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Introduction:
Thinking about Future Education Research in 21st Century African Society

Takuya Baba

(Hiroshima University)

The former body of this society, Japan Society for Africa Educational Research, started as Africa Educational Research
Forum in 2008, and has become the academic society in 2019 by commemorating its 10" anniversary. In this sense, the
society is quite young. It is, however, engaged with such a new activity of connecting with African universities by taking
advantage of its youth. This special issue has its youth in its base, and invites a few promising researchers to discuss
future issues in educational research in Africa, in order to shed a light on an uncertain future, which is deepened by
COVID-19 in early 2020. The original idea of this special issue has come from the special session, which was held in
Miyazaki in October 2019.

At the beginning of the last issue of the journal, I wrote as follows:

“... 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.” (Baba, p.3)

In other words, it is important to interpret the educational phenomenon — teaching-learning — in relation to society.

First of all, I would like to look back at some characteristics of today’s society. Globalization moves steadily with
human history in the sense that human ancestors move from the African continent to every corner of the globe and that
Magellan has found the globe-round navigation route. However, the worldwide prevalence of the COVID-19 pandemic,
which has not yet been controlled as of December 2020, may be slowing down the trend of globalization, which was
thought to be irreversible. A lot of messages and information are repeated in the mass media, about the number of newly
infected patients and restriction of movement. People’s mind is getting introvert and reflective.

Of course, recently it is possible to make a temporary personality movement in the cyberspace using the innovative TV
conference system without physical movement. Looking at and experiencing TV conference in many scenes, we expect
that this is not a temporary phenomenon but certainly will be expected to play a central role in coming days. In other
words, while the movement of people, goods and money beyond national borders, which symbolize globalization, is
restricted, new technology and methods are being created and the meaning and significance of global and globalization
will be reexamined.

In the process of this reexamination, it is important to consider the “vulnerability of globalization” and the meaning of
international cooperation at the wake of this pandemic. The immediate and short-term problem solving is sought at the
local level. Thus, each government has created various measures and implemented them in anyhow top-down
authoritarian approach. However, it is still far away from the complete settlement due to the second or third waves of this
pandemic even in many developed countries. Such impact may prolong especially in developing countries, the possible
continuous prevalence of this disease is pointed out. If such prevalence remains in the most economically and
technologically fragile parts of the world, it will possibly cause a second or a third wave of this pandemic. In summary,
the fundamental and long-term problem solving through reexamination should be sought at a global level.

Although what is written in the above may be magnified by the pandemic phenomenon, it has been there in terms of
international cooperation and interests of individual countries, and the relationship between developed and developing
countries. From such perspectives, it looks like a discussion regarding endogenous development, which occurred in the
UN organization in the 1970s and the 80s. It has argued various ideas and opinions regarding the philosophy, economics,

S1-



Takuya Baba

politics and culture such as the contributions to the UN organizations, the existence of unique cultures within globalization,
basic rights within the Charter of the United Nations.

The difference between this time and the previous time is the existence of high technology. Of course, there is an
advanced technology of medicine for suppressing this pandemic. Furthermore, the biggest characteristic is that the
information of each country is being shared simultaneously, due to the advancement of information technology. The
occurrence of the problem may be slightly different from place to place, but sharing the information can be done almost
simultaneously. It may be impossible to grasp all the emitted information, but this simultaneousness of this information
is a very unique characteristic of globalization.

Secondly, what is important as the interest of this academic society is the situation of current Africa. Africa has been
historically called Dark Continent and Burden to International Aids Efforts. However, in the 21% century, it sometimes
calls attention from the world as it will be still growing in terms of population by the mid of the century. Some people
may call the 21% century as the century of Africa. The African Union has released its future image in 2015, and proposed
“African approach”, which mobilizes human and natural resources and pay attention to unique experience and culture.

Agenda 2063: The Africa we want (African Union Commission, 2015)

a. The People’s ownership and mobilisation: The continuous mobilisation of the African people and the diaspora in
various formations, effective communication and outreach, and sustained and inclusive social dialogue on Agenda
2063.

g. Ownership of the African narrative and brand to ensure that it reflects continental realities, aspirations and
priorities and Africa’s position in the world.

h. African approach to development and transformation, learning from the diverse, unique and shared experiences

and best practices of various countries and regions as a basis of forging an African approach to transformation.

As reviewing the current situation and African context, this special session has advancement of technology,
simultaneousness of information, International cooperation, endogenous development as a background of discussion, it
is engaged with grasping the educational phenomenon in Africa as holistically as possible within the limited capacity.
Thus three young and promising researchers are invited to discuss three perspectives such as the relation between society
and education, teacher education and curriculum, and to shed light on emerging issues in coming days. Two African
researchers (Democratic Republic of the Congo and Republic of Malawi) are as well invited to give comments on the
three presenters and make their own points on the same merging issues.

Below is the list of presenters and commentators:

[Presenters]

Miku Ogawa, Osaka University: “Extension of the ‘timepass’ period from the perspective of social change in Africa”
Jun Kawaguchi, University of Tsukuba: “Teacher’s continuous professional development in the African context”

Satoshi Kusaka, Hiroshima University: “The role of curriculum studies in the spread of competency-based educational

reforms in African countries”

[Commentators]
Bernard Yungu Loleka, Kobe University
Leah Anganire Burnett Msukwa, Hiroshima University
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Extension of the “Timepass” Period from the Perspective of Social Change in Africa

Miku Ogawa
(Osaka University)

Abstract

African countries are impacted by various social changes within a global context. This article mainly focuses on educated youths’
unemployment by using the term “timepass,” which describes the period in which youths search for jobs after completing their
education. There are two reasons for the “timepass” period of youth unemployment: (1) rapid educational expansion, which arises
despite (2) insufficient opportunities in the labor market. Using a case study conducted in rural Kenya from 2014 to 2019, this
article also reviews the following as factors in terms of determining the “timepass” period: (1) availability of cash, (2) utilizing
diversified tertiary education, and (3) access to information. As international organizations have emphasized the importance of
education, it is important to build quality schools. However, it is also necessary to understand the opportunities available after
education as a part of the education system, as people pursue basic education with the consideration of the opportunities available
after their education. Taking this perspective into account while conducting academic research is also essential to respond to
social changes in Africa.

Keywords: “timepass”, educated unemployment, decent work, Dore

1. Introduction

“Timepass” as a concept originated from a qualitative research conducted by Craig Jeffery in Northern India in 2004
and 2005 (Jeffery 2010a). He focused on unemployment among educated young men from the lower-middle class and
rural areas, analyzing the “waiting” period after they completed their education and were looking for decent work
opportunities. These youngsters were in jobless status even with their high educational background due to the credential
inflation in their country. They stated that they were “just passing time” by labelling it as “timepass” in Indian English.
The word “timepass” often comes across as meaning of a negative period. However, Jeffery suggests that this is not an
expression of social suffering but rather an opportunity to acquire skills, produce culture, and engage in collective political
protests (Jeffery 2010a; Jeffery 2010b). The idea of “timepass,” which is caused by educated unemployment, can be seen
not only in India but also in other countries that have experienced rapid educational expansion.

As discussed by Dore (1976), educated unemployment caused by credential inflation has occurred across the world.
The “late development effect” which is suggested by Dore describes the effect of adopting systems at a later stage than
other countries. In the context of education system, the late development effect was discussed based on a comparison
between four countries: Britain, Japan, Sri Lanka, and Kenya. In this context, he found that the later a country starts its
modernization, the more quickly the “diploma disease” takes place as one of the negative sides of the “late development
effect”. In a society with “diploma disease,” the level of qualification required for any particular job tends to rise over
time. This is because of an excess of jobseekers, who thus enter educated unemployment (Dore 1980). In his analysis,
Kenya was identified as the country with the most serious “diploma disease.” Further, he mentioned that this “diploma
disease” tended to be worse in the “classless” societies of Africa, because everyone can easily join the race for success,
than in class societies (Dore 1976).

Rapid educational expansion is taking place in African countries. The study conducted by Jeffery focused on India, and
similar situations regarding youths might be observed in the context of Sub-Saharan Africa (SSA). This article tries to
understand “timepass” in an African context by looking at the impact of social changes. There are two reasons for the
“timepass” period of youth unemployment: (1) rapid educational expansion, which arises despite (2) insufficient
opportunities in the labor market. In this article, the author briefly summarizes the two main causes of “timepass” in the
context of Africa. Following this, an example of African youth from the fieldwork conducted in Kenya is described. From
this example, the last chapter discusses the factors that contribute to extending this “timepass” period, as well as the
factors that contribute toward ending it.
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2. Educational expansion
2.1. Overall situation of expanding primary, secondary, and tertiary education

“In Africa, a degree is only important when you don’t have it.” This is a phrase that | heard both during my fieldwork
in Kenya and in a post on SNS in 2019. This phrasing implies that academic qualification seems to be significant before
you get it, but you realize how inefficient it is in the labor market after you get it. This is the “credential inflation”
discussed by Dore.

Educational opportunities, including opportunities for primary, secondary, and tertiary education, are rapidly expanding
in SSA. The significant increase of enrollment in primary education has improved under the policies urged by international
consensus for ensuring “Education for All” since 1990 and has further been promoted by the “Millennium Development
Goals” since 2000s. The net enrolment rate (NER) in primary education in SSA increased from 53.3 percent in 1990 to
60.6 percent in 2000 and reached 79.0 percent in 2018 (UNESCO Institute for Statistics (ULS) database; Figure 1)!. Gross
enrolment ratio (GER) has also increased, from 73.4 percent in 1990 to 93.0 percent in 2000 (UIS database). It then
reached 98.4 percent in 2010 and has since remained relatively flat. The number of enrolments in primary education has
also drastically increased, almost tripling from 60 million in 1990 to 168 million in 2018 (UIS database).
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Figure 1. Expanding primary education in Africa (1990-2018)
Source: Created by the author based on the UIS database
*NER (1990-2006), AENR (2007-2018)

This rapid universalization of primary education has generated a new demand for secondary education. The necessity
of investment toward secondary education has also been highlighted by criticizing situations wherein an enormous number
of graduates of primary education have missed their spot in secondary education since around the 2000s (Verspoor 2008;
Wanja 2014; Mingat et al. 2010; Fredriksen & Fossberg 2014). While this increase in the enrolment rate has not been as
rapid as in primary education, it has nonetheless been gradually increasing. The UIS database shows that the NER in
secondary education was estimated to be 18.7 percent in 19962 and then gradually increased, reaching 35.5 percent in
2018 (Figure 2). The GER has also increased steadily, from 22.6 percent in 1990 to 43.4 percent in 2018 (UIS database).
While this increase has taken place at a moderate speed compared to primary education, the number of enrolments

continues to change rapidly; this number in secondary education was 15 million in 1990 but increased to 60 million in
2018.
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Figure 2. Expanding secondary education in Africa (1990-2018)
Source: created by the author based on the UIS database

Similarly, demand for tertiary education has also grown in response to the increase of secondary school graduates. The
number of enrolments in tertiary education was estimated to be over 1 million in 1990. This figure doubled by 2000 to
just under 3 million and has since rapidly increased to over 8 million in 2018 (UIS database). For example, in Ghana, the
higher education sector has grown from just two institutions and less than 3,000 students in 1957 to 133 institutions and
approximately 290,000 students by 2013 (Akplu 2016).

This massification of tertiary education is being realized by the increase in the number of institutions, courses, and
campuses. For example, in Kenya, the number of vocational training centers was doubled in only four years (from 701 in
2014 to 1,502 in 2018; Kenya National Bureau Statistics (KNBS) 2019). The number of private technical and vocational
colleges has also increased rapidly, from no such colleges in 2015 to 627 in 2017 (KNBS 2019). As the global education
targets includes tertiary education®, paying closer attention to the tertiary education sector and the investment it has
received would increase. However, the rapid massification of tertiary education has also been criticized, as it has had
negative consequences on educational quality because the number of enrolled students has been in excess of capacity
(Mohamedbhai 2014). This is very similar to the situation regarding secondary education in Africa, where the rapid
expansion and increase in the number of students has led to criticism regarding its impact on the quality of education
(Fredriksen & Fossberg 2014).

2.2. Decreased quality of education due to rapid expansion of tertiary education

The massification of tertiary education have been enhanced by its diversification and privatization. In the beginning,
modern higher education in Africa had its roots in university colleges that were created by and affiliated with European
universities during the colonial period (Mohamedbhai 2014). This education was mainly for the elite and was designed
to help them become civil servants or teachers in secondary schools. These colleges and universities were in metropolitan
areas and were geared toward the limited population of cities. However, in response to the excess demand for higher
education, from the beginning of the 21st century, support and investment for higher education in SSA was renewed, and
African universities began to undergo a revival (Mohamedbhai 2014). Higher education is regarded as one of the keys
regarding the comprehensive development of Africa, and various governments have initiated several policies designed to
establish quality education (Dei et al. 2019). However, as a result, higher education institutions have faced enormous
social and political pressures to increase their enrolments, which has resulted in these institutions accommodating students
well beyond their capacities in spite of critical shortages in human, physical, and financial resources (Mohamedbhai 2014;
Tamrat 2017).

This massification of higher education has also been supported by private participation, which was especially promoted
by the Structural Adjustment Programs of the 1980s (Tamrat 2017). There are also other factors, such as the increasing
democratization of education, the collapse of the socialist ideology, the spread of free market economies, and the
emergence of public-private-partnership thinking (Akplu 2016).

Private institutions have brought dynamism and competition into the sector and made higher education provision more
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market-oriented than it was under public monopoly (Akplu 2016). As a result, the opportunities of higher education
became increasingly diversified. For example, such institutions no longer cater only the traditional full-time students but
admit students twice a year and offer flexible delivery schedules, such as weekend and evening classes, in order to target
working professionals (Akplu 2016). These diversified opportunities have promoted an increase in the number of students.
Thus, the overall pattern in SSA indicates that the number of private institutions is much higher than public institutions
(Tamrat 2017). This is highlighted by the fact that the recorded number of private universities grew from 35 in 1969 to
972 in 2015 (Dei et al. 2019). Over the past quarter century, higher education in SSA has experienced significant increase
in both the number of institutions and students who are enrolled.

The rapid expansion of private institutions, however, has raised concerns regarding the quality of higher education. In
Africa, these institutions often lack basic resources, meaning they have to rely on faculty members who lack the requisite
qualifications or part-time lecturers (Dei et al. 2019). There are a few for-profit and faith-based institutions that have met
or exceeded expectations, while the majority of for-profit institutions are struggling to meet them (Akplu 2016). For
example, this situation is crucial in Kenya. According to the news last year, more than 10,000 students enrolled for
bachelor’s degrees in 26 universities in 2019 will be getting “worthless” certificates, as these programs do not meet
government regulations (Nyamai 2019). This case implies that rapid massification without strict regulations can lead to a

loss of control in ensuring quality education.

2.3. The issue of graduates’ unemployment

Further, this issue of rapid massification cannot be separated from that of graduate unemployment levels. This might
be because of the spread of insufficient quality of education, which has resulted in the decreasing value of the degree,
meaning graduates from tertiary education with worse quality degrees may face unemployment. On the other hand, the
issue of unemployment is unavoidable in relation to demand in the labor market. The increase in the level of education
among the population generates a parallel increase in the years of education required for high-income careers in the labor
market. The reward for high academic qualifications as a way to create social mobility differs between when they are rare
and when they are common.

This is, therefore, an issue of over-qualification. For example, a local media company in Kenya claimed that 26 percent
of university graduates did not have a job, compared to 13 percent of graduates from middle-level colleges, as technical
skills were more marketable (Michira 2018). Although a university graduate would generally earn more than a certificate
holder, it is evident that there are more university graduates than the market requires (Michira 2018). This indicates that
there is a risk of unemployment for graduates who have higher qualifications due to the inadequate development of the
labor market.

While individuals’ opportunity for education is increasing if the government expands the education sector budget
sufficiently, the labor market is not as easy to change as it corelates to the social structure. As shown in Figure 3, wage
and salaried workers among youth in Africa is extremely few numbers in comparison with other regions. Hence, the
demand for the decent works that require high levels of knowledge and high skills cannot increase at the same speed as
the expansion of educational opportunity. Thus, educated unemployed people in Africa need to continue to look for decent
work opportunities to make their academic qualifications seem worthwhile under the sluggish growth in the labor market,

which cannot correspond to the rapid expansion in education.
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Figure 3. Employment status of youth and adult workers by regions, 2019 (%)
Source: ILO (2020, p.43)

3. Correspondence with labor market

As reviewed above, a considerable number of students have graduated annually from tertiary education institutions in
Africa. However, the labor market has not been able to absorb the graduates of these universities because the economy
remains primarily agrarian (Gebru 2017). This suggests that high graduate numbers will result in unemployment if more
jobs are not created (Dei et al. 2019).

Population explosion may throw a society into a crisis in terms of satisfying basic human needs, such as housing,
employment, and food (Miyamoto & Matsuda (eds.), 2018). In particular, the primary industry is directly affected by such
an explosion. This chapter focuses on agriculture, which is one of the most common primary industries in Africa, and
discusses the impact of current social changes on this sector. At present, although the population of Africa is not as high
as in Asia, Africa has a much higher fertility rate (UN 2015). In particular, the fertility rates, in the period from 2010 to
2015, in Eastern, Middle, and Western Africa are almost 5.0 or even higher. By contrast, the fertility rate in Asia is below
3.0. Hence, Africa will continue to see an increase in its population. Such a large population increment creates pressure
in both the education system and the labor market. This will be a huge challenge, especially given by this ‘Youthquake’
in SSA (Fredriksen & Fossberg 2014).

Agriculture has been the most common source of income in Africa. Approximately 60 to 80 percent of people in Africa
are farmers (Sakagami 2017). The population increase therefore implies a decrease of land per person, leading to an
increase in land prices. When inherited from parents, land is often divided among siblings and each portion is getting
smaller. As a result, it is important for each family to buy new land to sustain existing living standards. Further, the income
from farming is also unpredictable due to the frequent change in weather patterns and soil conditions, even in fertile areas
(Saeteurn 2017). This is very different from the situation in Asia which has been alleviated by the “green revolution™.
While this revolution contributed to an increase in profits from agriculture in Asia, such a trend was not materialized in
Africa due to its unstable climate. In fact, although the profit from the primary industry has increased in South Asia (SA),
the recent growth seen in SSA has been sluggish (WB database).
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This primary industry is therefore unstable and is no longer counted as a reliable form of work. Consequently, people
have to look for alternative means of income, like setting up a side business or joining other industries. And as stated by
Sawamura & Sifuna (2008), joining other industries is important for educated people because work related to the primary
industry is regarded for uneducated people. They also mention that as these educated people have invested money in their
education, they should find better jobs with higher remuneration. Social changes also encourage people to look for ways
to earn money from other sources.

As a result of the decline of primary industry, people often move from rural areas to urban areas to increase their
earnings. For example, Lagos, Nigeria, has seen a significant increase in population, with the number of people living in
the city which has increased by 50 times within the last 60 years (from 0.3 million or less in 1950 to 17 million in 2010;
Miyamoto & Matsuda (eds.) 2018).

Against population growth in urban areas in SSA, the recent growth in secondary industry in those areas has been
inconsistent. An increase was seen in profits from the manufacturing sector between the 1970s to the 2000s, but a similar
increase has not been observed after this period (WB database; Figure 4). Further, the ratio of manufacturing in GDP is
consistently decreasing in SSA, while it is comparatively steady in SA (WB database).
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Figure 4. Comparison of the development of manufacturing between SSA and SA
Source: World Bank database

The slow growth of secondary industry in SSA can be attributed to the introduction of trade-liberalization policies and
the opening of market between the 1980s and 1990s. The import of industrial products, such as second-hand and cheap
new imports, had a negative impact on the manufacturing industry (Miyamoto & Matsuda (eds.) 2018). For example, in
Ghana, textile and clothing employment declined by 80 percent from 1975 to 2000 (Kermeliotis & Curnow 2013). Though
there are exceptional countries that were able to develop their manufacturing sectors, such as Zimbabwe and South Africa,
this was partly as a result of the fact that these countries were recovering from long-term economic sanctions (Miyamoto
& Matsuda (eds.) 2018). Several other countries, such as Ivory Coast, Kenya, and Madagascar, also achieved relatively
high levels of development in this sector. However, in most cases, these countries relied heavily on foreign-affiliated
companies, meaning they have the potential to be easily destabilized by the impact of policy changes in other countries.
For example, in Madagascar, the number of workers in the clothing industry halved in the space of a year due to reforms
in USA’s tax system (Fukunishi 2016; Miyamoto & Matsuda (eds.) 2018). Although several attempts have been made in
recent years to ban second-hand clothes in order to protect their local textile industries, such as in Rwanda, Tanzania, and
Uganda, USA opposed such protections and placed pressures on these countries. As reviewed, the development of
secondary industry in SSA confronts severe challenges that are under global economic influence.

In addition to the insufficient opportunities in the labor market, there is also the issue that the knowledge and skills
acquired in schools are often disconnected from those required by industries.

