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Abstract 
This thesis is about the recent education reform in Laos as a global and a local 
process. When the economy was deteriorating in Lao People’s Democratic 
Republic (Lao PDR), the so called New Economic Mechanism (NEM) was 
introduced and the country opened up for global donors and markets. This also 
had an effect on the education system. To get hold of financial support there were 
demands on Lao PDR to replace the previous strong centralised governing of 
education with more decentralised strategies. There were further demands to 
replace teacher-led lessons and rote learning with more student-centred classroom 
practices. The research questions asked in this thesis are: How are education reform 
and the new methods of teaching governed in policy and through the formal 
education organisations from ministry level to school level? How do teachers and 
students in teacher education respond to the education reform and the new 
methods of teaching? What attention is put to gender and ethnic minorities in 
these matters? The thesis is inspired by Gita Steiner-Khamsi’s global perspectives 
on education reform; consensus, conflict and culturalist perspectives. It is also 
based on a local understanding taking its starting point in a pragmatic approach 
and a mosaic epistemology and a qualitative inductive methodological approach. 
The empirical findings are based on 36 documents that govern the education 
reform, 119 individual interviews with teachers and students in social science and 
science at teacher education, some observations and a contextual analysis of 
education, gender and ethnicity in Laos. The findings show that there is a 
consensus with the international community about bringing education to all people 
in Lao PDR. However, the political understanding is in conflict between neoliberal 
and socialist traditions. Democratic centralism is the foundation which built the 
governing system in Laos; information flows up through the system and decisions 
down. Even though the system leaves 20 percent autonomy to teachers to develop 
local curricula in line with the new methods of teaching, there are yet no major 
signs that such curricula exist. Teacher educators and teacher students understand 
new methods of teaching mainly as group learning and individual learning with 
only small variations between the two subjects. According to current policy the goal 
is to improve access to education for females and ethnic minority students. The 
ethnic minority students regarded individual studies as difficult because of language 
problems. They preferred group learning because they could be supported in 
language issues. Females also felt supported in group learning. However, because of 
old gender traditions especially females from the dominating Lao Loum group also 
found individual learning supportive. In individual learning females got 
opportunities to show individual capacities without being constrained by societal 
norms. The thesis ends up in a pragmatic tradition where possibilities and 
constraints with the education reform in Lao PDR are commented on.  
Keywords: education, reform, new methods of teaching, student-centred 
education, gender, ethnicity 





 

 

ACKNOWLEDGEMENTS 

We began our PhD-training in April 2005, and it turned out to be 
an at times exciting, at times demanding journey of discovery. The 
encouragement of many people has seen us through to the end. Our 
destination would not have been reached without the cooperation of 
a number of different people and organisations in both Sweden and 
Laos.  

We would like to extend our warmest and sincerest thanks to all 
three Teachers’ Training Schools (Luangprabang, Savannakhet and 
Pakse), and the Faculty of Education at National University of Laos, 
where staff at each institution facilitated our research efforts; we 
greatly appreciate all your help. We would also like to thank the 
psychology and science teachers, and the social science and science 
students at the Teachers’ Training Schools and Faculty of Education 
who generously participated in interviews and allowed us to observe 
teaching and learning practice. Without you this would not have 
been possible. We would also like to thank staff members at the 
Ministry of Education who generously provided us the education 
policy documents needed for this study. Thank you so much. 

Thanks to the National University of Laos, Sida/SAREC and the 
Swedish Institute for providing us the opportunity to fulfil this 
journey of discovery.  

Thanks to the Department of Education, Umeå University for 
providing us with necessary facilities during our PhD-study. Thanks 
to the heads of department, professors, fellow PhD students and staff, 
for your kindness, friendship and support during our time at the 
department. Special thanks to Ann-Marie Smeds and Ulrika 
Wikström for supporting us with practicalities and to Bengt Grensjö 
for your special interest in our work and lives. 

Thierry Deschamps, Anna Frohm, and Seppo Salonen; your 
technical support has been invaluable! Thank you so much! Tack så 
mycket! 



Coming from a very warm and sunny country to a country that for a 
long time every year is both dark and cold, is a transition in itself. We 
have also brought with us a different academic background, which 
has meant that we have had to adapt ourselves to several new 
environments; learning new skills in order to reach our goal. Luckily, 
with instruction and counsel from our supervisors, we have managed. 
We would like to extend our heartfelt gratefulness to Britt-Marie 
Berge who has been our main supervisor during our thesis writing. 
We thank you for your patience in helping us, your constant 
guidance and advice, your valuable comments and suggestions and 
your encouragements during our study. We are very happy to have 
had a dedicated supervisor like you. You have always helped us to 
solve all possible problems with your nice and friendly supervising. 
Without your support and excellent guidance, we would not have 
been able to complete our thesis work. We would say that we are very 
lucky persons having an outstanding supervisor like you.  

