africa

Shogo KUDO, Doreen ALLASIW, Kanako MATSUYAMA and Melissa HANSEN, Translocal
learning approach: facilitating knowledge exchanges across communities with different localities

Article

Masayasu SAKAGUCHI, South African high school leaners’ perspectives on “living together
society”: changes in relationships with others through leaning experiences in Life Orientation
classes

Research Note
Katsuki SAKAUE, An analysis of educational assistance for refugee-hosting communities in
northern Uganda: exploring perceptions of teachers and pupils in primary schools

Natsuki KONDO, University education reform in Ghana: case study of the University for Develop-
ment Studies

James WOKADALA, Keiichi OGAWA and Omala KIZITO, Effectiveness of facilities grants on
the equitable access to schooling in Ugandan primary education: a propensity score matching
technique

Andriamanasina Rojoniaina RASOLONAIVO, The representation of civic education in Madagas-
car: exploring the evolution of textbook contents

Japan Society for Africa Educational Research