According to the survey conducted in Ethiopia, students in university feel that their academic programs do not enable
them to qualify for decent jobs because teaching and assessment in their universities remain traditional, despite very
significant changes in the knowledge economy and in the competitiveness of the contemporary labor market (Gebru 2017).
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It is also noted that universities and polytechnics may be overproducing graduates in social sciences and humanities
(Yakubu 2017). As one of the reasons, private institutions which have enhanced the expansion of tertiary education are
unable to meet the high financial requirement of investment in science and engineering programs, so that they often
focused on offering programs in the arts, humanities and business (Yakubu 2017).

In these circumstances, current trial for the adoption of Competency-Based Curriculum (CBC) in Africa is expected to
resolve the disconnection between education and the labor market (Ruth & Ramadas 2019). The CBC has been developed
to respond with current technological advancement in the world. Although there is a necessity to adopt it in the context
of Africa with modification or in a similar framework to the developed countries, the competency given by new curriculum
is regarded as essential to apply in job market (Ruth & Ramadas 2019). Further, to respond to the mismatch between
educated job seeker and labor market, some studies suggest the necessity of proper vocational guidance and counselling
to equip the knowledge and skills that the labor market envisages (e.g. Gebru 2017).

Educational expansion and the development of labor market should be correlated by ensuring smooth transition from
education to decent work opportunities. However, in the case of SSA, where the demand for labor is insufficient in
industries, such transition from education to work is not yet feasible.

4. Another aspect of unemployment: A case of youth in rural Kenya

As reviewed, African societies has been influenced by various social changes. Though current African youths could
start to have access to basic education and pursue tertiary education, they would often confront unemployment issues and
fall into a period of “timepass”. This paper focuses on an example of the “timepass” of an African youth, Juma, from my
fieldwork, which was conducted from 2014 to 2019. His example shows how rural youths struggle to find their way after

completing secondary education.

4.1. After completing secondary education

Juma was born in 1995 in rural Kenya. He lost his father in 2004 and started to live with his aunt. His mother was alive,
but she moved to her homeland for several years due to family problems caused by her husband’s death. While his aunt’s
home was over 10 km from his original home, he commuted to the same school by bicycle. Although he could not afford
to pay his school fees due to his family background, he finished secondary education at the age of 18 in the year 2012. At
this time, he started his period of “timepass.”

He could not study further or find employment due to two reasons: first, he could not get the certificate of completion
of secondary education as his school fees had not been paid; second, his score at the secondary leaving examination was
below the standard required to get government support for accessing tertiary education®. As a result, he had to stay home
and help with housework, such as gardening, preparing dishes, cleaning rooms, taking care of livestock, etc. in his aunt’s
home. He also engaged in unstable work opportunities in the neighborhood to earn some cash. For example, he helped a
widow who lived alone in a number of small ways, such as shopping for fruit and keeping her house clean. In return, the
widow gave him a small allowance. Further, he tried to find opportunities that enabled him to fulfill his CV. For example,
he joined a computer training program offered by an NGO, which cost 500 KSHs.®.

The purpose of his “timepass” activities can be split into three main categories: (1) to fulfill his duty as a family member,
(2) to earn some money, and (3) to study for upward mobility. Juma engaged himself in unstable opportunities to achieve
these goals, and this period can be thus described as his “timepass” period after completing secondary education.

However, Juma’s situation regarding his “timepass’ was criticized by his 23-year-old male cousin, who had finished
college according to fieldwork conducted in 2015. In this year, this cousin had been engaged as a contemporary teacher
at a secondary school while he continued to look for decent job opportunities after completing his diploma course. His
situation can therefore also be understood as a “timepass,” because he was seeking a decent job while engaging a
temporary duty. This cousin mentioned that “if we work as a teacher, it is better because I can get something from the
students. When I teach something to the students, I can learn something from them at the same time. It is much better
than doing nothing at home from 1st to 31st (in a month), even though I can earn just 7,000 KSHs. per month.” Further,
he stated that “Juma doesn’t do anything after completing Form 4 (*secondary education). It is bad that he just does not
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do anything.” This cousin interpreted Juma’s situation as “not doing anything,” though Juma was committed to his own
activities around home.

By contrast, Juma understood his “timepass” period as waiting for an opportunity to take the next step. One interesting
point to note is that, in 2015, he intentionally refused to end his “timepass” when he turned down an opportunity for paid
monthly work of 4,000 KSHs. in a local supermarket, which he regarded as not worthwhile. He justified this decision by
saying, “it is not my work,” and asked another female cousin to take the job instead. She took this job at the supermarket
and worked from 8:00 AM to 6:30 PM from Monday to Sunday’. This cousin was 20 years old as of 2015 and was trapped
in her own “timepass” period after finishing secondary education in 2011. She was enrolled in a diploma course to become
an ECD teacher in college after completing secondary school, however, she dropped out due to her inability to pay the
school fee in the first year. For Juma, while this work was suitable for his female cousin, it was not suitable for him, even
though their academic qualifications were of almost same levels.

4.2. Joining tertiary education and end of “timepass”

After three years, Juma paid the outstanding school fee and was able to pursue higher education in 2015. He enrolled
in a small branch campus of a public university in the rural area. As he could not get government sponsorship, he tried to
save money by walking to the branch campus from his aunt’s home. He finished the two-year diploma course in 2017
after finishing an attachment at a local government office, which was a compulsory credit as an experience of practical
work.

However, he still did not have a job and did not pursue any other formal education after the diploma. Consequently, he
once again continued to help out at home and continued to pursue contemporary unstable work. He also did a few free
online courses® on his old phone, which had a tiny screen. After a year, he enrolled at the same campus to pursue a
bachelor’s course in 2018. However, the course was not full time and was only held on weekends. He chose this course
because he needed to continue helping with the housework at home due to his ongoing joblessness. However, being a
“student” enabled him to present his status as something other than “doing nothing.” He always emphasized his status as
a “student” when we talked and when he introduced himself. I felt that having the status of a “student,” which allowed
him to represent himself as not “just being at home” would give him, as someone who was already 23 years old, a sense
of pride and belonging and a purpose of preparing for the next life stages. He also continued his free online study by using
a phone on weekdays.

The situation drastically changed in March 2019. Juma got a monthly paid job with the same local government where
he had done the attachment for his diploma. He then gave up his bachelor’s course and stopped helping with the
housework. This was because he felt that there was no obligation to help at home anymore, even on weekends when he
was free from work at the office. His aunt accepted his decision and he subsequently did not do anything, even when his
aunt came home late at night. He assigned a younger cousin to do the housework instead, though this younger cousin was
always outside the home playing.

Further, he refused to eat with the rest of his family at home and often stayed out elsewhere until late. He would sleep
in his room immediately when he gets home. A neighbor told the aunt that he had secretly started looking for rental
accommodation to stay with his girlfriend. During fieldwork conducted in 2019, I heard about his girlfriend for the first
time. He secretly told me the possibility of marriage when the aunt was out. Staying in a home together before formal
marriage is becoming common in East Africa and is known as “come-we-stay.” Juma was in the beginning of preparing
a modern style of marriage.

During his ‘timepass’ period from 2012 to 2018, Juma engaged in unstable ways of earning cash and also helped with
housework. While he could finish a diploma course by taking advantage of diversified tertiary education, after secondary
school, his education was largely based on self-study via online courses that were either free or did not cost much. He
refused to take a monthly paid job and continued his “timepass” as he believed that the remuneration was not suitable for
him. After struggling to find an opportunity to pursue tertiary education and a decent work opportunity, he was finally
about to set up the next stage of his life, as represented by preparing for marriage.
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5. How to end “timepass” and the result of ending it

Thus far, this article has discussed how Africa’s rapid educational expansion has created insufficient opportunities in
the labor market, which has been the main cause of educated youths’ unemployment. One question that needs to be
addressed, therefore, is what determines a “timepass” period? The case of Juma seems to provide the three factors: (1)
availability of cash, (2) utilizing diversified tertiary education, and (3) access to information.

Juma entered a “timepass” period mainly due to lack of money. He could not access tertiary education because he did
not gain his certificate due to unpaid school fee for secondary education. He needed to find a way for paying this off to
pursue further education. Money is thus an important factor in continuing education and investing in yourself to gain
decent job opportunities.

At present, African society is rapidly changing due to the increasing use of mobile phones. The M-PESA service
introduced by Safaricom in Kenya in 2007 drastically transformed the mobility of money in Africa. While normal banking
services are not used by 80 percent of the population in SSA, people became able to send money through mobile networks
by using this service or similar services (Redford 2017). Although there are options to transfer small amounts of money
for free, it charges a certain amount of fee for transferring money depending on how much they transfer.

Now this system prevails across the country, it is not easy to find shops that do not accept the usage of M-PESA, even
in rural areas. Paying for school fees can also be done via M-PESA. Further, in fieldwork conducted in 2019, it was
impossible to book an intercity bus delivered by Easy Coach, which is one of the most famous bus lines in Kenya, without
paying the required amount in advance via a mobile banking system. Traditional fundraisings, called Harambee, were
also advanced in accordance with the development of the technology. Individuals who were invited to the fundraising
meeting but could not attend, also sent money via mobile banking systems, while online communication tools such as
“WhatsApp,” a widely used SNS application, were utilized to help fundraising efforts, rather than sending invitation cards
by hands.

This service enabled users to send money immediately and increased the mobility of workers, as they could move to
urban or other areas far from their homes. Further, it also added an element of secrecy, as people could put their money
in the account and send it without sharing information. Nakabayashi (1991) pointed out that money is personal wealth
that can be saved in private, while traditional wealth, like cows, are obvious in the community. This invisibility of wealth
might make a difference in the practice of redistribution within the community to ease economic disparity in Africa. These
various changes surrounding money in African societies would influence the availability of cash both in negative and
positive ways.

Regarding the second point, the issue of disparity has also taken place in diversified tertiary education. As reviewed
earlier in this study, educational opportunities in tertiary education have been diversified, widening this window to various
secondary school leavers. The case of Juma, he utilized an opportunity in the branch campus at a public University. Setting
up branch campuses enable people who are in rural areas to access higher education. Those branch campuses in rural
areas are often commercially oriented programs rather than academic programs, such as business studies, economics, and
project management (Munene 2016). Juma had also taken the business studies course at his branch University.

However, questions are often raised regarding the quality of these branch campuses. According to Munene (2016), the
Kenya Commission for University Education (CUE) ordered Kisii University, one of the public universities in Kenya, to
close 10 of its 13 branch campuses and to relocate the 15,000 students affected to the main campus in 2016. This ruling
came as a result of efforts by regulatory authorities to ensure the quality of higher education by moving students from
low-quality branch campuses to the traditional, high-quality main campus (Munene 2016).

Munene (2016) discovered that rural campuses largely attract self-sponsored students who, as a result of their lower
socioeconomic status, are unable to perform well enough in secondary school examinations to secure competitive
government scholarships. Unfortunately, students from more privileged backgrounds take a larger share of government
scholarships and, therefore, also take places at the well-resourced main university campuses. Consequently, students from
underprivileged classes are overrepresented in branch campuses. It might be important to ensure an equal opportunity of
higher education for all. However, ensuring this opportunity on its own without also ensuring its quality and financial
soundness may cause the gap between poor and rich to widen. Munene also criticized this unfair situation in Kenya by
stating that branch campuses “contribute to the failure to address issues of substantive equity in higher education”
(Munene 2016, p.23).
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Thirdly, access to information is also significantly important in determining how fast youths end their “timepass.” It is
also related to the usage of mobile phones. Currently, cheap options for making calls and browsing the internet are
increasing with the popularity of smartphones, and Juma used his phone to aid his personal studies during his “timepass”
period. For example, in my fieldwork in Kenya, as of 2014, it was rare to see smartphones, and I bought a tiny phone with
a small screen that could be used just for calling and sending text message. However, in 2015, relatively rich people, such
as principals, had smartphones. By 2016, most young people either wished to buy a smartphone or already had. They did
not use text messages anymore and utilized “WhatsApp” instead, meaning I also needed to buy a smartphone for
communication purposes. Finally, in 2019, a lot of graduates from secondary schools already had smartphones and the
old tiny phones had become far less common.

With widespread use of smartphones, job hunting also have become easier due to greater access to information. On
“Twitter,” for example, the hashtag “# IkoKaziKE” is used both when people look for jobs and also when someone is
needed to fill a vacancy. “Iko Kazi” means that “there is a work™ in Swahili and “KE” represents “Kenya.” Personal
connection and information from the community are still important in Africa in order to gain decent work opportunities.
However, the ability to access various information through the internet is also becoming important. Finding an opportunity
to pursue further study is also necessary. There is a lot of information on the internet about scholarships, and this enables
students to find and apply for scholarships both within and outside the country.

This chapter reviewed three factors regarding how fast people can get out from their “timepass”. Each of the factors
may impact the decision of when and in which status an individual ends his or her “timepass.” As Juma once refused the
opportunity to end his “timepass,” people have different career visions and forms of self-evaluation regarding their
abilities. The desire to find better opportunities may persist, even after gaining at least “decent” work, as captured by the
saying of “seeking greener pastures.” The phrase “greener pastures” was utilized by youths who engaged in temporary
work to describes themselves as “people who look for some better places to work.” As this phrase represents, educated
youths continue to confront various challenges, though completing education on its own was already a severe struggle for
most of them. In this sense, African youths must continue to learn to adopt current social changes and to overcome various
challenges. Educational opportunities which includes the opportunities at a tertiary education and opportunities of life-

long leaning must play key roles on the development of people after their basic education.

6. Conclusion

The dimension of social change in Africa can be roughly summarized as a result of the expansion of the “market
economy.” Educational opportunities are rapidly expanding in SSA, and this has been enhanced through private
participation. Even tertiary education is spreading as a result of being diversified through private institutions, thus offering
a variety of options and learning styles. The labor market has also been influenced by the international economy, especially
in the context of secondary and the related tertiary industries, which has led to the rise of “timepass” periods. As a result,
the availability of money to invest in education and having easy access to information both have a key influence on the
duration of an individual’s “timepass.”

The increase in the number of jobless youths may represent an issue that places these countries in danger, as terror
groups like al-Shabaab are increasingly targeting jobless youths for recruitment. On the other hand, their “timepass”
periods may also enhance the development of youths’ capability by offering an opportunity for them to think about their
careers and pursue an opportunity to invest themselves. From this perspective, “timepass” represents a period for youths
to draw a blueprint for their lives after completing education.

However, in reality, several youths who are in this position of educated unemployment are confronted with challenges
to end their “timepass.” This paper has provided a brief and rough summary of the situation in SSA, with the purpose of
comparing it with other regions. Of course, it is also noted that there are multiple variations and differences within SSA
and it is therefore necessary to understand the impact of social change in the context of each society. However, there are
also common situations that may cause rapid educational expansion despite insufficient opportunities in the labor market.

As international organizations have emphasized the importance of education, it is important to reflect this emphasis by

building quality schools. On the other hand, it is also necessary to understand the opportunities available after the
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education as a part of the education system, as people pursue basic education with a consideration of the opportunities
available to them as a result. Taking this perspective into account while conducting academic research is also essential to
respond to social changes in Africa.

For future Africa educational research in relation to this topic, the first step is to accumulate examples of how young
people like Juma, who have completed their basic education, get decent jobs afterwards and what kind of “timepass” they
follow. It is important to analyze the dynamics of people moving to and from education and labor, and to reveal what
challenges are there and how they overcome them. In this regard, it is also necessary to consider the impact of educational
opportunities on their pathways. As we have seen in this paper, educational opportunities beyond basic education are
rapidly diversifying. There have been many different types of tertiary education, however, it is not yet fully clear how the
various educational programs are utilized and what role vocational training education plays. Further, it is also important
to understand how these various educational opportunities are developed and what impact they have as lifelong learning
for people. The accumulation of this research will enable us to explore how the global influences facing African societies
today can be localized in their contexts, and how the process of integration can lead to the possibility of development in
Africa.

Note

1) The UIS database sometimes includes estimations. The data of 2018 is the estimation of “adjusted net enrolment rate
(NERA).” NERA is defined by UNESCO as the “total number of students of the official primary school age group who
are enrolled at primary or secondary education, expressed as a percentage of the corresponding population.” The
difference between NER and NERA is explained by UNESCO as follows: “while the Net enrolment rate (NER) shows
the coverage of pupils in the official primary school age group in the primary education level only, the NERA extends
the measure to those of the official primary school age range who have reached secondary education because they might
access primary education earlier than the official entrance or they might skip some grades due to their performance.”
(http://uis.unesco.org/en/glossary-term/adjusted-net-enrolment-rate)

2) The year of 1996 was the earliest year to provide information about NER for secondary education in the UIS database.

3) An increase of access to technical and vocational education and training (TVET) was included in the SDGs (Sustainable
Development Goals) as target 4.3.

4) The “green revolution,” which enhanced the introduction of high-yield seed varieties and the massive application of
chemical fertilizers, made significant contributions to agricultural productivity improvements in Asia in the 1960s
(Sakagami, 2017).

5) His performance was below 46 as an adjusted standard deviation score, while it is necessary being over an adjusted
standard deviation score of 69, according to the data in 2012.

6) 100 Kenyan Shillings (KSHs.) is almost equal to 1 USD at the rate on 2020-03-01.

7) At the beginning, she had enjoyed this work, saying “the lunch is nice.” However, she gradually began to complain
about the working conditions as the place was far from her home (30 minutes by walk), and she ended up quitting in
about three years. She then went to Nairobi to look for better jobs.

8) For example, about computers by using “Google Analytics Training” and “SoloLearn,” and about Germany by using
“Duo Linco.”
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Abstract

The purpose of this article is to discuss future research on teacher policies in African societies in the 21st century with a focus on
continuous professional development for teachers. In this era of globalization, the definition of competencies and roles of teachers
has been reconsidered in developing countries in Sub-Saharan Africa. This article grounds its research suggestions in an overview
of recent changes in teacher education contexts from the EFA movement until the SDGs period, reviewing the changed focal
points of educational development with global agendas. Attention is then paid to the role of teachers and hence what the ideal
teacher’s role would be in the understanding of educational outcomes. Considering diverse forms of education and images of
“desirable” teachers in terms of “old model” and “new model” education, this article questions the feasibility of preparing teachers
to engage in desired 21st century education models through teacher education. After reviewing the themes of previous research
regarding teacher policy, this article proposes three research themes to be further developed in the future to advance the discussion
surrounding teacher policy.

Keywords: Society 5.0, continuous learners, human-centered, aid agencies, local context

1. Introduction

Several countries in Sub-Saharan Africa (SSA) have made great efforts to expand teacher resources and enhance
teachers’ capacities to provide all children with quality education. Due to globalization and the adoption of new
technologies within Society 5.0, many children in the future will need to be prepared for jobs which do not yet exist.
International aid agencies and Western countries have influenced attempts to redefine educational systems from a
framework of a learner-centered, competency-based style even in SSA countries (Chisholm & Leyendecker, 2008). In
this complicated situation, many of those countries have also questioned the significance and specialty of teachers, leading
to the implementation of new teacher education policies for nurturing up-to-date academic abilities. Amid the strong
influence of neoliberal educational policies, non-formal and private schools have emerged to offer alternatives to formal
education and “accountability” has become increasingly required of teachers. Moreover, academic and policy discussions
regarding “teacher evaluation” in terms of quality assurance have increased.

Because of the financial difficulties of countries in SSA, it is a grave challenge for those countries to nurture teachers
who can provide the style of education required by the new era while ameliorating their general lack of teachers. In this
situation, where are “teaching professions” headed? What should technical assistance for teachers in SSA countries look
like in the new era? With these questions in mind, this article suggests further research regarding teacher education policies
in African societies in the 21st century, with a specific focus on teachers’ continuous professional development.

This article is divided into two main chapters. The first chapter discusses the focal points of educational development
from the Education for All (EFA) movement until the Sustainable Development Goals (SDGs) period, the diverse forms
of education and images of “desirable teachers”, and the feasibility of 21st century teacher education. The second chapter
provides a short overview of previous research regarding teacher policy in this region and proposes three themes for
further deliberation in future research.

2. Changes in situations surrounding teacher education

The situations surrounding teacher education in SSA have changed over the past 30 years. Teacher roles have also
changed, especially in terms of the frameworks and paradigms surrounding classroom relationships. Considering these
situations, the feasibility of educational system reform in SSA countries can be questioned.
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2.1. The transition of global trends in educational development

The focal points and challenges of educational development can be examined during three separate periods of global
policy agendas: EFA, Post-EFA, and SDGs. It should be noted in advance that most of the topics mentioned in each
subsection are still of vital importance and that current issues of educational development are extremely diverse and
interrelated with each other.

2.1.1. EFA period

Since the World Conference on Education for All in 1990, the EFA global movement sought improvement in enrollment
rates in primary education in African countries. Governments of African countries, developed countries, and global aid
agencies made huge efforts to reduce out-of-school children (OOSC). Among the successes from this effort was a decrease
in the number of primary school-aged children who had not been enrolled in school from 100 million to 64 million in
2017 (UNESCO Institute for Statistics: UIS, 2017).

However, the rapid increase in the enrollment rate created another issue: the maintenance of quality education. Owing
in part to the significant increase in the number of students, school capacities were exceeded and the quality of education,
in turn, was eroded. For instance, in Malawi, many students ended up dropping out of school before attaining sufficient
literacy (Chimombo, 2005).

The sudden expansion of enrollment rate also highlighted a lack of teachers. In order to alleviate the shortage of teachers,
international organizations took initiative and implemented, in cooperation with governments, makeshift measures such
as shorter pre-service teacher education, employment of contract teachers, and the advancement and employment of
unqualified and under-qualified teachers. These easy, short-period and inexpensive policies caused a decrease in teachers’

capacities and motivation over time (Aidan, 2010).

2.1.2. Post-EFA period

In response to the achievement of the EFA movement, policy attention changed from quantitative schooling to learning
with quality. For instance, lessons learned from the EFA era created motivation to measure learning itself, which led to
the development of new indicators for learning (Filmer et al., 2018).

This shift of attention to quality learning partly stems from parents’ wishes for their children to obtain high-quality
learning and eventually obtain decent jobs as a result. In this situation, educational content and forms regarded as “useful”
such as science, technology, engineering, and mathematics (STEM) education and technical and vocational education and
training (TVET) have attracted parents’ support. The question of “does schooling and learning lead to job acquisition?”
has also led to the accumulation of evidence in how smoothly an individual might shift from school to work. Given this,
an increasing amount of research has been published regarding the competitiveness of labor markets after graduation, as
in the School-to-Work Transition Survey (SWTS) started in 2003 by the International Labour Organization (ILO) (ILO,
2010).

However, the Post-EFA era has long suffered from side effects of the EFA momentum. Concerning teachers,
international society has recognized not only the issue of a lack of teachers, but also the issue of quality of teachers. For
example, the quality issues examined include teachers’ motivations towards the teaching profession and the phenomenon
of ghost teachers. Moreover, with the collapse of collegiality among teachers, the limited culture of teacher education has
been highlighted, and consequently, the social status and morality of teachers in many countries have deteriorated.

Furthermore, the EFA movement, which intended to provide free access to public schools, has paradoxically resulted
in the increased privatization of education. Because public schools could not maintain their quality of education, parents
began to send their children to private schools and non-formal schools. This trend led to a rapid increase in the number
of low-cost private schools in SSA. Teachers additionally began to open private extra-schools while teaching in public
schools as a source of additional income.

2.1.3. SDGs period
The Sustainable Development Goals (SDGs), which recognize issues not only in developing countries but also in
developed countries, have made countries reconsider the purpose of education and how education can best be provided

to learners.
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The project of deconstructing education relies on the question of, “What should the teacher’s role be in a 21st century
society?” In the past, teachers were expected to enable students to master the contents of textbooks as efficiently as
possible. In this fast-changing society and era, however, children might not necessarily be prepared for jobs that will
emerge when they enter the labor market if taught with only textbook knowledge. Therefore, the skills and knowledge
fostered by education also need to be redefined. This shifting paradigm has required teachers to transform their roles from
teaching fixed knowledge, which exists over time, to teaching students how to ask critical questions and “assisting”
students to think through non-routine problems so that they can address corresponding, changing knowledge requirements.
Within this context, the process of redefining education might need to return to the important starting point of character
building. Admittedly, UNESCO has already proposed that education should nurture individuals to develop personal
integrity and balanced cognitive and non-cognitive skills through their declared four pillars of education (International
Commission on Education for the Twenty-first Century, 1996). The above changes in the teaching profession will be
additionally deliberated in later sections of this article.

2.2. Diverse definitions of learning and images of desirable teachers

The previous section summarized how the focal points of education have changed along with the shift of global policy
agendas. In the SDGs era, there have been efforts to redefine the teacher’s role in the context of 21st century education.
This section examines how the teacher’s role has been considered both in the “old model” and “new model” educational
paradigms. In terms of the relationship of knowledge shared between teachers and students, teacher’s roles and
understandings have also changed. The teachers are now expected to play a role of facilitator to accommodate students’

construction of knowledge in accordance with the changing educational situation.

2.2.1. The old model and the concept of teachers

In the old model, educational systems were established with a specific focus on nation-building. In other words, as
shown in Table 1, the main intention of education was the transmission of “skills” and “knowledge” predetermined by a
government to build a nation-state (Benavot et al., 1991). On that premise, schools functioned as facilities to efficiently
convey knowledge that was determined necessary by the government. Teachers were thus regarded as government agents
who played the role of teaching as efficiently and precisely as possible. Considering the roles of teachers and students,
solid hierarchical relationships were established; teachers were the authority and students were supposed to obey teachers’

instructions through the teacher-centered instructional method, as seen in the “chalk and talk” style. (Leu, 2004).

Table 1: Old model and concepts of teaching

Acquired Concept Role of Role of Concept of
for Learning Teacher Learner Teacher
Skills & Demonstration & Imitation & Craftsperson &

Knowledge Expositor Comprehension Authority
Source: Author based on Tomasello et al. (1993)

In these situations, teaching was depicted with a “single-headed arrow” from teacher to learner (student), as shown in
the left diagram in Figure 1. Teachers played the roles of “demonstrator” or “expositor”, and students were supposed to
“imitate” the demonstrations and “comprehend” the instructional content. Also within this power hierarchy, teachers
would give instruction as a response to students’ requests, as depicted with “reciprocal arrows” in the right diagram in
Figure 1, maintaining the social role of the teacher positioned above the learner.
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Teacher Teacher
(model) (instructor)
Learner Learner

Figure 1: Relationship between teacher and learner in the old model
Source: Author based on Tomasello et al. (1993)

2.2.2. The new model and the concept of teachers

The new model, shown in Table 2 below, sees a drastic change from the old model. As explained in the previous sections,
a turn in the concept of academic ability has raised questions regarding the form of education and teacher roles. The main
intention of education has gradually shifted to nurture beliefs, respect, and creativity through learning. Also, given the
discussion on the importance of teachers as continuous learners and reflective practitioners, teachers play new roles of
managing information which students can use to create new knowledge and of collaborating or participating in a learning
community. In this model, teachers are regarded as colleagues and/or consultants of students.

Table 2: New model and concepts of teaching

Acquired Concept Role of Role of Concept of
for Learning Teacher Learner Teacher
Beliefs & Collaborator & Interpreter & Colleague &

Creativity Information Manager Knowledge Constructor Consultant
Source: Author based on Tomasello et al. (1993)

Focusing on the new relationship between teachers and learners, shown in Figure 2, teaching is depicted as “reciprocal
and symmetrical arrows”. Teachers cooperate with learners to obtain new knowledge in the learning process with no
hierarchical relationship between them.

(Collaborator) Learner

Teacher :
E -

Figure 2: Relationship between teacher and learner in the new model
Source: Author based on Tomasello et al. (1993)

2.2.3. New definition of learning and global trends in images of teachers

Overall, as forms of education and images of desirable teachers have gradually changed from the old model to the new
model, education has become inclined towards a constructivist approach. In the old model, it could be argued that the
nature of learning stood from an objectivist viewpoint. Objectivism, as referred to in this article, recognizes a definitive
truth with absolute knowledge and regards learning as conveying this truth and knowledge to learners. Constructivism,
on the other hand, recognizes learning as a process where learners realize and create new knowledge through interaction
with their own and other learners’ experiences with emphasis placed on fostering learning attitudes and curiosity of
learners.

This shift in forms of education concerns the incompatibility of existing knowledge with the rapid changes in
technology and globalization. Newly defined concepts, which are considered more important than the acquisition of
predetermined skills, are now required as Organization for Economic Cooperation and Development (OECD) states
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regarding the situation in the early 21st century:

Globalization and modernization are creating an increasingly diverse and interconnected world. To make
sense of and function well in this world, individuals need for example to utilize changing technologies such
as smartphones or other digital devices and to make sense of large amounts of available information. They
also face collective challenges as societies such as balancing economic growth with environmental
sustainability, and prosperity with social equity. In these contexts, the competencies that individuals need for
their goals have become more complex, requiring more than the mastery of certain narrowly defined skills.
(OECD, 2005, p.4)

To tackle this change, the OECD launched a project called DeSeCo (a portmanteau of Definition and Selection of
Competencies: Theoretical and Conceptual Foundations) in 1997. The project aimed to provide “a sound conceptual
framework to inform the identification of key competencies, to strengthen international assessments, and to help to define
overarching goals for education systems and lifelong learning.” (DeSeCo, 2016). Competencies are defined as more than
knowledge and skills, and “involves the ability to meet complex demands, by drawing on and mobilizing psychosocial
resources (including skills and attitudes) in a particular context. For example, the ability to communicate effectively is a
competency that may draw on an individual’s knowledge of the language, practical IT skills and attitudes towards those
with whom he or she is communicating” (OECD, 2005, p.4). The DeSeCo project set up the conceptual framework of
“key competencies”, which have three main categories that are interrelated with each other: to use tools interactively; to
be able to interact in heterogeneous groups; and to act autonomously (OECD, 2005, p.5). These three categories are
underpinned by an understanding that “the utilization of knowledge” is more valuable than “the acquisition of knowledge”.
However, utilization of knowledge presupposes an acquisition of knowledge.

Because of these definitions of key competencies, the concept of academic ability has also changed from “what you
know” to “what you can do”. For instance, OECD’s Programme for International Student Assessment (PISA) applies the
concept of key competencies, and each assessment domain (i.e. reading literacy, mathematical literacy, and science
literacy) is assessed based on not only whether students can demonstrate learned knowledge but also whether they can
apply their knowledge to a new situation.

Given this grand shift regarding the definitions of knowledge and learning, teachers are expected to demonstrate
continuous learning and reflective practices. “Reflective practitioner” is a term originally developed by Donald Schon
and encompasses people who “revisit their experiences and further analyze them to help improve their skills and enhance
their future” practices (Plack & Greenberg, 2005, p.1547). Based on this concept, teachers are encouraged to be reflective
practitioners, “with sufficient subject-matter knowledge and a grasp of a range of practical approaches so that they can
make informed professional choices” (Leu, 2004, p.7).

Teachers are expected to assist students to nurture an attitude of appreciating existing knowledge and utilizing it to
solve problems. It is possible, of course, to say that some knowledge and skills will become obsolete. Even so, there are
also knowledge and skills that are of vital importance beyond generations. The attitude of scrutinizing information and
knowledge without prejudice should above all be prioritized to avoid discarding knowledge and skills, like daily

necessities.

2.3. The possibility of training teachers in SSA to meet global needs

Considering the kind of teachers needed in the global context described in the previous section, this section examines
the adaptability or feasibility of implementing educational reform in SSA countries based on the global discussions around
teacher roles. As previously mentioned, the role that society expects teachers to play is gradually changing in SSA as well.
However, is it possible in SSA to train teachers to meet society’s demands? As discussed in the first section, the Post-EFA
educational conditions have remaining side-effects due to an increased number of students. Under such circumstances,
even teaching “normally” comes with difficulties since the number of teachers has not increased and monetary support,
such as teacher pay, has not improved in many SSA countries. Consequently, teachers in public schools find themselves
in severe situations, which has been referred to as “teacher bullying”, and many of them are leaving public schools for
private schools or non-formal schools for better treatment.
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The question then becomes how to encourage remaining public school teachers to provide education needed by society
despite the harsh conditions they face. Admittedly, no one would be convinced to change their paradigms simply by being
told that this type of education is needed by society. Generally, in Japan, teachers try their best even when they are in
harsh conditions; however, is the same “strategy” used for teachers in Japan fruitful when it comes to teachers in SSA?
Results would not change in SSA, even with a larger number of training programs in place. “Chalk and talk” in schools
has continued in accordance with the old way of teaching. Many workshops have been conducted by international
organizations and aid agencies to introduce learner-centered education, and a large percentage of workshop participants
highly evaluated the teaching methods which were introduced. But has learner-centered education become a true takeaway
for those teachers when they return to their schools, and do they employ those methods? The reality seems to be that
newer, learner-centered methods are rarely tried.

Why are these newly introduced methods avoided? There are several reasons, the most important being that teachers
themselves do not see them as beneficial in their contexts. If they think that there is no benefit from introducing a new
instructional model, they will not put the methods in practice, no matter how many times they are told that those teaching
methods do good and are necessary. For example, if national examinations are based on how much knowledge learners
attain, parents and students prefer knowledge-acquisition education to learner-centered education. Herein lies the
difference in intentions between governments and international organizations. There is also the fact that it is simply easier
for teachers to maintain the status quo or not unlearn what they were taught in their youth. For current teachers, the
pedagogy they need to use is different from the styles in which they were taught as children. While they can easily identify
the disadvantages of introducing a new style of education, it is difficult for them to see the benefits.

To address this, first, it is necessary to reassure teachers by explaining the merits of using new techniques so that
teachers find them interesting and are able to use them with ease. Those merits must be phrased to emphasize and
guarantee a desirable education for society as well. It is necessary to create a structural system that encourages teachers
to change their teaching methods. Specifically, changing teacher evaluation systems and/or test design is the paramount
leverage for change in a holistic education system. Without this structural motivation, discussing co-teaching and
cooperation with parents becomes merely “neat assertions” and does not make sense.

The second difficulty stems from a lack of teachers’ readiness concerning teaching skills. In SSA, there are still many
teachers who do not possess basic subject knowledge and teaching skills. It would be difficult to call on such teachers to
use advanced teaching techniques. For example, learner-centered education can nearly be impossible for teachers who
cannot manage their classrooms. Teachers who lack experience and knowledge are afraid of allowing children to ask
questions and avoid such classroom situations. To change this, proper teacher education in universities should be
implemented.

There are also some hopeful observations for teacher education. The change in definitions of academic ability and
teachers’ roles is a common phenomenon all over the world. Admittedly, the environment surrounding teachers and
treatment of them are quite different from country to country in post-EFA situations. However, developed countries are
also not necessarily advanced in terms of teacher education for adapting the new definitions of academic ability.

Horizontal collaboration can be used as a method for addressing the needs of the SSA context. For example, teachers
from SSA would be more competent as facilitators than those from other countries. There are many aspects of education
that the world can learn from their experiences.

Utilizing the internet and technology could also help rectify the described situation. Previously, one of the bottlenecks
of improvement has been the weakness of traditional teacher training institutions such as lecturers and/or colleges in the
infrastructure of the education system. These days, however, with the development of the internet, good educational
practices can now easily be shared worldwide. The amount of information in social network services has rocketed insofar
as it sometimes overtakes that taught in universities. While there are still problems, such as a lack of internet access,
smartphones are an almost ubiquitous technology in rural areas in SSA. This means that teacher education could partly
be implemented through digital technology, allowing SSA countries to overcome a limitation of other resources.

3. Future research themes

Understanding the situational changes of teacher education along with the shift in the definitions of knowledge,
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learning, and teacher roles described in the previous chapter, this chapter discusses themes to be further investigated in
future research. Three themes—aid agency approaches, human-centered research, and teacher mobility—are proposed
after reviewing previous research.

3.1. Main themes in previous research in the African context

Previous research regarding teacher education in the African context can be approached from two perspectives:
international standardized teacher policy reform and teachers as continuous learners.

3.1.1. International standardized teacher policy reform

Nowadays, in SSA countries, teacher policies (e.g. teaching methods, teacher education, and teacher placement) tend
to be standardized beyond each country’s context amidst the globalization of teacher policy. This movement of
standardization and evaluation is based on redefined competencies and changes in teacher roles.

There is an apprehension that the prevalence of “teacher competencies” and “teacher evaluation” paradoxically hinders
teacher quality, decreasing autonomy and motivation towards teaching. Especially in developing countries, teaching
methods that are teacher-centered and teachers who are less motivated are regarded as “problems”, and thus teacher-
policy reforms are initiated systematically, top-down. More concretely, as exemplified in System Assessment and
Benchmarking for Education Results (SABER), which are collected by the World Bank, developing countries are
quantitatively evaluated in terms of educational content and teaching methods.

However, some empirical research shows that even when a government has applied internationally-standardized teacher
evaluations and/or teaching methods, teaching capacity and the quality of education have not improved (SACMEQ, 2017).

3.1.2. Teachers as continuous learners (reflective practitioners)

In addition to the above-mentioned arguments, teachers in SSA countries are also expected to be continuous learners
and reflective practitioners (see Figure 3). In opposition to policies that are inclined to be standardized, reflective
practitioners are expected to continuously improve their individual skills.

This conflict is seen in the introduction of internationally standardized indicators in teacher policy where it tends to
ignore the local context and perspective of how teachers may adapt their educational practices utilizing available resources
as reflective practitioners. To put standardized teacher policies into practice without considering the educational culture
and how teachers are regarded at the local level would mistakenly encourage them to only follow the described standard
without thinking deeply about its implications. This would thus result in the erosion of their knowledge and motivation
for improving their teaching practices through utilizing resources in their schools, as those practices will not necessarily
be evaluated in the terms of the described standards.

In summary, while global standards should be respected to some extent, teacher policies must be flexible enough to
pave the way for teachers to employ their thoughts and ideas in teaching practices with consideration regarding
educational cultures and how teachers themselves were educated. Therefore, there is a need to engage in strategies to
clarify how teachers can be developed as continuous learners and what should be done for teachers to fully exert their

skills in a school context while meeting the global standard of teacher policies.
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Figure 3: Conceptual framework of the reflective practitioner
Source: Author based on Schon (1987)

3.2. Future research themes and perspectives

The previous section examined the main themes of previous research regarding teacher education in the African context.
Overall, in the future, countries in SSA need to make teacher policies suitable for their own cultural and social contexts.
To do so, the question of “What kind of teachers are needed in the African cultural and social context?” needs to be asked
repeatedly. In this section, three future research themes are proposed: aid agencies approach, human-centered research,

and teacher mobility.

3.2.1. Aid agency approaches

Thus far, several aid agencies have focused on short-term projects which emphasize accountability to develop teacher
policies. Because of the inclination towards accountability, agencies are likely to depend on measurable indicators and
adopt projects with those indicators. Learning outcomes of students have been adopted as prime indicators in many teacher
education projects since they are the easiest way to prove the success of those projects. As discussed in the previous
section, it is possible to say this tendency is compatible with international standardized teacher policies.

However, aid agencies have underestimated the importance of educational cultures and how teachers are regarded at a
local level. Particularly, as discussed above, agencies should recognize that teachers need to face changing situations in
the process of reflecting on their own practices. Figure 4 describes these two different approaches and strategies by
considering teacher characteristics and comparing major aid agencies.

The center and the bottom sections of the diagram show the common domains in which aid agencies engage with their
projects (i.e. continuous professional development for teachers, teacher standards, teacher training, financial assistance to
teaching materials, and classroom maintenance). The projects are divided into two perspectives: teachers as an entity are
“good” or “bad” by nature. Teachers regarded as the former are willing to develop their teaching skills intrinsically,
whereas the latter are innately lazy at developing their skills. JICA and UNESCO would be classified into the former
perspective group whereas the World Bank, DfID and USAID would fall in the latter by their characteristic approaches.
The former group might also be called “the Oriental idea” with the latter being “the Western (Occidental) idea”.
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Teachers born good Teachers born bad

(Oriental idea) e.g. JICA, UNESCO (Western idea) e.g. World Bank, DfID, USAID
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(Professional development as an educator is a Pr Ofe ssi on al (Carrot & stick / Accountability)

pleasure and the motivation for their work)
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Teacher
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Entire system

(including low-cost private schools)

Teacher training, financial assistance to teaching materials & classroom
maintenance

Figure 4: Approaches and strategies to teacher policy by premise regarding teachers
Source: Author based on Okitsu (2019)

The difference between the two approaches is seen where the emphasis is put within their projects. Aid agencies that
stand on the “born-bad” side adopt approaches by which they intervene with a focus on the extrinsic motivation of teachers.
Therefore, those approaches are compatible with the concept of accountability and the “carrot and stick” approach with
the underlying premise of teachers as human capital. Indeed, Ginsburg (2017) indicates that teachers are regarded as
human capital or human resources in USAID’s education strategy documents. Also, the outcomes of those projects are
likely to be measured by the learning outcomes of students and capacity development. It is also worth noting that the main
target of those projects is often the entire system in general, including low-cost private schools.

The approaches that stand on the “born-good” side value teachers’ intrinsic motivation. This means teachers find
pleasure in and are naturally motivated by their professional development process itself. As such, these approaches aim
to nurture and enhance teachers’ self-reflection and collegiality to further develop intrinsic motivation. Consequently,

these agencies mainly target public school systems.
With these two approaches, there is a need for research that takes both perspectives into consideration. Specifically,

approaches that employ teacher “born-good” perspectives, as opposed to teacher policies inclined towards accountability
and learning outcomes of students, are worth further development. As proposed in former sections, implications for
nurturing an educational culture at a local level would be enhanced by considering how teachers regard the teaching
profession, what they are motivated by, and how teachers can form solid relationships with their colleagues.

3.2.2. Human-centered research

The concept of teaching itself also needs to be reconsidered. However, in the context of educational development, the
perspective that sees teachers as “born bad” is spreading, especially in aid agency thinking in Europe. With that
perspective, teachers who are often absent, teachers who lack sufficient knowledge to teach, and teachers who are less
motivated are seen as “problems” in light of educational development. Thus, those “bad” teachers are regarded to be
extrinsically motivated and paid in accordance with their performance and attitudes towards the teaching profession.

In this situation, it has been suggested that it would be more efficient and cost-effective to replace all the teaching
professionals with technologies as seen in other fields. For instance, there is an argument that it would be the most
effective teaching practice for a teacher to be given an iPad and just read the contents in front of students. This idea has
been put in place in Kenyan schools. In extreme terms, an age where robots with artificial intelligence serve as teachers
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could come to pass in developing countries in SSA where “transmission” of knowledge remains the main style of teaching.
To reason why a teacher should be human, the question of “what kind of academic abilities are needed” and “how teachers
become capable of engaging with their educational practices as a reflective practitioner” must be further considered.

3.2.3. Teacher mobility

In developing countries in SSA, where a lack of quality teachers is a huge issue, teacher mobility also needs to be
considered to provide continuous professional development for teachers. Thus far, previous research in the field of teacher
attrition has confirmed the teaching profession’s role as a “stepping stone” for an individual’s career development despite
limited data. Research has also indicated that teachers leave their jobs because of HIV/AIDS or other illnesses. However,
in practice, the rate of attrition from HIV/AIDS, although high, has decreased gradually. Instead, attrition to other fields
has newly emerged as one of the main reasons for a lack of teachers, and whether a teacher leaves their job or not partly
depends on the opportunity for other employment (International Taskforce on Teachers for EFA, 2010). Attrition to other
jobs can also be influenced by teacher policies on deployment and school management, according to research that
considers the relationship between attrition and dissatisfaction with the teaching profession or motivation towards
teaching (Bennell & Akyeampong, 2007).

On the other hand, recently there has been emerging research regarding teacher career development with the premise
that the teaching profession is teachers’ final career goal, instead of being a stepping stone. One new phenomena is that
teachers are concentrating on working in urban rather than rural areas. With this context, international teacher mobility is
also worth noting. Recent research has found an impact of teachers crossing countries borders, supported by an ability to
communicate with others in English, with countries with more job opportunities and/or higher pay becoming more
attractive teaching environments. For instance, South Africa attracts teachers from other African countries to make up for
its domestic lack of teachers (De Villiers & Weda, 2017).

4. Conclusion

In conclusion, future research themes and perspectives need to be considered in terms of teacher roles and human
individuality to fully grasp the educational situation in Sub-Saharan African countries in the 21st century.

Future educational research needs not only the viewpoint of “top-down” policies such as global agendas to governments
and governments to schools and teachers but also “bottom-up” in order to understand the situation in which teachers
design their classes and improvise teaching materials with limited resources. Moreover, it is necessary to recognize the
local educational and occupational cultures of teachers as “aspects that we can learn from” instead of as “variables” that

hinder the positive effects of teacher policies to generate implications for new policies.
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Abstract

The term ‘competency’ has attracted attention due to the progress of globalisation in the 21st century and the qualitative changes
in society, such as the emergence of a knowledge-based society. In recent years, competency-based educational reforms have
spread globally. This study focuses on African countries and discusses the challenges in developing and implementing a
competency-based curriculum to propagate the role of curriculum studies. Firstly, we reviewed the Organization for Economic
Co-operation and Development’s (OECD) definition and selection of competencies (DeSeCo) project and the skills proposed by
an international research project known as Assessment and Teaching of 21st Century Skills (ATC21s), which underline
competency-based educational reform throughout the world. Secondly, we discussed the key competencies defined by the East
African Community as an example of competency-based curriculum reforms in African countries. Following this, their
characteristics were clarified by comparing them with competencies prescribed by major countries and international organisations.
We found that the competencies stipulated by all the countries and organisations including African countries, are very similar,
and they can be divided roughly into three categories: basic literacy and numeracy, higher-order cognitive skills, and social skills.
Thirdly, we examined practical challenges in the spread of competency-based educational reforms in African countries using
Lersch’s learning model. Finally, we proposed three curriculum research issues in African countries to solve those problems: (1)
curriculum for the acquisition of basic literacy and numeracy, (2) local competencies applying specifically to African countries,
and (3) comparative analysis of competencies in African countries.

Keywords: competency-based curriculum, local competencies, curriculum reform, basic numeracy and literacy

1. Introduction

The term ‘competency’ has attracted attention due to the progress of globalisation in the 21st century and the qualitative
changes in society, such as the emergence of a knowledge-based society. In recent years, our world has changed so rapidly,
and it is difficult for even experts to predict what will happen in the near future. Therefore, individuals can use their
knowledge to share their wisdom and work together to solve problems creatively to survive in a society.

In particular, this concept is being discussed throughout the world since it was advocated for in the Organization for
Economic Cooperation and Development’s (OECD) definition and selection of competencies (DeSeCo) project (Rychen
& Salganic, 2003). In a society organised along the lines described above, one is not only required to gain knowledge
defined by ‘what one knows’ but also to develop skills of ‘what one can do’ with that knowledge; hence, one is required
to apply said knowledge and skills in real life and help to solve society’s problems. The idea of each individual learning
in an idiosyncratic manner, acquiring information, synchronizing knowledge, and spawning new ideas and knowledge in
an educational system is becoming an integrated goal (Collins & Halverson, 2009). To this end, the OECD DeSeCo
project has merged these key competencies together and has had a major impact on the discussion of educational reform
around the globe.

This trend is not limited to developed countries; it also applies to developing ones. In recent years, the United Nations
Educational, Scientific and Cultural Organization (UNESCO) and the International Bureau of Education (IBE) have held
workshops related to competency-based curriculum development in all African countries, and many of these nations
administer competency-based curricula (UNESCO & IBE, 2013, 2015). Furthermore, L’Organisation Internationale de
la Francophonie has provided financial assistance to 23 Francophone African nations, along with other types of support
related to competency-based curriculum development (Bernard, Nkengne, & Robert, 2007; Roegiers, 2008). In addition,
the East African Community (EAC) Common Curriculum Framework proposed by the EAC in 2013 as a regional
framework in Africa has stressed the importance of competency-based curricula and suggested key competencies common
to the EAC in primary education. The introduction of these curricula has also been actively discussed and promoted in
nations aligned with the EAC.

With the rapid globalisations seen in recent years, most countries worldwide are becoming knowledge-based societies,
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and this wave is moving toward African countries as well. However, factors such as children, teachers, schools, families,
and societies vary across countries and regions; hence the issues and challenges facing competency-based educational
reforms are not uniform across the globe.

In this article, we will focus on African countries, and we will discuss the problems they face in developing and
implementing a competency-based curriculum to propagate the role of curriculum research. First, we will take a brief
look at the global trends of thoughts related to competency-based curricula. Secondly, we will consider the challenges of
developing and implementing a competency-based curriculum in African countries. We will take the EAC as an example.
To conclude, we will propose the role of future curriculum studies in African countries and the challenges they face based

on these considerations.

2. Global trends of thought in relation to competency-based curriculum reform

There are two major trends with respect to competency-based curriculum reforms: key competencies identified by the
OECD’s DeSeCo project and the skills proposed by an international research project known as Assessment and Teaching
of 21st Century Skills (ATC21s). In this section, we will first examine the two competencies identified by major global
organisations. In the next section, we will analyse and discuss key competencies identified by the EAC and other African

countries.

2.1. Key competencies identified by the DeSeCo project

The DeSeCo project released a final report in 2003, defining the following key competencies: (1) the ability to use
socio-cultural and technological tools interactively, (2) the ability to manage interpersonal relationships in heterogeneous
social groups, and (3) the ability to act autonomously (OECD, 2005). The project also identified reflectiveness as the
heart of the key competencies. Reflectiveness refers to the act of taking responsibility for one’s own actions while
positioning one’s self at a certain distance from society and making a multidimensional judgment given different
perspectives (Matsuo, 2016). It is believed that these competencies can be positioned in a three-dimensional coordinate
and should be developed interactively with the other key competencies (Matsushita, 2010). Moreover, the competencies
required to achieve personal goals for individuals have become complicated and are beyond the mastery of narrowly
defined skills (Rychen & Salganik, 2003). Also, these three key competencies are mutually connected and are focused on
considering how acquired knowledge and skills can be utilised in the real world and put into practice. As stated in one of
the definitions, these competencies are not unidirectional, using socio-cultural and technological tools interactively. This
means they are used by communicating with others and, therefore, contain cognitive and non-cognitive elements
(emotional and social elements).

These competencies identified by OECD have been evaluated to include agreements from many countries’ diverse
perspectives, although they centrally involve major economic powers due to the nature of the OECD (Tatsuta, 2007). This
means that from an economic perspective, individuals are expected to acquire core skills in the global capitalistic society,
including productivity, market competitiveness, and suitable labour power. On the other hand, from the societal
perspective, we can see that emphasis is placed on understanding public policy, democratic process and participation,
social connectedness and justice, reinforcement of human rights, and autonomy in response to global inequality and
personal alienation. Thus, these concepts have been defined as essential tools for every individual to acquire the ability
to respond to essential and complicated demands and challenges and attain overall success. In other words, these can be
described as global competencies applicable to both developed countries and all other regions around the world, including

African countries.

2.2. 21st-century skills as defined in the ATC21s

21st-century skills refer to the skills required to survive in the 21st century, which is an era of digitalisation, as defined
by the ATC21s. The ATC21s is a project undertaken by three major companies—Intel, Cisco Systems, and Microsoft—
and several countries, including Australia, Finland, Portugal, Singapore, the United Kingdom, and the United States
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(ATC21s, 2010). The research group devoted its effort to analyzing the role of standards and assessments in promoting
learning, taking into consideration the use of technology in transforming assessment systems and education. The project
stipulates that individuals mainly need to acquire four types of skills, shown in Table 1, to enhance their problem-solving
and communication abilities. Miyake, who attended the development conference of the ATC21s, described these as in-
demand skills across the globe, regardless of country or region, and called for schools to transform education based on
these skills (Shirouzu, Miyake, & Masukawa, 2014). The basis for these skills is that we live in an age of uncertainty
where unexpected problems arise one after another. There are many instances where opinions that we took for granted
become obsolete. In such cases, we immediately have to respond with a new approach. Therefore, in this age of uncertainty,
it is important to acquire enduring knowledge that can be used when needed, rather than temporary knowledge that is
easily forgotten. These skills have been adopted in educational curricula in many countries worldwide.

Table 1. 21%-century skills stipulated by ATC21s
Skill Content

Ways of thinking + Creativity and innovation
+ Critical thinking, problem-solving, and decision making
* Learning to learn, metacognition (knowledge about cognitive processes)

Ways of working + Communication
+ Collaboration (teamwork)

Tools for working * Information literacy

* Information and communication technology (ITC) literacy

Skills for living in the world | * Citizenship —local and global

* Life and career

* Personal and social responsibility, including cultural awareness and competence

Source: Binkley et al. (2012)

3. Competency-based curricula in African countries

As stated earlier, many African nations have changed their educational direction to develop competency-based curricula
through recent reforms. Whatever change it may be, at least it is called competency-based. The years and names of recent

curriculum revisions in African countries are summarised in Table 2.

Table 2. Recent curriculum reforms in Sub-Saharan African countries

Country Year Main Reforms
Angola 2005 | Outcome-based approach
Benin 2014 | Competency-based approach
Burundi 2004 | Objectives-driven pedagogy
Cameroon 2013 | Competency-based approach
DRC 2002 | Whole-person development
Ethiopia 2009 | Competency-based approach
Gabon 2013 Competency-based approach
Ghana 2014 | Life skills
Kenya 2016 Competency-based approach
Lesotho 2009 Curriculum and assessment policy
Madagascar 2008 Competency-based approach
Malawi 2017 | New secondary school curriculum
Mali 2011 Competency-based approach
Mauritania 2007 Competency-based approach
Mauritius 2007 Competency-based approach
Mozambique 2003 Competency-based approach
Namibia 2015 Revised curriculum for basic education
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Country Year Main Reforms
Nigeria 2011 Trade subjects
Rwanda 2012 Competence-based, entrepreneurship education
Senegal 2005 Competency-based approach
South Africa 2011 Outcome-based education
South Sudan 2018 Competency-based approach
Swaziland 2010 Competency-based approach
Tanzania 2005 Competency-based curriculum
Uganda 2006 | Thematic curriculum
Zambia 2013 Outcome-based curriculum
Zimbabwe 2006 | Two-pathway education

Source: Based on Fleisch et al.. (2019, p.8)

Here, we will take up an example of the common curriculum framework proposed by the EAC in 2013 as a regional
effort in Africa (Table 3). The ECA has a common vision in school education for the smooth transfer of education,
economy, labour, and services among member countries. Based on this vision within school education and the idea of
social capital as something desirable, a common curriculum framework for primary school education was proposed (EAC,
2014). The framework indicates seven key competencies: 1) communication, 2) mathematical competencies, 3) personal
and social competencies, 4) learning to learn, 5) ICT, science, and technology skills, 6) creative and critical thinking, and
7) cultural considerations (EAC, 2014). The detailed descriptions of learning outcomes for each competency are shown
in Table 3. The report mentioned that these seven competencies are developed by examining the goals and aims of
education in society in five participating countries.

One of the characteristics of competencies defined by the community is a category called ‘cultural awareness’ described
as ‘the ability to appreciate own and other people’s customs and traditions.” Then, two learning outcomes are set, which
are ‘develop a sense of identity and respect own culture’ and ‘appreciate, respect, and be tolerant of other people’s culture.’
(EAC 2014, p38). A competency focused so much on cultural awareness does not exist in other countries or international
organisations shown in the next section. Therefore, it is a unique perspective, which exists only in the ECA. There are
several possible reasons why cultural awareness was set as a competency. African countries are diverse, comprising many
ethnic groups. Therefore, it is extremely important for each citizen to be culturally aware and respect the culture of their
own country and ethnic group, as well as those of others. In addition, the acquisition of cultural awareness is one of the
educational goals of all five countries in the ECA. Therefore, it is possible to make it common recognition as the ECA by
setting ‘cultural awareness’ as a key competency. This point of view closely relates to the challenges of competency-
based curricula in African countries and the roles of curriculum studies explained in Sections 5 and 6.

Another characteristic is the competency ‘creative and critical thinking.” This includes terms like critical, courage,
communication, creativity, and entrepreneurship. Although these competencies are essential for living in any society, one
may argue that they are even more critical in African nations because of their greater diversity and more complicated
social structures.

The descriptions under the ‘communication’ and ‘learning to learn’ competency categories, as defined by the ECA, are
similar to the descriptions under the three key competencies proposed by the OECD’s DeSeCo project. This implies that
non-cognitive abilities needed to carry out adequate and effective communication are also needed in diverse social and
cultural groups in the ECA. The category ‘learning to learn’ has been defined as one of the key competencies, and this
indicates that meta-learning has been identified as an important competency. A learning outcome connected to this
competency is ‘to develop the desire and interest for lifelong learning and personal growth,” which highlights the
importance of acquiring autonomous thinking with a view to improving one’s learning ability as each individual
undertakes lifelong learning.
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Table 3. Competencies in the common curriculum framework for East African communities

Key Learning Outcomes
Competencies

Communication - Communication means the ability to express and interpret concepts, thoughts, feelings,
facts, and opinions in both oral and written language (listening, speaking, reading, and
writing).

- Focus on improving the learner’s understanding of the language demands in the required
learning areas.
Mathematical - Develop and apply mathematical thinking in order to solve a range of problems in
Competence everyday situations.

- Demonstrate an understanding of quantitative and logical aspects in different fields.

Personal and
Social
Competence

- Cover personal, interpersonal, and intercultural competence and all forms of behavior
that enable individuals to participate effectively and constructively in social and
working life, particularly in increasingly diverse societies, and to resolve conflict
where necessary.

- Psychosocial competencies that are commonly taught through life-skills education
should be emphasized here.

Learning to Learn

Learning to learn is the ability to pursue and persist in learning and organize one’s own
learning, including effective management of time and information, both individually and
in groups.

ICT, Scientific,
and
Technological
Competencies

ICT, scientific, and technological competencies entail a confident, efficient, and effective
use of science and technology to access, assess, produce, store, present, and exchange
information and communicate and participate in collaborative networks.

Creative and

These are integral to activities that require a learner to think broadly and use skills,

Critical Thinking | behaviours and dispositions. They are fundamental in enabling a learner to become an
independent thinker. They involve logical reasoning, resourcefulness, imagination,
interpretation, analysis, explanation, and sequencing in all learning areas.

Cultural Cultural awareness entails empowering learners to appreciate their own and other

Awareness people’s customs and traditions. The learner should appreciate and be tolerant of the

similarities and differences in the various cultures.

Source: EAC (2014)

4. Commonalities and differences of competency

The definitions of competency by the three aforementioned organisations and several countries are shown in Table 4.
Based on recent worldwide competency-based educational reforms, competency can be divided roughly into three
segments: basic literacy, which deals with language, numbers, and information; higher-order cognitive skills, which
centers on thinking and learning skills; and social skills, which are associated with the relationship with society and others,
as well as autonomy in those relationships (NIER, 2016). Content categorised in ‘basic literacy’consists mainly of skills
that are acquired in the study of mathematics and ICT and the utilisation of information. ‘Higher-order cognitive skills’
include problem-solving abilities and critical thinking skills. Moreover, the ECA, Australia, and the United States define
metacognitive skills as ‘learning to learn’ and as a discrete layer of competency. In terms of those two competencies,

basic literacy, and higher-order cognitive skills, the classifications are quite similar for all organisations and countries.
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That is, these competencies can be regarded as global competencies required to live a better life in the current or future

society. The global characteristics in these competencies represent the common features found by abstracting a rough

framework from the concrete lives of citizens in the capitalist society as generic skills and attitudes. However, they should

be dependent on the context of societal and cultural differences among countries and regions, but they are ignored.

Even when social skills are dealt with, all countries and institutions use similar terms to represent global competencies.

However, the sociality within social skills must be largely dependent on the social, cultural, and historical influences of

each country and region. It is obvious that concepts such as collaboration and communication related to culture differ

according to countries and regions and largely depend on local characteristics. They are deeply connected to school

traditions, local customs, school culture fostered by locals, and the classroom culture formed by teachers and students. In

other words, competencies classified into social skills are rooted in the society and culture of the country or region, and

hence, can be seen to have strong local characteristics. The local nature of competencies will be discussed later in this

article.

Table 4. Competencies stipulated in major organisations, countries, and regions

resolving conflicts

DeSeCo EU Australia USA ECA
Using tools interactively | - Communication in the | - Literacy - Information - Mathematical
§ - Use language, mother tongue - Numeracy literacy competence
3 symbols, and texts - Communication in -ICT and - ICT literacy - ICT, science, and
§ interactively foreign languages technology technology
= - Use knowledge and - Mathematical competence
% information competence and basic
g interactively competencies in
3 - Use technology science and
'§ interactively technology
M - Digital competence
Reflectiveness Learning to learn Critical and - Creation and - Critical and
° - Metacognitive skills creative thinking innovation creative thinking
}E (thinking about - Critical thinking - Learning how to
§° thinking) and problem- learn
% - Creative abilities and solving
f:@ E taking a critical stance - Learning to learn
T @A - Collaboration
Acting Autonomously - Sense of'initiative and | - Ethical behavior | - Career and life - Personal and
- Acting within the big entrepreneurship - Personal and - Personal and social | social skills
picture - Social and civic social skills responsibility - Recognition of
- Forming and competencies - Intercultural - Citizenship your own and other
conducting life plans - Cultural awareness understanding - Communication people’s culture
- Defending and and expression - Communication
asserting rights,
interests, limits, and
needs
- Interacting in
heterogeneous groups
- Relating well to others
é - Co-operating and
x working in teams
'§ - Managing and
%)

Source: Updated NIER (2013) by author
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4.1. Challenges in competency-based curriculum reform in African countries: risk of underestimating
basic knowledge and skills

Lersch (2010) interpreted competency as a unification of knowledge and ability and emphasised on the importance of
acquisition and application of knowledge for the development of generic competencies. He also took into consideration
the development of generic competencies in terms of ‘transfer of learning’ and represented it as an area bound by two
arrows: the vertical arrow representing knowledge as ‘vertical learning transfer’ and the horizontal arrow representing
ability as ‘horizontal learning transfer’ (Figure 1). Therefore, generic competencies are the combination of those two
arrows, which means their application is beyond the limitation of school subjects and situations. A focus of this article is
that although generic competencies can be beyond the school situation and utilized globally, there are competencies that
specifically apply or are necessary to each country or region.

To interpret this in light of the significance of knowledge, if a person has not acquired sufficient knowledge (vertical
learning), there is limited room for improving the ability to apply them (horizontal ability). As a consequence, the
individual cannot be expected to develop generic competencies. This means that developing generic competencies
presupposes the existence of underlying generic abilities, such as basic knowledge and skills. As a concrete example,
many countries and institutions consider information literacy as basic literacy and critical thinking skills as higher-order
cognitive skills. When a person needs to critically analyse graphical information, if she or he has not already acquired
basic literacy, such as the skills to read a graph and understand the information, she or he will neither be able to understand
the content of the graph nor critically interpret that information. When quantitative expansion and shift to generic
competencies occur, there is a risk of underestimating the importance of acquiring basic knowledge and skills. This would
be because of the focus on the superficial meaning of ‘competency-based’ education in spite of insufficient mastery of
basic knowledge and skills. In addition, if the teachers are not sufficiently skilled, they may interpret generic skills in their
own ways. The lessons would be in danger of lapsing into simply activity-based learning.

Though this is not applicable only in African countries, recent overemphasis on the term ‘competency-based’ may
direct people’s attention to developing the ability to survive in the existing international competition and on education to
develop a workforce. It forces people to pursue education for social adaptation from an early age. However, to interpret
this in association with Lersch’s model, it is difficult for a person to acquire the ability to apply and use knowledge and

skills in society unless she or he has already acquired profound basic knowledge and skills.
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Horizontal learning transfer (To do something

Application

Figure 1. Acquisition of competency
Source: Lersch (2010)

4.2. Dilution of the viewpoint of locality in the notion of competency

So far, we have analysed the notion of competency from the global perspective, but the development of these
competencies takes place in schools that exist in local spaces across a country. Furthermore, students’ daily lives also take
place in local contexts. This means that global competencies must be realized in a local environment, that is, in a specific
country or region. If the emphasis is laid only on the global nature of the term ‘global competencies’, and the attempt is
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to foster these competencies not considering their local contexts, they may be able to attain only global competencies
without satisfying the local needs.

In addition, there are many ethnic groups in Africa that have their own traditional society and culture. To live in such a
society and maintain or take the tradition forward, there might be local competencies applicable only to the individual
society. To ensure that these competencies are developed, it is vital to understand global competencies explained in
previous sections from a local perspective and to purposely include them in education. In other words, it is essential to
consider the relationship between globality and locality in competencies and to interpret global competencies from a local
perspective and include them in school education. Some concrete examples to illustrate this point follow. As shown in
Table 4, the category ‘social skills’ contain ‘cultural awareness’ and ‘cross-cultural understanding’. It points to the ability
to understand and know other cultures. The question is, how can we understand and know other cultures? The first step
is to understand our own culture. The ability to understand and respect other cultures stems from respect and
understanding of one’s own culture. At the same time, it might also be possible that an understanding of other cultures
would lead to a deeper understanding of our own culture. Furthermore, many institutions and countries identified
‘problem-solving skills’ as a kind of social skill, implying that the ability to solve global problems can be applied to local
problems and vice versa. For example, when considering how to solve climate change, which is a global-scale issue,
students should think about what they can do in their local context, such as reducing the amount of firewood for cooking,
reducing waste, and so on. As the neologism ‘glocal’ implies, we are living in an age where social connections with other
communities are indispensable. Under the name of global competency, competencies that have a global perspective have
been sometimes over-emphasized. However, it is necessary to also be aware of a person’s locality to gain a deep

understanding of competencies from a global perspective.

5. Conclusion: roles and challenges of curriculum studies in African countries

To conclude, I would like to present three possible research issues for future curriculum studies in African countries:
(1) curriculum for the acquisition of basic literacy and numeracy, (2) local competencies, specifically in African countries,
and (3) comparative analysis of competencies within African countries. (1) and (2) are related to contents of curricula,
and they relate directly to the discussion in this article. (3) is an issue related to methodology of curriculum analysis; it is

important to compare with not only developed countries but also neighbouring countries when finding the characteristics.

5.1. Curriculum for the acquisition of basic literacy and numeracy

The quality of education in African countries continues to be a top priority. Here it means that children have to gain
basic literacy and numeracy during the early stages of primary education for development at a later stage. Therefore,
further theoretical and practical research is needed to develop a curriculum that ensures this need. Strategies for promoting
basic literacy and numeracy acquisition that are different from those of developed countries will be needed. It is imperative
to conduct research from both theoretical and practical perspectives to design a curriculum that ensures children acquire
basic literacy and numeracy in African countries. In this sense, surprisingly, we do not have much evidence of African

children’s learning conditions.

5.2. Local competencies applying specifically to African countries

As stated in the ‘Dilution of the viewpoint of locality in the notion of competencies’, it is necessary to interpret global
competencies from a local perspective and ensure that it is included in school education. To address this, we again
emphasize the importance of research.

The first aspect includes how global competencies defined by each institution and country can be realized in local
communities in Africa. Each institution or country has defined global competencies as the abilities needed to live a better
life in the 21st century. However, these are implemented through schools that exist in each individual region and country.
Empirical research is required to capture global competencies from a local perspective and to develop and execute a

curriculum tailored for each social environment.
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The second aspect emphasises the particular competencies that can be applied to local and communal spaces in African
countries. For example, Gerdes (1986) proposed to critically discuss the instances in school education where mathematics
is taught in isolation from mathematical activities found in the life of each society. He developed an area of research
termed ‘Ethnomathematics’. In an era of globalisation that is rapidly transforming traditional cultures and societies rooted
firmly in African countries, are there any particular competencies required to survive in each community? If there are,
what are they? It is extremely important to consider them in today’s globalised society. This is because each society’s
particular competencies become indicators of the differences between traditional cultures and global practices. As a result,
we can reconstruct and inherit societies and cultures traditionally rooted in African countries without being swallowed up
by the wave of globalisation.

5.3. Comparative analysis of competencies within African countries

The last point is related to the methodology of knowing the global trends and characteristics of each culture and
developing a strategy for curriculum revision. In Section 2, we compared competencies as defined by international
institutions and countries and focused on the similarities and differences among them. It is important to discuss the
characteristics of different countries’ curricula by identifying the similarities and differences as a strategy for curriculum
development and revision. By analysing our own country’s curricula at the meta-level through comparison with other
countries’ and the reasons and backgrounds for the differences, we will understand the characteristics and problems of
our own country’s curricula. This will enable us to develop strategies for improvement. Many developing countries try to
use the strategies identified by comparing their curricula with those of developed countries during curriculum reform.
However, the curricula in developed countries are based on extremely different environmental factors, including the
school environment and non-physical factors, such as the quality of teachers. These are very different compared to what
is seen in African countries; hence, it would not be feasible to straightforwardly apply the same strategies in the African
context. When comparing to developed countries’ curricula and referring the result, the focus and method of comparison
need to be refined considering the social and cultural differences. In addition, although it is not recommended that the
curricula of developed countries should be flatly rejected, a comparative analysis within African countries, especially
neighbouring countries with similar cultural traditions and those dealing with similar conditions with respect to education,

would provide beneficial suggestions for improving the current status of education.
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1. Internal efficiency of education

Attempts to answer questions about the future of education and education research in Africa can be a very intimidating
prospect, and even one of the most challenging exercises for any researcher, simply because the problem of education and
research in Africa is a complex one, requiring solutions at the global, regional, national level, and even more importantly,
at the local level, within the context of each African country. We would like to acknowledge the significant efforts made
by Dr. Miku Ogawa from Osaka University, Dr. Jun Kawaguchi from University of Tsukuba, and Mr. Satoshi Kusaka
from Hiroshima University, each of whom did commendable work in shedding light on the issues of education and
research in Africa with respect to education and the impact of various social changes within a global context, but also
concerning the continuous professional development of teachers and the role of curriculum studies in the spread of
competency-based educational reforms.

The questions that need to be asked are whether the root of the above-mentioned issues is the internal efficiency of
education and also what are the solutions to addressing them, in the context of sub-Saharan Africa (SSA). According to
UNESCO (2020), the internal efficiency of an education system is the optimal use of inputs (resources) in producing
outputs (graduates). Some of the key inputs that determine the rate of educational development in a country include
students, personnel, physical facilities, curriculum and finance. In this commentary we argue that, if educational systems
are more internally efficient, they will produce better results, their students will attain a minimum level of knowledge,
and most importantly, the students who pass through such systems will get good jobs and build better futures for them
and their families. This is unfortunately not the case in SSA, where, for example, despite significant investments in public
education, weak inputs such as poor facilities are still built, undertrained teachers are still employed, and inappropriate
curricula, teaching methodologies and instructional materials are still adopted. As a matter of fact, school systems have
become less flexible and responsive to change, and more resistant to improvements in quality. In light of the extremely
rapid expansion of education on the continent, without increased efficiency the possibility for quality improvement is
highly unlikely given the resource levels that are allocated to education. This indicates a need to understand the dynamics
of internal efficiency in determining youth employment, teacher education and curriculum development in SSA.

Generally, in order to measure internal efficiency in education, a researcher needs to employ cost-effectiveness analysis
on the cohort of students. Cost-effectiveness analysis refers to the consideration of decision alternatives in which both
their costs and consequences are systematically taken into account. It is a decision-oriented tool, in that it is designed to
ascertain which means of attaining a particular educational goal is the most efficient (Levin & McEwan, 2001). For
example, there are many alternative approaches available to pursue such goals as raising the levels of reading and
mathematics in a country. The cohort analysis on the other hand, simply tells the history of a particular level of education

to the time the group of students left the level.

1.1. Education and youth unemployment

As rightly pointed out by Dr. Miku Ogawa from Hiroshima University, the discussion on social changes now taking
place in Africa, and that discussion’s influence on both the model of education and unemployment among educated young
people, is timely. Considering the above, although access to education systems has expanded substantially in all SSA over
the past five decades, for those children enrolled, the existing primary, secondary, and tertiary education systems continue
to be plagued by low internal efficiency. This is particularly true given the fact that while the current generation of Africans
entering the workforce has more years of schooling than ever, it is also the generation with less relevant functional skills
for a productive life. To address this challenge, increased and consistent attention needs to be given to educational inputs

in SSA, since low internal efficiency causes poor acquisition of knowledge and skills, leading to poor quality of labor,
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and finally lowering employability. According to the World Bank (2014), half of the population in SSA is under 25 years
of age. Moreover, the World Bank also estimates that each year between 2015 and 2035, there will be half a million more
15-year-olds than the year before. By the same token, when populations in much of the world are rapidly ageing, the
African Development Bank (AfDB) claims that Africa is the continent with the youngest population, and is projected to
have over 840 million youth by 2050. Thus, as new generations of Africans enter school and graduate in greater numbers,
expectations of higher productivity and earnings must be matched with initiatives and efforts aimed at transforming
educational inputs on the continent, to ensure that these expectations, and the aspirations are to some degree fulfilled.
Without any such transformation, the rewards that young people can expect to reap in the labor market will surely fall as
more graduates enter the workforce (Edudzie,2019).

1.2. Education and teacher development

It is true, as aptly stated by Dr. Jun Kawaguchi from University of Tsukuba, that teachers’ education in SSA suffers
from several severe shortcomings, especially with regard to the new roles and competences of teachers, which in turn call
for continuous development of the teaching profession that fits education for the 21st century. If we return to the discussion
regarding internal efficiency in Education and the politics surrounding it, we would argue that, in the context of SSA,
improvements in the quality of education and learning are crucially dependent on the inputs of teachers, whose quality
has a significant relationship with the internal efficiency of education (Adeyemi & Adu, 2012).

In other words, a policy shift is needed to intensify efforts in teacher training and in-service support for teachers, to
help them acquire higher qualifications that would enhance the internal efficiency of education. To begin, much work
needs to be done to provide SSA teachers with professional development opportunities and the acquisition of information
society skills (Society 4.0) through lifelong learning. Lifelong learning means a diversified education system with literacy
as the keystone, adapted to the individual and available throughout the individual’s life span. The lifelong learning agenda
in SSA must encompass the whole spectrum of formal, non-formal, and informal learning from preschool to post-
retirement, combining foundational skills, social and cognitive skills, and the skills needed for specific jobs, occupations,
or sectors (Edudzie, 2019). The greatest benefits of lifelong learning, according to Laal (2012), can be summarized by the
following three categories: lifelong learning facilitating the ability to cope with a fast-changing world, the enabling of
higher pay by providing newer and better job opportunities, and the promotion of a more enriching and fulfilling life.

Moreover, in order to reap the full benefits of the above-mentioned teachers’ professional development through lifelong
learning skills, education systems in SSA need a shift to the use of a whiteboard instead of the usual papers and books. In
addition, the education systems in SSA should ensure that teachers are trained to utilize new forms of literacy and teaching
methods based on digital skills. It is argued that modern technological resources are a higher priority key to raising
standards than paper-based resources, and an important limitation in SSA is the lack of teachers’ confidence regarding
their own skills in using information tools, and their inability to incorporate these tools in teaching. Furthermore, to ensure
stronger linkages between teachers’ competence and internal efficiency through life-long learning, there also needs to be
a shift in the systems from lecture-based, theoretical, and passive learning, to experiential, immersive learning, including
interactive, participatory courses, seminars, and simulation games across all disciplines. To put it another way, a
competency-based education in which the position of a teacher changes from that of a lecturer to a learning coach and

mentor would be ideal, as this would provide learners with concrete and successful learning experiences.
1.3. Education and curriculum implementation

Finally, as Mr. Satoshi Kusaka from Hiroshima University said so well in his presentation, both developing and
implementing a curriculum in Africa remain Herculean tasks, especially in light of competency-based approaches.
Returning again to the discussion on internal efficiency in education, it can be argued that, in SSA, the curriculum
currently contributes to the low level of efficiency in the education system. This is attributable to the fact that the majority
of operating curricula on the continent are not relevant to the needs of the labor market. In addition, teachers, who are the
executors of a curriculum, are not usually involved in its design. This usually results in a disparity between the contents
of the curriculum and what is actually taught and applied (Senimetu, 2017).

On the basis of the above, it is therefore important to insist that, if the curriculum constitutes a set of skills and
knowledge that the students are expected to achieve by the end of a period, it is also an important input in the education

system in SSA because it is a measurable standard that keeps students and teachers accountable for their learning. To this
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end, the curriculum for education must reflect the needs of the individual and society as a whole in addition to staying
abreast of the fast-paced and continuously evolving world, and this is not currently the case in SSA.

What we see now in SSA is potentially catastrophic. For instance, despite new realities ranging from economic and
political globalization to technological shifts and demographic challenges, the curriculum content, some of which dates
back to the colonial past, as well as the structure and delivery methodology of the educational system, have not changed
in nearly half a century. Even after the main curriculum reforms in the early 2000s, no practical change has been observed.
Consequently, many students have developed what Edgar Morin calls “ignorant knowledge” because of the type of
curriculum used. One must also consider the fact that Africa is a multilingual and multicultural society where languages
overlap and collide. In the example of the Democratic Republic of Congo (DRC), over 250 local languages are spoken,
of which only four, along with French, are nationally used in the education curriculum as languages of instruction. Even
so, in SSA, the inadequacy of a formal curriculum implies that from early grades, children are often taught in languages
which are neither their first nor their mother tongue. This may have a considerable impact on school performance at all
levels of the system and seriously affect the internal efficiency of education.

2. Expectations for our engagement in future education research in Africa

Based on the principle that any research should be conducted only to address an issue, as the case may be, the major
concerns in SSA are still about access and quality in its education system. Despite the expansion of education systems in
the region, the World Bank (2015) estimates that around 89 million youth, aged 12-24 years, are out of school. This is
nearly half of all the youth on the continent. In addition to this, over 10 million children drop out of primary school every
year. The World Bank also predicts that, in the next decade, an estimated 40 million more youth are expected to drop out
and face an uncertain future due to inadequate skills. At the same time, even those who are fortunate enough to complete
primary and secondary education often leave with literacy and numeracy skills far below expected levels. At this rate, it
seems increasingly unlikely that Africa will achieve SDG 4.1 either now or before the end of the century. Goal 4.1 of the
SDGs, states that by 2030, all girls and boys should complete free, equitable, and quality primary and secondary education
leading to relevant and effective learning outcomes.

While there are well-documented access and quality factors in SSA schools that negatively affect the learning of
children and youth in the region, efforts to address these factors, especially for out-of-school children and youth, are not
always cross-sectoral, integrated, systemwide, or driven by leadership at the highest levels. For future education research
in Africa, I expect our association (JSAER) to engage in research studies that show how educational inputs such as the
quality of educational management, school curricula, teacher education, and methods of delivering education, impact the

learning outcomes of children and youth, and how these issues are linked to challenges of future employment in the region.
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On 11th October 2019, during the 24™ Japan Society for Africa Educational Research (JSAER) conference, Dr Miku
Ogawa, Dr Jun Kawaguchi and Mr Satoshi Kusaka shared their ideas on what the future of education and research in
Africa should be focusing on for the socio-economic development of African countries. The three presenters suggested
that research should focus on areas that could assist in: creating educational opportunities suitable for the changes in the
society (Ogawa); developing teacher professional development policy for improving the teacher education (Kawaguchi);
and developing relevant (local) curriculum for the acquisition of basic literacy and numeracy (Kusaka). The three areas
seem to be pointing towards policy and curriculum development, the first step to policy and curriculum implementation.
There is a saying that “every journey begins with the first step”. This means that if policy and curriculum development is
effective, then policy and curriculum implementation follow suit. It is however evidenced through research studies and
reports that policy and curriculum implementation in Africa face a lot of challenges. Most of them are believed to have
been rooted in its developmental stage. Lack of ownership of policy and curriculum among implementers is one of them.
This paper seeks to share evidence of what is missing at the developmental stage that causes this challenge. That will give
a stand as to whether future research should specifically consider such areas or not. Besides, knowing areas of research is
not enough, it is also crucial to take ownership of doing research which can bring forth the anticipated results of the
suggested areas of future research into reality. This paper also seeks to share the current stand of ownership in research
across some African countries and how JSAER can assist to establish the desirable ownership for the concerned
stakeholders.

Boughton & Mourmouras (2002) in International Monetary Fund (IMF) Working Paper defined ownership as “a willing
assumption of responsibility of policies by officials in a borrowing country who have the responsibility to formulate and
carry out those policies, based on an understanding that the program is achievable and is in the country’s interest”. On
the other hand, Molund (2000) defined ownership as the right to use, control, and transfer. Ownership is one of the
strategies stipulated in the Paris Declaration required for supporting developing countries for effective use of aids to
sustaining the countries’ development. This must begin at the development stage and relies on taking a balanced direct
control and responsibility of the project from designing until the implementation period to sustain the progress of the
project between the host and the intended beneficiaries. Unfortunately, a study by Kamai (2016) describes ownership in
sub-Saharan Africa as a serious paradox. The study further describes that there is weak African ownership which is often
quoted as a major disappointment in development and aids results. Similarly, ownership through allowing participation
of all stakeholders as stipulated in education Ministries of various countries for effective implementation of policies and
curricula is at stake. Evidence from some research studies and reports indicates lack of ownership in policy and curriculum
implementation among implementers such as teachers and parents, especially in Sub-Saharan African countries. For
example, in the case of Malawi, in 2001 Kadzamira & Rose found disjuncture and dilemmas in implementing the Free
Primary Education because policy process was rushed and did not include wide spread consultation of local stakeholders
(teachers and parents) who are also implementers. Worse enough, this policy resulted in some challenges still existing to
date such as high teacher-pupil ratio, large classes, shortage of teachers, just to mention a few. Kadzamira and Rose’s
evaluation might have helped in recognizing the inclusion of teachers and parents in policy making. Despite the education
policy indicating advocacy of participatory approach, Nampota (2012) still noted lack of ownership of policy among
parents in Malawi due to poor participation in policy formulation. Nampota observed that parents are only informed of
policy implementation during school management meetings. In Kenya also, Omwancha (2012) noted lack of ownership
among the community on raising awareness for the re-entry policy of girls who drop out of school. This advocating policy
was observed to not have increased the number of girls in secondary schools. The assumption drawn from this incidence
was that the community might not have taken part in the policy formulation. Similarly, in Nigeria, a study of Ajulor (2018)
noted the unsuccessfulness of policies due to neglecting the participation of the target beneficiaries and that resulted in
sabotage and disowning the implementation of such policies. In the same way, UNESCO IICBA (2016) documented lack
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of ownership among rural, remote and peri-urban teachers in implementing the teaching policies for quality teaching and
learning in Africa.

In terms of curriculum, a study by Hidiwakusha (2018) also found poor participation of primary school teachers in
the national curriculum development process in Namibia. The study found 70 % of primary school teachers could not
participate in the curriculum development process. It is likely that most primary school teachers in Namibia fail to take
responsibility of policies. From the brief analysis of the literature review above, lack of participation at the policy
formulation stage seems to be a common cause to lack of ownership of policy and curriculum among implementers.
UNESCO noted that lack of teachers’ participation especially in national curriculum development, has resulted in
excluding familiar issues from classroom experiences that teachers can easily handle. Since policymakers in the ministries
have little or no experience on the reality of school contexts, they fail to connect the real conditions and policy-making
while inputting unrealistic views leading to lack of alignment between curriculum systems which also affects the
ownership of the curriculum, and thus remains a fundamental weakness in teacher policy formulation in SSA.

Roach, Bradley, & Alexander (2008) defined alignment of curriculum as the extent to which curriculum learning
objectives and assessment relate to guiding educators’ efforts to facilitate students’ progress towards the expected students’
outcomes. Mhlolo & Venkat (2009) described alignment of curriculum as a genesis of quality in any educational system.
Earlier on, in South Africa, Mhlolo & Venkata (2013) found that the higher-order thinking skills (HOTS), problem-solving
skills, and critical thinking are not tested as consistently stipulated in the curriculum. The study perceived that lack of
alignment on HOTS endangered the teaching and learning of such skills in the mathematics classrooms. Recently, Matachi
& Kosaka (2017) also noted an exclusion of HOTS in the national assessments, despite the advocacy of developing the
same skills in the secondary school mathematics and science curriculum of some developing African countries. Matachi
and Kosaka later concluded that the weak alignment between the two-sectors of the curriculum is one reason for teachers’
reluctance in using the learner-centred approaches and hence insufficient development of HOTS among students. Based
on the above literature, the weak alignment of curriculum among policy, instructional practices and assessment seem to
be a hindrance to quality teaching and learning process despite the provision of teacher professional development.

Having clarified some specific areas for future research, it is necessary to understand the extent of research development
in Africa. Research studies have reviewed that there is lack of ownership in African at all levels, and that negatively affects
the improvement of quality education. Previous studies revealed some clear signs of lack of ownership in improving
research at the national level; on the governments and policymakers’ part. Ngongalah, Emerson, & Musisi (2018) and
Kumwenda et al. (2017) found that government and policymakers in African countries lack interest or motivation and
uptake of research. Kumwenda et al. (2016) further found that lack of interest by the government and policy is due to
research results, especially for young researchers, that cannot directly influence policy, and this discourages most young
people to consider research as a key to development. This may be a reason why the African governments allocate
insufficient funds in research. For example, Kumwenda et al. (2016) cited that in 2011, when worldwide expenditure on
research was 1.77% of the total global gross domestic product; Kenya spent 0.1% of its GDP; and South Africa spent
0.76% of its GDP on research. Insufficient funds result in poor sustenance of research in institutions. The study noted that
due to the lack of research funds, skilled African researchers eligible for promoting quality research and motivating novice
researchers emigrate overseas in search of better opportunities other than research. As such, novice researchers lack
mentorship and end up lacking interest in research. This leaves behind a gap that cannot be easily covered up unless the
government takes up ownership in research.

Recommendations made by Ngongalah, Emerson, & Musisi (2018) and Kumwenda et al. (2016) were that the
government should start showing interest and increase funding for research to keep both novice and skilled researchers
within their career which may not happen in a fortnight. They also recommended collaborations between experienced and
novice researchers which almost half of the respondents (44.8 %) indicated could help research production and output in
Africa. The latter idea if possible should be a complement of the suggestion made during the 22nd JSAER held at Fukui
University. JSAER can stand to be the best platform to enhance this collaboration and that will enlighten and motivate
the African researchers ‘less experienced in research’ to own research as the key solution to education problems. Therefore,
the author stresses the need for JSAER particularly from the Japanese side ‘more experienced in research’ to deepen the
collaboration with African researchers to promote research that can be accepted by the government and policymakers.
Thus, it will motivate the government(s) to increase funding for research.

In order to strengthen this collaboration, an appeal to African researchers who are members of JSAER is not to take
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this opportunity for granted. It is required for African researchers to take a lead in research and possibly develop the self-
driven zeal that will help them easily focus on the areas highlighted by the three presenters. In doing this, Malawi and
other developing African countries will potentially improve the education system for socio-economic development.

Finally, it is observed that lack of participation of the relevant stakeholders and weak alignment of policies and curricula
leads to lack of ownership among the implementers hence failure to achieve the anticipated objectives. It may be a good
idea to extend the future research to finding appropriate solutions to improving participation of all stakeholders,
particularly teachers and parents, and curriculum alignment between instruction and assessment in order to boost the
persistent lack of ownership of policy, curriculum and research. Focusing on these specific areas may help to develop
relevant teacher professional education policy, contextual curriculum and relevant skills for surviving in the 21% century
as suggested earlier by Kawaguchi, Kusaka and Ogawa, respectively. Thus, it may improve the quality of education for
the socio-economic development of African countries.
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BFEIHEL Y b)) THHILEIT, FEEMRICET 2 rReMERm £ 2 LT 5,

IO HEATIIIE A U, AEORBITREM CEME) TSN D —F . TOIEHORKERN T2
ILDIIERDORY AbHT-Shote, YATYT 4 v LEa—%R A7 bDIEE D, FATHEDOER
IZZ LWz HE DI O AD NN RO 2 WSt S 252500 5K T 51T ETHD (Petrosino
etal.2012), i& RE SetEZ MH¥ | BURZB B IHERIK, OV TIZEE B OFEIT AD LR FITDON T,
FREER O LEENFER ST 5 (Naylor & Sayed 2014) ,

2. AREDER. MRRMEHE

TR AT, %\.E@Mggfﬁ%ﬂlfﬁﬁ@w‘5@%H§ﬁ§ﬁﬂ§@ﬁ%‘ﬁ (Akyeampong etal. 2013) A3FEHF S 41,
I HERR - KR - (28R < 2 (Glick & Sahn2010) % & 2 A, (K218 O R H AN /e BB 1t
@%%%50L#L\Lpﬁt%@\ﬁ%ﬁéﬁ%%@bﬁﬁﬁk@%tEﬁﬁﬁﬁ@%mowf®%ﬁﬁ
T, BERIARNIMNCTZ L, BEAEDEBEEE W17 m Y =7 N Tl BEICKT 5720 50 OWHE -
HEBEPNTET 2 B2 5 12, BIRBEMMEREBREEWH ) 70y =7 FO b T2 b T AR OZRK,
EFIEDEHZRELX Z ZICAHED, TZTARRBTE, TEDO L BRI AR 2 | TERIEF & SRR+
DO EL LB /D FRNFF RO WM AE THEIZ, 7Y =7 M AOHIKR TED L S 724
SEAEN RN D B EERT D,

ezéf\xﬁuﬁﬁﬁ%fuyiyk@%%@&ﬁ%bf@ﬁﬁéo@$¢ TR BSOS - R &
®$bﬁﬁﬁ%%¢%%i@k%é G, L, YRR EOBBIEY R TR E - WEO
INEEITED D, ZOmEIL. R iz?b%%v~bﬁ7fﬁw# INFEBOR DY W5 % [RIRFIZ 2k
ETDHLIEFRL2NENIE %fﬁﬁm IRE NS (R 2013), AfaTiE, 2hRMEZ1EE (2013) 0¥k
FL72 5 DORhEMEERFR DOW 3 FEHRIKEEDEN & L TORRME] OFWRTHWS, B RFREIC
LB ESHNERTHDLEBFEOESL T, BIOEARBRHERT 500,/ Lo E v KigD
DNCE T, BN EENRBETHHT-DOTH D, FOMEMD LT, Kigid TBBZEEIHEZEZON A
AifE T, BEDONE, FEOFHOKEZTED L HIZELT 202 ZEEMICE <, BERICix. EER
ZEDEI T DA Z N EMERN R L U CTHEBEMICIE X 5, BIZITEIENHE L, BEEREDHERT 2551

ESUNDEE W/ S A { T TRVAS B Il hab A SN

BRI OE Y AFROFEFIL, ATEOLEEEE EOT a7 FEHIRERE L LTHRL TR,
FTHTaT =l N TVAUPRHR LR WRERFT D AT, ARRIIEEN/ LT e Y7 NS TR E
B RICHEZET S, LML, b RV AFHETBEEOE R ZERET 52— & ThH S (Williams & Cummings
2005; Barrett et al. 2006 1E7>) ¥, F7= 2015 Fi &Wént$MAiF#&T@Aam@@ﬁM#oAE@%
DEVWHB LR L, AEPEHOBESZRET D) CHEXSICBWT [AE] 25k L, ER0OEERZ
BT 0y MZEDRNFEEEBR~OHRR, SBBEE T 2R PR TE LS, o T, EBR
HEE - lRRRE BT A EEGEOFEEZM DT, 7ay =7 F O TR EZ BRI 5 R A
A EBEmE CTOEREZROOLNL I,

3. BHRMHBEXREITOS Y + (PREMST)

1. EHIDOHME

YR ANVEHEA L. MFEEEORME NUSE L, BF 9 A MoOZEREEY 6 A MICEME., ZhidiE
Tbt%%ﬁﬁy?47ﬂEﬁWL¥ﬁﬁE&LT”%LT%K(W%$~mnﬁﬂ”o$%&&otﬂ%
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T R TV BURBE B RIHME B D I3 SN R

AR 2 BURE EAHME IC L v flie T~ <, FEHEEAITETITEY ., CAP (Cellulesd’ Animation Pédagogique :
BEER 7 722 —) TESNL0ME (LIEE [CAP BHME] & IFEFR) ~DOZMEHBICEH T T\ 5, CAP
HHEIZIZ, A 4 BOHHEZ R A M350 ME L 2B 2 EE DI OHE RSN 5, BT LD
BEITEMR, IBRBNEE, EHBAB~OBMBRELZHEL0, COBRMHMBRIIIRERENEEND. £
<D CAPWHMEIZ., HEFHFBRDO ) N—H LD L LT, FRONT T VBB N EFHRB OREELEZO
RMEBNHEE T 25 & LTHERREEL., 50Tt 5L L Tz (EER R 2013),

Z T, BB IIEENROEANIZL D CAP HHEDTEMEAKIZE F L. EESH s, BERAEUE
7Y x 7 k PREMST (Projet de Renforcement de | " Enseignement des Mathématiques, des Sciences et de la Technologie)
7 =—X1 (2007-2011), [f7 =—X2 (2011-15) %@ U7z fific@ a2t Lz, 7ro=2 b7 =2—X1
X, BB OHER AR Om B2 BRI, (1) CAP WHEITREMELEA L, (i) BFRAEOMILE | %
SERE B E R LT AHEER £ 22— GE 15 ) ZBA% L7z (Miyazaki2016), #i< 7 =—X 2 % [BH
BRI L CAEEOFE 2 3BT 2120 OHEORE R L35 2 BINC, 4 SOk ((Hfksh
CAP WHEDHIEAL] T h L—F—OWHEFESEE RE ) D iRk B OERNA I X OBIRIEIT DD D Kk o
M) L) [REENFED CAP WHE I X O NHHME TOEBIRY 22 %M 1) 21T 7=,

72 —X 1 TRESN 15 MOVHEER (TA T2 2—WHE)) (ZIA, 7 =—X 2 TIIHENZEICE T
LREMTONHE (B RZENZENHE ) 2NBIRGE S viz (ERRH 8% 2010.2015), 24 HEM IS
WHEIL, . BE. V—7 v a vy oI, | HiE D 6 HiEo THNEFHE] TIREHE ] 23 & L7,
R hL—JF— (14) 28 UNHE) (2B TR FL—T— (K600 N) (2L TA] TB] DisEbHER %
L, B bhL—F—i%, TRIHE] %20 CTEERN 2,000 \OKRECHREEES ITRET S, T LT, RER
REFFIE. BRAZET 5 CAP HMEDUGEIZI Y i, ZD X 52, AEFIONHEREIZ, M. B, CAP
D=JFRERLST D0bp L [ A7 — RHE] OMETH S5, HEIT. CAPWHEIZEHRICSINL B S O
Bz mize L, RERERLZERL. bo THHEORERK L AEOFHGHFIER L KT, L) AEs
(2. BERB TEEOFEUENEK ST, TA] Bl OFFIHEIZ, 7=—X 1, 2 218 U, B ik
TERPER ST (EEEH IR 2011, ZABHHEDRM S, K7 vy =7 FOFR] - FHFE (BBR) O
ZAIVTIERVITORTIEY T, 7=2—X 1, 2D ARHNTIS CI2 a8 TR TdH 2,

F£1 FaigAE Q01242 H) LFEHHE QI542H) X AT

7z —X1 T x—X2

2007-11 2012 2013 2014 2015
SAmy 3N | A GRE - FEii) | B ORE) B &) | B (%) | B (FEh)
551 YLK 5 M A (FEfiE) A (5EfE) | B (5EE) | B ()
52 LK 6 M A (FEhE) | A (FEf)
Fii - FHHE AFRT 2 A) AEH% 2H)

(®) NAuy b3 TR T T4y T =T
WIRIEKR SN AT w7, BTV, Palb, v &b FriA
W2WIER 6N : ZA—n BNy Z Ry VX Fa—, ary kRy
(HiFT) EH{FRK

3.2. HAEXEET—32DHIK

ARDEF LT-DIX, PREMST 7 = — X 2 OFFIAE (201242 H) L FEHZFAE (201542 H) 7—H T
b5, [FMETIEL, N, B, PROSHEEOMIELHMICL Y, 8N - BMSEF 1134, #HEK 600 A, 4
FERI 2000 ADBTRAEX G L 7e o7z (F22, F3) 9 B, ARMITITKRO X S 7208 EORR - #0155, #
BREEOHARENE ZOFERBIEEZME LTI E < ORBE L1252 508, TR O ESRITASHIT
T STV, 727 — X IIEMHIRITE SN2 0izd . AT ARG OBILIZESEZHTDH,

-45 -



F A R

# 2 PREMST2 OFRj « HEMEOPTHEXN SR

M I : #A L
AR | FEET | PR | PR FET | R
Sty b3 Fatick F(.)und‘iougne 9 34 30 7 107 81
Louga Linguére 14 95 99 13 294 302
Matam Kanel 15 90 95 15 378 370
%1 WYPLK 5 M | Kaolack | Nioro 15 81 73 15 350 298
Kaffrine | Koungheul 15 73 77 12 217 242
Tamba Goudiry 15 45 57 6 154 154
%2 YLK 6 M | Dakar Guédiawaye 15| 143 | 143 15| 448 | 442
Kolda Kolda 15 51 59 8 201 182
&t 113 ] 612 | 633 91 | 2,149 | 2,071

(AT ZEH R

3 ARFEHITHRE LA OIS L kR

IESSSES ik

AEAE AR (B - FHENERO GRERFS D) /INE6 4
HE HE AR

REBE (LOSY) : BBE - AfA YT 288
() LOS : Lesson Observation Sheet

(AT FEH VR

4. BITHIER
HE GRBR, LOS—#&iR) KOVEfE GRED) OFMOERHREE 4 1077,

F 4 FHE GEB. LOS) . A G o8 (i - Fik)

=]

B At
(W55 A LOS 155 FARH
e aaill Ft% EET | FHE | FA0 | B | P | B | | FE

) 23.78 25.05 | 2336 | 24.83 | 1.31 | 1.40 | 11.53 | 12.56 | 11.29 | 12.48
e 0.27 025 | 038 | 036| 004 | 004 | 009 | 009]| 032 028
i 24 25 24 25| 130 | 145| 115 13| 109 | 125
IS 25 27 24 25| 0.67 | 1.00 11 13| 124 146
IR R 7= 521 482 | 388 | 3.68| 047 | 040 | 452 | 4.12| 3.10 | 271
Bl 27.14 2320 | 15.09 | 13.51 | 0.22 | 0.16 | 2043 | 17.56 | 9.55 | 7.34
i 30 29 22 22| 2.05| 1.75 26 25| 124 13
/b 5 8 11 16 | 0.31 | 0.47 0 1| 524 6
K 35 37 33 37| 237 | 2.22 26 26 | 17.6 19
FEASL 368 368 | 102 | 102 | 113 | 113 | 2149 | 2071 91 91
T HRE
T(H HEE) 5.15(367) 4.63(101) 2.09(113) | 11.96(4518) | 4.06 (90)
P (T<=t) 0.000%* 0.000%** 0.038* 0.000%* 0.000%**

(F) *5%KUETHE, **0.1%KHETHE

(AT EE R

- BA. £EOHBAFEROLIL

ERHC LD L, #E (40 AR, ERE (30 AR OFEERITE DI ARIZTHEL, 2o, i
AR L7 (R4, K1), #HE (N=368., Al - FEORERW S ZBREDH) OFRIT 23.78 225 25.05
~, B (FATN=2,149, F1% 2,071) DGR CEE) 1L 11.52 805 1257 i~ ZhEhE Lz, #EA,
e L BICHERTHEZ O RICIIARBZEDPHEO b D, HFANMmITHEE., AL BITHFIZEBRLTWDHOD
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R A VB BEIHE S4B 0 A TR 5

T (K1), BIRBREFEOME &, IEIARNOKERBN e Szl VWi b, WATL T, BEDORENE
WCHEbERD Z LN TE D, AT r Y=V FOFRERBE T — b LOS I3 EFM>Y —/LC, 3 2O (K
g QHEHE), ZHEORE (14H), AEOREE (9HH)), A4 HENOHERIN D, ZOFHLY
—/UZEES < LOS A a7 1.31 (N=113) 225 140 [IZHET D0, BRI 047 225 0.40 [ZHER L 7=
(F#4), 2FD, LOSICADIBEOELEAE LT EL, ZEMOBEDOED XL X 1IMEH LT,

HEDER, Fa - E (N=368) AEDES (FFIN=2079. F1%2149)
nEE mEE 0%
150 25%
100
f‘j 4; 15%
S50 I
; l
- 11 15 | 16-20 @ 21-25 = 26-30 -
¥ | I -
9-12 1 12-15|15-18  18-2121-24 24 27
% 1 8 53 134 118 54 ,
BEF] 5% 8% 9% Y 9 9 9 1% 0%

EaELYY
Fabee B 2% | 6% | 15% | 27% | 27% | 16% | 6% | 1% | 0%

1 BEOSH £ %8 (40 S8A8) . A Ef (30 555 ]
(P VR

HENRS (N=368) ZEOES, FRFH (N=91)
N 20
y=1.0292 N y = 1.0618x
35 o 1% : . ¢
R =10096Z PR E‘ R®=10.9472
30 - b3
*,
* *
25 goop¥
W 50 | ., poc IR i
L ¢ * ¢ m
15 * 3 3 .
10 / s
5
0 T T T 1 0 T T T 1
0 10 20 30 40 0 5 10 15 20
=T =z

X 2 FHT - FEROEBLOBAMX (£ #E (40 A5 . ;A (30 Al S ER T H) ]
() EH R

42. EEGR (FRTY) LBRBE BRA) oM

AREOFEHEREZR L, AEO/A (FREY) ORmWERNBFZICH X TWD, FHROEESGS (%
KO SARICE R T 5 &, 9~15 SO RAREAZ OIS 9 AR O FALAE. 15 800 ED B 3 BN b4
EPEREINDEHRDLZENTED (K 3), ZOEENRENNCHE > TARSROEERE (Fal - F8)
R LT, TORER, MARIE T B Z2#ER o0 U ER U725 80%, IRNRE R A =Rk L. xHRAYIC,
TOLZEHERF 2 U AL L 72 FAR Tk, BRNOFZ I EDRETR L TOWRWEETE2ATEND (X 4),

ICARIE TR, G2 MR L7292 BITIR, 3. SIS TACRE (9 R 2D PALEEC B (208, 6. F
BATHNLEED D BATEE (15 LA E) ([T BER (840, 7. FHAlHEL & bIC EALEE (15 880 E) ZHERE (9 &) 23
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F A R

Ly

HUTLHD, IO DOFROELEDOHFEDOIL L D& (FEHERZE) XV b FRICHIIR L 7, 5. /AR
Zi U TRk, Zen U TR L2 B0E, 1 FRiER & IS FAEE (9 AURE) (48D, 2. FERITHAEEND

TALEE (9 AR 1SS (482, 5. FRICENEE (15 SLLE) 22D BRI iYE (6 42) 23a%4+ 5 (X
4), HE « HFMEFFOFISRE L WS D &L 2 DK « BIVE A RE O AZ HE(R 722 O AU | X1 T k<

2. FULRED O FALREIC ) D 4 BT, IBREREOENNEDO TH 5, FRENLTOFIm B2l

BNOFZIEZDHIEDN AR AR THDLENZ LD,

EEEROFRFHENST B0mER)  (N=91)
14
12
Ej -3
10 .'
= 8
2 . S
# 6 et
1 1 T,
4 1 1 |
1 1 1
|i| ’ ‘ | Il ¢
1 H |
0 ! |
f._<§___7___8___§_' 10 717777187 18<
B=EE 4 3 5 12 12 10 7 3 3 0
H#® 1 1 1 5 10 11 12 10 13 10 8 4 3 2
B=

B3 AR OFECIE D A
(HPT) 4 (R

ER-BROBREFG LELERE (FRABE) OFH
=% mEH

2.94
TEHEA - FRELICBRUE (9)  —— 300

EERICISAN L ER () it 3 37
G AR LT LY A (R Y
A - B b R L — T (40 e 0521
BRI IR O LT () e 333
2ERICIRKHICHED) D O 3.29
L R b AR () e 337
2 3 4
B4 AT - FROGAEIN L REERE
(HHRT) R

4.3. FTAEEROEAMICIE C-FEHE

SeR @Y | ARFEFNL, A DRGERIN IR D 3 ODINENTFIET D (O 1y ML & 1 IRIERM .,
B2 WIERIM) , 72— 1 LIRS ET D [ 2y k3 THE, FRRAERA T, RO ARE (H
B D CAP HHELE~DBNBALE) BB LT 44, EERERS TIX 7TENRB L TWD %%m’\E%%
O T8 2 WIERIN ) CIEFRTHARE S T AR, E%ﬁﬁﬁﬁfilﬁb%ﬁ&woiouxﬁﬁﬁ
BTN AMEOBENDHFIET D, £ 5123 SOMEE (EEAIC TmkEl [T TR &) |
DONT, NMABEEOLHERSE TCOBIZOHMEZR LT,
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R A VB BEIHE S4B 0 A TR 5

K5 3 ODINEE L FRA~DI AT ]

Bl (A7) B il
B2 WPER 6 M | BV IRPERSM | /XA = k3
BT = — X Tx—R2 Tx—R2 Z7r—21
FREA~DI NS ERFH 2014 2012 2008
FHTPE (2012) I AZEND FKE FE. 4 4F
FEHA (2015) 13 ARGEDD 14 3 4R 7 4

(HiPT) B 1Rk

ELBMBEOHEB L AEOT/ RO, A (FAl - FR) FORFHEREZE 6,

#* 6 F/RUFY LEERAOIN G OOMEFOE) (A, )

51277,

HE A
[t 14 1 MATH1) Fis sl [yt ) ATH) [AkfE ) |
FoWIER | FBUIWIEKR- | XA may b | FH2WIER | H1IRIEKR-| 1y b
Fal | % | Fan | B | Fan | Tk | Far | B | Fal | Tk | FE | TR
) 23.08 | 24.11 | 23.67 | 25.49 | 2538 | 26.26 | 11.92 | 12.40 | 10.72 | 11.93 | 12.64 | 14.36
YRR 0.450 | 0.399 | 0.407 | 0.401 | 0.543 | 0.499 | 0.181 | 0.147 | 0.128 | 0.136 | 0.205 | 0.207
Hp A 23 24 24 26| 255 26 12 12 11 12 13 14
S 25 25 24 26 23 27 11 12 8 11 11 13
TEE R 2= 5.676 | 5.034 | 4.657 | 4.588 | 4.795 | 4.403 | 5.143 | 4.103 | 3.940 | 4.116 | 4.101 | 4.046
7 EK 3221 | 25.34 | 21.68 | 21.05 | 22.99 | 1939 | 26.45 | 16.83 | 15.52 | 16.94 | 16.88 | 16.3
i 30 27 24 21 21 21 26 23 23 25 26 24
e/ 5 8 11 14 14 16 0 1 0 1 0 1
SSON 35 35 35 35 35 37 26 24 23 26 26 25
7 — % DK 159 | 159 | 131 131 78 78 | 803 | 778 | 945| 910| 401 | 383
FRRE St 1.271 1.030 1.186 1.032 0.917 1.571
P(F<=f) 1l 0.066 0.433 0.228 0.380 0.092 0.000%**
F 5E5YE AAl 1.300 1.336 1.458 1.182 0.898 1.124
THREt (HHEE) | -1.703 (316) | -3.180(260) | -1.182(154) | -5.877 (1523) | 6.511(1841) | -2.042(7819)
P(T<=t) &l 0.0894 0.002%* 0.239 0.000%* 0.000%* 0.041%*
t BEAME W 1.967 1.969 1.975 1.963 1.961 1.962
() *5%., **1%, ***0.1%KETHE
(HPIT) SRR
HENBALLEERE AAZBREDH) EREBECEERE (N=2149/2071)
27 5 038 16 -1.2
. v 1.71
= \ 1817 06 | 14 S -1
= 2% ,o,sAz\ o -u.u!_ 04 & "’ 0.4 122 - 08
Yo 38 |, | Y || 12,65 Ty
2 <R o 10 11.92 06 &
iz 1.025 00 © = 10.72
& 0.068 = I s
Cau . 23.672 0w B ™3 \ 04 #4
. P02 e . €
" g | F ool gmess 02 &
% 23 =T 04 3 o =
) 23.082 nEREf L S 4 5 A-006 |
g 5 EFIEag - 06 W - \
® ABEREOZL | 08 R X018 0.2
21 1.0 0 . . 0.4
wEE (Frink)  BIE (BlIREA) #8#H (M4a9b) AR (F2RILKR) B178 (LRIEX) #Eg (40w )
(N=78) (N=131) (N=159) (N=803/778) (N=945/910) (N=401/383)
(2014~) (2011~) (2008~) (2014-) (2011-) (2008-)

5 3R L EERERAEDZL G S>OMBED L) (7

(GRZRE = (50
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F A R

HEIZONWTHDE (F6, KS5KE), TXTOINEETEZLOFEHGRANMET 208, ZORIIBITHICE
WTHERIFIC R E W (1%KETHEZ), i, AEGAR (K5EH) bEE LK T TOMEETHEEIER
DR D2 ORFEH. BITHIT 0.1%KHE, kG Tl 5% /KHETHE) . M OMEENSR K TH S5,
B (U A# 3 FREOBITHNR DIE Ch-7) ICHERT 5 EAELOBGEMENTD & 722 HREITES |
IREfH] 22 DFAET D,

FENWTHRROSHAE D & e OAfELRE, FAl - FRICHFEETIRD LN RroT2 (FRIE),

O LT, 3MBEOZE, EEGROBEERZEIIIROBMNRD Sz (F6, XS5, £T. 7 Aﬂé%@ﬁ
MO (5 2 WIEKRIN) O R OIEER 22 X F a7 - %%T%ﬁbtowzm\bmbﬁﬁ6%ﬁ%

(35 1 RPLKM)  TITEER ZOMRUIIHEIN Th 5, =1 ﬂﬁ%®%&(A4D/F3M)Tﬁ%@
R OMERIE S FFERET 5, 20X \ﬂﬂﬁ%®ﬁﬁﬁ%@ﬁm L. SnkEHI O AT OHE
mﬁ\%ﬁ%®%ﬁ@@«k§éU%ﬁ%ﬁ<ﬁﬁﬂ%ﬁ&4+\xA#ff¢6(%%H:M%@E%m
[ANEVEZVR D U 1 —7 ) EMERRT D), Zaub OEE, HEOHR CFY, B FEZE) oMok, iA
DENFH & N ENEDMNITIL 7 FRRE ORI el A2 T D LRI LD,

5. fEimLER

PLEORKRD S . REF O AFITE TIEKIRTATEDREPRBD bivd, HE. EEOBFEITRIENIC
B AR U, [RIRFICEE (R 22, BOREAS 22130 ART: TR L 72 (4.1) . F 72 AR O R EREIZZ L
R, TRV UK T Lo T, BN OGRS ZZ O ENERE T, MRIICHE U722 TN O£
DR LT (42), L EIZ7T gy =7 M ATIENEME & ATPEIR@NLT 5 2 L 2R3, S50, EERAIC
DR RN, AABEZICODIZBRIEANCTED L 72 D05, T OB U, ki b o 7R E1E I
RAHTHHZ A I AL (UBh—7) B ENT (4.3), DLERAREOFTEZRRE., [Fuay =7 b ONEE
R DERFBERTH D,

ETAHT, MABIESR T AW T OB i, AEOMEMEIZRENZMERERZE A HE /N LT
W5 (E6. K5H), ZHuE, THGEZ ORI FRAREOBAEM IR IR TH D] LW I KRDE 2 D
fEme FETHE I %ﬁzéo%_T\%ﬁv//ﬂ®$%@£ﬁ$($%-$%)%%%Lt(mﬁm
6).

s (X 6 /2. 1) TIXHEHOFY (12.40) 2510 12-15 Lo PO 5HROMENHEE TH S, FFICT
ﬁ@ﬁﬂuy?®$%£ﬁ$iﬁﬁﬁééﬁf\Lﬁ@%ﬁvyymﬁﬁﬁm%Emébwoé%kbf\

UAE O P TlE. ARG AT RERICE T ICERT 20 Tidn | SEHICHFEETHOM L, EREERAEL
mﬂ?%@%%%t%ttszéo

IHIT, FINBEICOWTAEEAROLHNEERBR LV U VICERT L L. MABEROHIMNEL 72

HIEE, A (\BRoOEmNLUY) ICERTAEAABIERTES (M6 AT, £7)., AESHAEOHERAH
FEleDlX, S CIRSGE A L Y (0-3, wﬁt#\ﬂﬁ%fi69V// A1 9-12 Lo DL 1B
B35, FRRIC, SAEMIET2HA 0 U, Sz TR, 12-15 Lo o2y BT 15-18
LY fEEINCIE 1821 L PN E A I %%Téo

KT B/BRLCUROEREEFROEBWPARA  F (FHT - FL)
BELY
0-3 3-6 6-9 9-12 | 12-15 | 15-18 | 18-21 | 21-24 | 24-27

IHE
wiEE | 2 WRIER | -3.5% | -43% | -12% | 1.9% | 7.8% | 2.8% | -2.6% | -0.6% | -0.5%
BATH | 1 WRIER | -03% | -22% | -82% | -2.3% | 1.8% | 7.2% | 3.0% | 0.5% | 0.4%
M | XA a ey b | 05% | -2.7% | -7.0% | -5.1% | -0.4% | 1.5% | 11.1% | 1.9% | 1.3%
(T 4Rk

B, X6l CIEBEEEOAFELE LT, SINEED 69 LY OEEOEERICERT A L. SO
HAZEIC i%w\$%fk%&w#(u%en%ﬂ(l65ﬁﬂ MR CIT TR A LTI
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TR A NVERRE B HE SR DL PR R

T2 (11%—4%) (M6 /£ T), FARICESRBEORIE LT, 1821 Ly POAESARICEHT D &, ik
B2 CIEBIBE ) 2 7R 328 (12—9%) . MkREHIC & 2 2 Tldfists (8—19%) OB W TH D, It ABlE
BOWIBNEWIZE, BRI, AW S OFHER A L, IR AEESSZ K BT 5 EH N
F 28RO HILD,

BRL Yy yEBOERAEE, wmRE QRIEX) BRL vy yEBOLRAEE. BTH IREXR)
35% 30%
0% 25%
25%
20%
20%
15%
15%
10%
I | ) I
I - 0% . I -
0-3 3-6 9-12 | 12-15 | 15-18 | 18-21 "1 24 24-27 0-3 3-6 6-9 9-12 | 12-15 | 15-18 | 18-21 | 21-24  24-27
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Equity effect of in-service teacher training support in Senegal:
a dynamism across teachers and students in learning

Shinichiro Tanaka
(JICA/ Graduate School of Education, The University of Tokyo)

Abstract

Achieving equitable, quality education for all is a global development agenda as SDG4 stipulates. However, the existing
research body insufficiently informs if there is an equity effect of educational intervention. The present study explores
the equity effect of a project-sized intervention in education by examining an in-service teacher training project in Senegal.
The study examined the data on math comprehension of 368 teachers and 2100 students from 91 schools in 8 provinces
across Senegal collected through multistage random sampling.

The Project observed an equity effect; math comprehension improved while disparity diminished before and after the
intervention for both teachers and students. For a school to gain mean score, reduction in learning gap within a school is
indispensable; when a school fails to reduce the learning gap within, it also fails to gain the mean score. Further, there
was a dynamism involving efficiency and equity. While mean score continuously improves, diminish in SD (standard
deficiency) is most evident upon arrival of the intervention at target school, then SD reduction is limited during the next
3-5 years, to recover by the seventh year finally. The observed dynamism coincides with a shift in the beneficiary group:
upon intervention arrival at school, it benefited students with a lower score, before benefitting students with a higher score
as intervention period get longer. Such a dynamism suggests an interaction between teacher capacity development and
student’s achievement.

Equity and efficiency are not necessarily trade-offs but can co-exist with project-sized intervention; however, a
considerable portion of the target (approx. 10%) are left behind in the Project. Those left behind schools may exist in any
project setting, and they need supplemental support. The study suggests that attention to the learning gap within a target
group and continuous (not one shot) intervention is indispensable to materialize the equity effect of a project-sized
educational intervention.

Keywords

equity, learning disparity, learning crisis, developing countries, lesson study
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2010; Dryden-Peterson 2011; Abu-Amsha et al. 2019; UNHCR 2019), @& ADHET] « FH DO E (UNHCR 1994;
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DOFREMENEE D E VI H D (SRIExecutive 2020), Lo T, 246D 2 DO EITEERIZR - 7= FiE
TIHARWEFMEiCE 5 —F, SREORKITEHR o7 L Ithd b 02D, B2z, QLB - 450
ANV A, QOBADEET) « HEHRON I, BRFFA OEIENFRRETE EALEDIT D,

KIBIZ, R0 O@DZFEIOME, O3 bHfl, @E7FA2 S PREREIL, R OEORENMEV, 3
ROLEEREARA NEOERDIATHHETH D, 2 b 3 SOFE, Fl2 13, (RO EHFIUA (Moro 2002,
Anselme & Hands 2010; Ensor 2010; UNHCR 2019), ZFIXFEF@HOBHOMFEEL T2 & B IFEHET
., bW oY —ZBb 5 L% (ElJack 2010: Anselme & Hands 2010) . F DU < ([ZFHFENIEL | 1E
< ETHFT MM (Ensor2010), ZEOE ORI (UNHCR 1994) 723, ¥R OB - #EFOLERERX &R
ENTE T, TR LR, AEMEOMENSIRA LIRSS ER RS H L2+ EbT-b~DHE
OFPENHEE L S TEH Y (UNESCO2014), LFLOZ 1Ok, B OBk, ZioE OfMfRIL, ¥R
ZRR & F Rt rTRE 72 B B IERK D T2 O IR T REFETH 5 L b TW % (SRI Executive 2020), K-
T, @FFIOME, OXbHifl, @BEF22 0P RERIZ. ERLEOTEH LWL REFOANL~DT
T —FNLBERBETHD LWV EERE WD, HEREA OFREMENMEW EALE ST B,

K2 DOLIIT, FATHEL L LN SN TEREROBT: - EFOMEEROZL 1%, HRIZIRE SN
T2HEB 72 b D TR, F72, 6 DOILEFERDITFE A D, FRNTIE 2L, PRI 2RO AR L&
BICAbo TWA Z ERbhnd, £ TR, HRF v 7L VORI ESNTRETIERL, #iiTH
BICATE L, RFIEEZ2 X288 HRICESZ2H TS, ILICZOHFTHLETICRIT 5 AT O R # X 23178
WICEZ VLN ENDDE (] 21F Jacobsen et al. 2012; Fabos 2007; Miranda 2018) . % D A& & gEF O EAfRM:
MEEAEMRENT IR T NEE A D RA—F U HRICERT 5, A 2ll#RX v 7
M HRAFA NI 2= 4 LRICHARZEMTEFELTWD, £/, =V 7 MOR—=F 2 N L TiE,
RFEEZ BRI E LTBELIZBRE ., RFER NS E T2 8RMNE 6 HAREIEEL TS (UNDESA
2019), ZLTHELIZ, NLAFFA, YU TACKRSKRERBRAI =T 4 2L TS (ibid),

T VT hDA—F R, Ensor (2010) <° Moro (2002) ZFRWT, 1F & A EDAFZEN A —F R
DHEERBEIIR LW ESKTHRET, O 0EBIEHNHEL 52 5420BEIZ YN TUESNLTI 2
o7, F72 Ensor (2010) % 2 OWMEZICOTBAIZRHIR, @R - fhM A R LA, OEADORET - 1F
MORE, @FFHOME, @EF% EUFREBRENERERN LF% LI20ATHSH, Moro (2002) 1E, =
VT N DA UHERIT, HERGREIZRE D D0 0 NPT E R ER AR TE RV & (OITERIZRHIR) |
RELZDOIRANMERNZ & (DFFOME) PRFOMEERNCTHD EEMLEZN, Inbas &k 3 RE
IR TR, EEA I RICAY L EEORBFIRAE L 2T, I A m D A—X RO -
HEREIIAET D D725 90, ZOMWEEET 5720, ARAFZEIL Moro (2002) 23REM L 7= OFTEIR 722
HIR L @QF et OREICEH L, RO - EFROMEERN LEDLY A I HEOMEEHL ML, #EO
MR R BB TR BN A LET 2 BN Z2BRTHI L2 HNET 5, o 4 DOREFEERIZOWTIX, RIFFEN
B & T 0H20EEZHOLICT 272010 m T N EHFER TH 200, MIEOE A LRI ZE DR
EUN AN

IHTE= 7T P ERAIA DA —=F VHRICEHR L, BEMFEEZHWTT S, AFHATIL, Moro (2002)
DR L7, FRCAMEFZHET 2008 LWEER 5 (asylum seeker) 36 X ONEEBRICH D 21T
I ENRTERNoT=DT, ODITEMRHIRIZOW T, SCHkZ B A8l 5, £ LT, @FFor
BEIZHOWTIE, A 2 a—RaeHKicohd 5,
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2. HEME

AWFROFAEIL, 20194 11 A0S 12 AD S Ho 3#M, A 2l TA—F U #ER 74 (£ 3) 2%5
2, PSS A e —EFE L, THRHOS B, Bl 2 HRTAEEL TS DI 4 #3 (A, C, E,
G) Th o, FAERGE RN 1 DA —F U NDMTEI e 220 5 Z L &M Tnizizd, 2L LT
AU A Ca2—%ZFTHEH25L), FHEMEZT F LATIERSBNZN L TEEREILITV, AR D~
DRIBENEONTGEDHRA VA a—5Tolc, £ X Ea—RMiZ 1 #HHFH7-0 40 5~2 BT, 3%
FE. ETIET T ETENLREOBREN L TUToTe, BREITST2OIE, BB A—F VR THLE 3
DR A Th 5,

INHOMEHREICMZ T, 3 ROMRNERET L3I 2=7 1 A7 —/L (community school; parallel
education) DEFHF L, BE~DA v X a2 — B 5HBEE2THoTZ, TNHDOAI =T 4 AT —LDH 5]
BIE, A= AD#EE (HK), &9 2RIEMA—F » Ani#E:s IR, IR) T5REFRTHLH, HRI
BRI~ EHE. LRI Fai~TE8E E CoEEEZZ T AN TS, ZLTH, I JKRETHA—
DAY HFaT ATHFR, A—X U OETHRREZITHZEZHBEL TS, 2011 FIZA—F I BIR
SMLIEHA—E U THLIN, RETHA—Z L OD ) X277 ARFEHINTWDIZD, I edDaa=7
4 AT —=HZFNEBEL TS L L TROREITHE L2,

#*3 HENGRHE

Ha | PRI | T2 B & R A ARl %
. HE&., #.
B % eI, ==
A Bk 32 m% T b 3 AR 12 A (KG)
- e | A32=T 4 Y —F— .
B B | 37 % L2 RS R 3 AR Hig
N . H&. 8 (P2).
{ % AL Fik =3
C M | 26 5% HE SEER 4 4F E (p2) . I
D B | 555 | a3az=T 4 AV —=NVHEB 2 HEy., #
E M | 36 % N A= AR H&. 1B (KG)
F BE | 39k ¥ ERR5E FHR 44 By
N . HE. B (Rl
‘ ; Ju—, — .
G otk | 31 % MR F 4 Sa~w Sk BT (KG)

(F£) *EHRT 2019 4EFE S, ** () P, BUEHE O BEHEE, KG: Bb3ai#EE. P 015%HE,

3. IPTMRERICHT HZHERE LXK

TATHRIEIN D . DB NFOITEI T & CHERIEA O L SR INTENZ VT ORI E S5 T
A9 M, =TT N OEERAAROMEE LRI WEEE TIE 83%., FEHE TIE 80% (2019 ) TH Y (UNHCR
nd) ., ROREROBETFRELY GV, =07 MI, PIFEMBICBWTEHRZABEICHET 5 L0 ) R
FRIDE 2501 ZEKELTWDHD, HlE ETITERIZ=C 7 NOEHBEKE~DO7 7 EARRBDH LA TH
W, LinL, YUT ., A—HF Yy A=K AZAUREOZTT NOEHRANO DS E S 5 EFET
HEBE~DOT 72 ARRBDOENTND, ORI T NOHBHEE~ANFTEH72DI121F, RAR— L
OIEESREFF PO & 5 B orae il E, AR E, HEEKRELE S OEBROBHEVNKKRELETH S (Afif
2003), =T MIVEHE. AP EEE. BHPEHE BV TE TIEERBRRH Y . B TUET
AEE G TIROBEERSICHED Z LR TE 5, REFEFICB O T, EARMICHEADR =T N OB EH
BOBTAEEZERSE L TWRWESIE, =V 7 MIEELTWDIEAETH- Th, AE B IS S,
TV MANLY L ZEOREREZNE TR I MERD D, —FH T, =V 7 NOBHPEHEDE TIEELH
TANEANIE, =7 A LR CeBHOFE TRFIZHRZ 5 (Dryden-Peterson et al. 2019, p.359),

A= NTERZHTDHE, 1924, A—F2 « TUT FNOBRBILEIE, A—F U NIV T NIHE
BRI~ D NFENRBD LD LFIRFIZ, A—X o OETIERED BME RO 54172 (Moro 2002) Y, 72
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bbb, A—F L OWEHBEE T2 > TWIE, =V 7 FOBMTEHEBEETHELZRF > T sy, =
U N OEEBERBEA~DONERRO BN, EHIEBRL T NALREBEICRDENWI I ETH D,
PEDXE =7 NOHMRZANEEIZ, EEICL-TEERHD, TOFTHLA—FUBR - HRIT
WENSBEHBICRBIT DT FABE~DOT 7B AB LN, A—F L OHERBEDOE TIEHENED S
NOHEFRHEEZH LT 5, Moro (2002) 1%, HRBEZSG TV RWEREERBECEEERIT, ©LE7
BHEFHET AN L, HOOEENMEE LR L, To—FT, #RBEEEzZ T -#ERYL, £
KWV T FORBEBEDOHIND EVH (ibid), EHIZ, DA DRA—=F 2 NIFHRZT TR<BR
22T 4 AT =N EHTZ D, IRKRESCHR A, ZOMOHGRAEE O»LOFHRLIVHALNERoT2, T
7pbb, FHEOMELY &, MORBENSHER OGN 2BEIFE ZHE L TWAHDOTIERWEA 9y, ki
TIE Moro (2002) EFL7-H 9 —ODOHEEK TH A2 FEHOMEICER T 5,

4. RETORRE

REEEROWANITLE LIRNDIESL D Dy, ZOFFORELEDY & 520 L, HEIRE OFF
RATERDL BT L7ZRER . BRI D LW BIEREE & 2O R S L i oTe, T 6 DRk
REBEZ, T 1227 4 A7 —A~OBFPEHRMHEOIAN S EHIE SN2 HEET 5,

4.1. HRIZHY S L WLWIHEIRE

B2, MROWADARLZERERIL, EROFBPIENIZRD LN TV W=D ThD, =7 NI
REMMAETH Y 723 b, HERSHIE 24 5= 5kl L O RE) 28R L TWb, Lo T, #RIZT
VT M ANEREOHHERBRD LN TELT ., +oR2 5B O %A LTy (Afifi 2003, p.3 ; UNHCR
2018,p.74), T DOfER. L DRV TFFAIOREIRA T 4 —~ kT X —TEHN T % (Fabos 2007 ;
Jacobsen et al. 2012 ; Miranda 2018, p.15),

AR ORERNGE A v 7+ —~/ 7 =TT, AENSEE TV MBI 2RO
IZOWTLLTD X S I,

(=27 FCEERAD) EtHBE LTSNS Z LITRATREZ K, (7)) K bR RRS 220, 1
FRBATZNTE L, o (PE) - EERITIRICENZR N, ToEANT AR FEZIT 2L LT, Eidfhx &
SFo TN, (HRA)

FTFIZD 6 AR, VT FADRETRE—Y v X —DLFEE L TWD L, RATERBET, X
—V =0 (V7 NADOFREET) NTAXF——DfEFEE LTz L, (#R D)

R A FEROBERBEA DGO LOTCERBL, EHTH2 L TERWEDBIRIZE L LI, 72,
HRDOEOLIICEKRI BOLFIZIZWVWEWD, ZTODH, I ROAI 2=T 4 A7 —/)LORFERTERED
77 A, BHEAKLTW:, ZOLIICEMLBEVWIRELEREMAZED Z L0, EOR#EEZZITDH L
FEERICE > THREETHY . BHOL IO THLRE LIEEEMAET L Z L LV E N2 D,

4.2. FEDOHEIE

AL, HERIZKT DI 72 EHIBR Y, I E A D IBIBIR Z A L. R m PO R OILAIZE
BAEH525HEERD, KHEOMENRE L, BEHABLZRFELIIET LWL ELLTH-TE (R3ZH
M) 2, BT Z RO CTRIBER DI WS I F T 25BN IT LA EThoTo, FREEINADLA L7
WHIE L CEER FIZHE B Lz,

R FIIA—F U ORFETAFEORREZET Lo, NBUFSENCSIN L 2 & Z2BRIE T2 BT
LTbhRenol, RFEOEELITHNC, A—F L OFEEBURNT > BEAEREOEREZZ#H L, BB
BT 2H#A2 AL TWAEN, BETZY T N ADKANDOKEEZZITRNG, B ETEAREZT - TERHZLTSH
R—LVATHD, WOWNIRNLETHLN, T 5L 1 BIZK 100EGP (=27 k- R R
1USD=15.8EGP”) T 2D, D X I IMHNDOFERLHENBE I N WEE, HREWHIENTG S, KE
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BOA T F—~ NI E—ITRITEBRERDTNDENZDHIEA D,

HERNT 7 AL, FEAETOIMEL L TaIa=T 4 27— LOHE NS, LrL, ZHED
FEHIEWE TV 2T, KFEOFHERNRE TaIa =T 4 A7 —VHETHLER D © AL 1,700EGP
T%oto_ﬁdum9$®1/7h@mﬁ@é®zmmmpGﬁnamm (Reuters 2019) % FE>TW 5,
T, TV PAFETONT AF—R—0_E— v X — 3000-3,200EGP TH D Z &b HLEED I
DIREBHALINTH D, BWFEERRD LNHHETIEH LD, TOMEHIEORIKESU T TH D, —J7.,
FIREEME L LRI AF— =0y X —7p EORERBE ORFEZ ElRl-> T 0, BROIA
LFHE & HBIBRIZ 7R N E N R D,

Pbko Xy, RORZERNANL, ENRHIREND D 2 & HROZE LA L FE 325 O R
EREETCWDEZENRBEINTZ, TNTHEH, ZRNHEDORANS A 2 =T 4 A7 —LVOHEEEZHNT5
LI ENEREETH S I D,

43. ZEEZRHETORH#S

HEROINADARLZE S & R CE N, A RE SO HIIE, 1,700-3,200EGP & =7 F ORIKES & [F

BETH-TZ, TDH WS DFEEIL 800-4,000EGP Th 72, FEN 1 7°H 4,000EGP DT 78—k A > ~Z
FOHR GIZ.2HHFTEL LTEY ., 1 SV ZEITHNOESREL HDOTND Z BRI N,
FEOTIWVTHEHRICE > TRERMET, 1AM A—F VHER 565 HH~DA v A 2—%1To 7=
Jacobsen 5 (2012) DOFAEICEBNTH, 8SWNEEE XX o TeRBRNH D Z EBRH LN/ ->TWD
(p.37). Al EIEOFEETHLKEBED 5 HOFEFBLUSMIERICTHND Z L3RR T2, HR A
TELRICEL EEBIE=Y T NABRTEWEHART RIS NE ) EEREUA DO EED TV AN
DOBURZFE- T2,

EFNTE, 2I2=2T A AT —NVOHEEBEEIIEORENELAD, aIa=T 4 AT —)L~DFEFEILH
720, BERHEEHEONFRIZTICRER L A—F L OETIFRBROZRE THh 5, BEBHIFESFKICL
STHER DN, AHAETHHM L7z 3 BIZEM 1,500-4,900EGP O Toh - 72, FEEHL, FRBRED R S0

BT D LW D, FENMCEENIRI L2 3 AR L CTh, —FBREENMEWV HBIZZE IHRER
E%% I 2T, BEIDSEZARLRIER, KETL70L, BEORBERICREREHZ -, —FH T, —FRERN
[S1ARE {ES Wiﬁ%@tﬁ%ﬁotﬂ%ﬁﬁAwékwbo

RIS, A—=H DAl a=T 4 A7 —VIE I EIEL, WIFRE L PEBEOKDVICHDLA—F D
ETHERREZHRT D, TRELEIIECY T b« A—F 0 KEEEICZHE 2 L) WERD D, B0t
AEEHTIE RO Y 7208, BEZELY 12 LT 80-130USD 23705 &9, B TEARTE, BELFE LS
A THZRT HALERD S, Z0 1 BIOZEEHT, EGP IZHR T 5 LB X% 1,300EGP UL E3E L
720 T AOYREZ EOLEEICR D, FELANDOYE HDTW-DT, FEEho T,
BFa NI AU BREL 2 KL 5 2 LIRS TR,

HERMEHOBELE 2B TS50 /5 5L LT, UNHCR OMEITOEBELEZNH 5, = O IEHIFEIC
L0, 2T PORANERBLIYaIa=T 4 AT =)L) A—F VR B L O R AR IL, M
1,800EGP #321JHt5H Z &L A3 T& % (UNHCR 2020), FEFM L7 11 AIXHGEHRF O7D, FEBEROZT
H&D AR CX7epno o, MR CIEZZOIEN 2FEMIEE > TR, TOHBIIANATELFE-T, 20X

. WABRLZET, HW@#AEW#*& WZELINL T, BERLE TR ZBHT 2 LER S

D\ﬁﬁﬁ%ﬁﬁm_i% ZEIFERMATICE o TRS TIF VW LB EBTE S,

PLEX Y, EEEPIADESRELZ D TWDEHF T, BERZZIVEITEZ L, £RROHUEEMIC
WL T2 O OAE TRHERBRZ RO 72 D OB HITHRMH OFE 2 FE L T\ D Z & D3 ER S 4172, UNHCR D
BXIROBER ORI Z DB TIERL, BERLDOLLTICZENA > TV AHHRS S Z & L 50
Lot

HAODA—=F VR, 27 VAMEBE~DT 7B ABIRRA—=F L OE THENRERD BRI
JEATIRFE B L CO R S A O TEU 72 IR ORIBE Z 4 f L T2, L L, BER ﬂ?é&m& @
HI IR DOIBALITEE R DI Z AR EIC L, T O FIZAEFREDO LI N~EHZ TS, TOFER,

I 2 =T 4 AT — )V ORERRE TRERBR O BB 2 A 5 I3 LWBLEN H D Z L 3R S iz,
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5. ZR : N ODA—F VHEROBRGHLGHEETHZEET 2ERH

AWFFRIL, FATHIZEL VIS 222 > T D EER Ok - EZFOEFEERNAZ 6 SIZnpL., £ohnheO
ITBIIZR IR, @ZHFTOME, © 2 SORFERICEREZH Tz, ZL T, b 2 2OMFHERLEDY
BOBOBELI SN L, BROMGHIRBBETEE ZILET 2B RNELERT L LAAME LT, A
a0 7 HEEO R — 2 VRO ERTHEN S ST 21T - 17,

TR HITRICEI L C. A=A U BR - R, =7 NAEBE~DOT 7 v ABLOA—F L OETIED
HEPRBDONDRBUCH D Z LR TEIe—FH T, FHEHROEL SIHbLTaIa=T 4 A7 —L
BT 2 E DRI S LTS, RIS, REERFFHINADRRE & LT, MR OB ENMEMIZTF LN TN RN &
BB DFEBENTEEALINTND Z ERHERINT, THERENANRD YL EE EOTEBY, #HEEEX
HBOWHSEW LN RoTe, Lo T, FEHVAMHICFIIAD,, FHBORFRUDBR RN, 1A 2D
2 —& VRO« IR T 5 DA I E W) AFEORVICR L, A —& R TESERTEIC
bbb ala=T s A7 —N&ifH, BORFERREZN LS 2L OREEINFERLY Ligole, T
O OFERA B E 2 TAREITCIX, HROMENZRBEEH 2 HE T2 ERICOWTIRET 5,

51. TEMAHIROEMIEL., GEEBROBRIZIEDEASLELDH,

SATIRZE N 5T 2 DTN 2R Z . =07 oA —& VERIE. WEOBIAHNAEIZ L > TEM LT
Wiz, T72bb, FhE S 2T 2TEBEOASIFIN T EBHED, BRI ZOFhE oML I
HHLUTEEN, AR TIIA—F VRN ZOODITEIRGIROEMZ, 2Ia=7 4 A7 —1L~7< ]z
DIZADER L TN DO TN EBERT S, AiRO@EY | A—F VHRIZA—F v OhEHEE Tilx
B, V7 PAEFALAE TS T FORZICHEAZD EWVIHEREEZALTND, 23 2=2T (A7
—ILASOIBFX, ZOBEERHHEZIER LT, =V 7 NOHEHEICE Y B ZHRL T LB x5, #R
HEARA NEOHBEHRIEICOAEIEL720, WHOIZHROAIER L2 HNE LTHEX DN EERHEIL. +
DAROEREY ICITFEA SN TWARNEVWRDES ), EEEESNBRT. ABE~0OUB 2% - %
DEHARE T 572561, =7 FOR—FZ UVHRMB O OBBFRHMEEZAIEA L TWBIRY | ZOFSRIIHF -
HEFOREZERNE LTHY KT DD TIERNIES D,

52. TEZEDMMINDIAZI2a=FT A R —ILEFLDOH

PR TAET LD S, RO 6 DOEERD—S>THLIQLEA - HEMA ML ZZ2BE LT
WA ZEN, EEONIFRTIIRLS , FEONPNDLAI 22T 4 A7 —/LNRITNSHATE L EERT S,
MERAIZ, UTO X IZHMERN I 22T 0 A7 — NV EiFTeB R 25 L7,

TUT RADFEBITEISMMAZNENI AL, ZRE=Y T FEEA 9, TH, A—F A
FINEENZ L EBZD, TR A—F U ANOBB I 2 =T 4 27—V EGLEBTTE L, (R A)

ERKZ, R G OB TIE, =V FOSHEETHEA D DER], HENLDOWEHEZITTNDHEND,
AYFaIa=T 4 A7 = VZ@DETZWLN, TFNHIEWZD, (LR <@EbETWE, LWV ONREET
HLER G DFESTZEEThHoTZ, T LT, A= UHRIZZ 5 LRI BNEZZRNT T T {ttad
TEICBWTHERER L T 5, Jacobsen & (2012) DOFHE TIL., 82.5% BN EIEE BHERHEIEN YT M ANHD
NTAAVNERBRLIEZERH DL EEELTND (p36), bHAAMGEHIRHABIEENZIT O -0l &
ELTENANKLETH D Z EIZBWVORRITZRNWS, RO 5Q0HM « &R N L RIE, OFFO
MRELL B2, 1 6 OBBEIRENCHE L 52 TWDH D TIERWEAS ) D,

6. HEH YIS

AWFZEIT, HEROMBI R BB EH 2 HET L2 ERKE LT, A—F OPEHFE T2 HENET Y7 b
DRZFIZAND E VD BERMENT YT FOFARIZE > B Z PR LT\ D Z & FeAThIgE T S - i
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EBREET D0 EORENE VS T=@D0HA « 2N A ML AR D EEBR L, ZNLOMEEZ 20N
5., WA nDA—=F U EERIT, AiFA LD OHEEEE RHTZ ENTE 52590,

EFTA—FVHRNEET L2207 Mot RS . HROANER LD D OB 2555 L CIXEE
PLEZD, RN LI FROBEAIT, R Tided =7 hOFEHIZE > THHRAR M
BELTIAONTEY, RFEEELTHLEDEENA V74—~ k7 =TS 5 %2570 R
N5 (Barsoum2016), FEHBEIIT Z EDEER EOFELE LTHIESNTWD R, 20O X5 RESH
BOROHONRZERY, BHEITEICHROAFEN EOY —LTHD LI WEIN2WEERDH D &5 2
D, 29 L7, BEHBEOHAIZEY BWAEERHIT WSO FEIL, a2k 2 B E L S &,
R OMGEN e BETET ZPRET L BRIV IFLEH 5,

% L T Dryden-Peterson & (2019) 1%, #ROPROBEOATREMEIL, 8 = EHEME, g, T AB~OE
F., FTUARAFTaFLRBBEIO 4 OTHLEND, Z0HL, A=K VEHRIZE > TRE~OENBLIEN
2720 2o b5, 2019 F, MRFAEDHER THOMBIHELRE LD THD, A—F 0 ORFHEBOBE
BREOHEFEORMIZRKEND, hA B TOA LRI VRERNLE, £2RBOBEALORMBEN D b fE
HS NG D IRENSRRAZZEIEORELX R L, TELOBEEEK AL THZEH—DDETIERWEASD
Do AMEEOFERNGE T4 T 24N A—F U ~DIFEEEZEZ TWD LiEoTo, MEMROBETEHICE B
T5ZEE AR MEB L OFELRICBIT 2RO T - EFOMFERNELZELVICT L2 L2 AEBIZ L,
R OGN e B BTRE 2T D ECTHI- B E2 B0 LR TEDLENWX D249,

KIFFROHKINEZ, AT 3 2H2EBERD, EFTHEMNBEOFRIRY b2 & ThbH, ARIETO
AR RE DS S FHERBEIET L T, A—X U OEFHREMBTHIT 17% TH 5 (World Bank 2019)
DT, A—=HNZBWTEEHBEEZIRTE BIEL Tt Wz b, Ko T, 428 CRIBINT-FED
FEHEALIZOW T, o7 Ao E Lz, RFBEEL DT —FNELZ I BT ZENREELNE
Ex %, ¥z, Moro (2002) 1%, HERHFFHECEEBRD, FHONMIZ L - TEDS Ot AEENAE S
TWD LR LTz, RPFHETIE, 29 LEHRAFEEFCEEBRICHT 2 EEWY 2175 2 LI1XTE 2o
Too BHBMED ZREMREECERY AND Z EIZL > T, BN SNIEAREZAHEICAETIHL S0, =
Ra=T A AT NOEEDORESEZZERVICTDLZENTEDEEXD, KEIC, AFRITFRGRIIC
BT, ATRO 6 DORFEER D > HLQLERR « fR0 A N VAR, B4 DAV HRICHR I N1
TOREE~DT 7 B AMEEPER L TV DERIFEEZRBR LT, Yo 7 EOEMIZT Tl #EsGHE LD
FEOHERYFAELIRY AND Z EICL-> T, QLEA - 202 N LR EHBIRBOBRMEZEET5 2
EESHOFBEE LIz,

T

1) HAROXLETIE, 29 LEHRNSEET2%K%2, [T ANER) (BT7—7 4 Pk 2018), 5
Ny MEERCERS ] (FR - IBAF 2019) AR E LA TS, WA BIZBWVWTH, RESLCHEEDEEITLT
T A—=FrPalia=T 4 A7 —)V] LW E2T 5, LoL, FHEOEENSHETH HFK
HEW 2D, RIFETIEHEBRSCHRMES T2 KE (a3a=7 0 A7 —/1) LS, [HEEO S
WZOWNWT, FIZIETRIZ, MA—FX L ANOEE T, MA—F Y, A=K =F4ET, =V~ 7T,
FAD YT, =T, UHUE, T4V EUMLOEENEFEL TS,

2) IR 200911 H30H, JK: 200911 H26 HOA v 2 Ea—L 0, UBEIKREBION]KEDH
SIIEBEDOAL A2 —NETH S,

3) IREOFHCINE., ZhbDOHMHZala=T 4 A7 —LDOFELEENTWHD EWVI, L,
UNHCR OB —AL_R—Y FlZiFas a2 =T 4 A7 — )V EEGLeNEPOFBIL RV,

4) =TT MI, PIEHELOBRYTEHFICBWT, 633#l2 LT, WIE»LAIFEHEFTD 9
ERRBHETHD,
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Barriers to continued schooling for Sudanese refugees in Cairo, Egypt

Chiemi Kurokawa
(Graduate School for International Development and Cooperation, Hiroshima University)

Abstract

While international society stresses the importance of education for refugees to improve their quality of life and engages
in lots of projects, their enrolment performance is inferior. In this understanding, this paper reports anticipated barriers to
continued schooling for Sudanese refugees in Cairo, Egypt. Studies on refugee education have found factors that hinder
schooling, and which this paper categorizes as (1) administrative restrictions, (2) psychosocial stress, (3) lack of personal
skills and information, (4) low household income, (5) cultural norms, and (6) inadequate learning environment. It turns
out that most of these impediments are closely related to refugees' daily lives in the host community. Therefore, this study
focuses on refugees living in urban settings. Research on Sudanese refugees in Egypt showed that (1) administrative
restrictions and (4) low household income are challenges to enter schools in Egypt. However, will refugees' schooling
barriers be solved if they are freed from documentation matters and financial struggles? I conducted seven household
surveys with a semi-structured interview in Cairo. This study suggests that they prefer to send children to the community
school run by refugee or migrant communities due to psychosocial stress, such as bullying and discrimination at the
Egyptian schools. Sudanese refugees and migrants in Egypt have connectivity to the Egyptian education system following
the two countries' agreement. All nationalities do not enjoy this educational privilege in Egypt. This advantage may
eliminate the reason for attending Egyptian schools since they can enter the Egyptian higher education with the Sudanese
school certificate. Moreover, this study suggests that their academic background is merely a formality due to the lack of
legal protection. Accordingly, this study finds their living expenses account for half of their income, which possibly causes
difficulties in regularly paying the education fee to the community school. Low household income is seemingly a
significant barrier to continued schooling for refugees; however, psychosocial stress may have a greater influence than
tightened family budget on refugees' school choices in Cairo.

Keywords

Sudanese refugees in Egypt, continued schooling, refugees' psychosocial stress
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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 SSA
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.

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

2. 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.

2.

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.

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.

Article 11. Responsibilities of the Administrative Board

L.

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.
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4. The Administration Officers shall constitute the Board of Directors and discuss certain matters
involving reforming the Bylaws and the management of the Forum, etc.

5. 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.

7. 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
2. The President shall report decided matters by the Board of Directors at the Annual Membership
Meeting.
3. 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
2. 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.
3. 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.

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

The Bylaws shall be effective from April 18, 2008.
The Bylaws shall be effective from April 13, 2019.
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