We would like to express gratitude and thank Lars Dahlström who is 
the coordinator and consultant of the PhD-project. Thank you for 
your consideration, inspiration and support for our study. Your 
patience in advising us, helping us, and your valuable comments and 
suggestions and excellent organisation of everything surrounding our 
stay in Sweden has also been invaluable.  

Thanks also to David Hamilton who taught the foundation course in 
education and gave us knowledge about pedagogy and education.  

We also would like to express our sincere gratitude to Ann-Louise 
Silfver, who has been not only our co-supervisor but also an excellent, 
open-minded friend. You have also been a first-rate editor, having 
read and re-read our texts, which has not been an easy task. Since 
2003, Ann-Louise has actively assisted us in preparing for our PhD 
studies in Umeå; and without you; this would not have been possible, 
a million thank to you Ann-Louise! Tack så mycket!  

A special thanks to our colleagues and close friends Keophouthong 
Bounyasone and Ngouay Keosada for your support, and the sharing 
of ideas; and for sharing our PhD exprience.  

We also would like to thank all our Lao PhD-student friends in 
Umeå, with whom we have shared difficulties, homesickness, and 



 

 

happiness. All of us have had our families far away but our shared 
friendship and company has made it a bit easier.  

Finally, without the support of our families, we would not have been 
able to complete our studies; therefore we would like to thank all of 
you for supporting us to overcome all difficulties in fulfilling our 
task. 

 

Umeå in March 2011 

 

Kongsy Chounlamany & Bounchanh Khounphilaphanh 
 
 
  



 
 
 

 
 



 

 

LIST OF ACRONYMS 

ADB Asian Development Bank 

DEB District Education Bureau 

DOP Department of Organisation and 
Personnel 

DPPE Department of Primary and 
Preschool Education 

DSE Department of Secondary 
Education 

DTT Department of Teacher Training 

EFA Education for All 

EQUIP I 

 

First Educational Quality 
Improvement Project  

EQUIP II Second Educational Quality 
Improvement Project 

FOE Faculty of Education 

IMF International Monetary Fund 

Lao PDR Lao People’s Democratic 
Republic 

LPRPC Lao People’s Revolutionary Party 
Congress 

LPRP Lao People’s Revolutionary Party 

MOE Ministry of Education 

NEM New Economic Mechanism 

NGO Non Governmental 
Organisation 



NRIES National Research Institute for 
Educational Sciences 

NUOL National University of Laos 

PA Pedagogical Advisor 

PES Provincial Education Service 

PM Prime Minister 

Sida/SAREC Swedish International 
Development 
Agency/Department for 
Research Cooperation 

TDC/TEADC Teacher Development 
Centre/Teacher and Education 
Administrator Centre  

TTC Teachers’ Training College 

TTEST Teacher Training Enhancement 
and Status of Teachers Project 

TTS Teachers’ Training School 

UNESCO United Nations Educational, 
Scientific and Cultural 
Organisation 

UNICEF United Nations Children’s Fund 

 



 

 

CONTENT 

I. INTRODUCTION ........................................................................... 17 

SNAPSHOTS OF EDUCATION REFORMS ....................................... 17 

AIM ......................................................................................................... 22 

DISPOSITION OF THE THESIS ......................................................... 22 

II. FRAMING LAOS ............................................................................ 23 

PRE-COLONIAL EDUCATION IN LAOS .......................................... 24 

EDUCATION UNDER COLONIALISM 1893-1954 ........................... 25 

LAO EDUCATION 1954-1975 ............................................................. 27 

EDUCATION UNDER THE LAO PDR 1975-1986: IN A PLANNED 
ECONOMY CONTEXT........................................................................ 30 

EDUCATION UNDER THE NEM AND DEVELOPMENT 
COOPERATION ................................................................................... 35 

FROM EDUCATING THE ELITE TO EDUCATION FOR ALL ...... 39 

RESEARCH ON EDUCATION REFORM .......................................... 40 

RESEARCH ON LAO EDUCATION ................................................... 42 

Education, gender and ethnicity in Lao PDR ........................................... 42 

III. POINTS OF DEPARTURE & METHODOLOGY ................... 47 

POINTS OF DEPARTURE ................................................................... 47 

A PRAGMATIC APPROACH AND A MOSAIC EPISTEMOLOGY ... 50 

Data collection and analysis of data .......................................................... 51 

Document study ...................................................................................... 52 

Selecting documents ................................................................................. 52 

Analysing documents ............................................................................... 53 



Interviews ................................................................................................ 54 

Field access and selecting interview persons ................................................... 54 

Conducting the interviews ........................................................................ 56 

Transcribing and analysing ...................................................................... 57 

Observations .......................................................................................... 60 

Contextual analysis as an interpretive lens ................................................ 60 

IV. GOVERNING EDUCATION REFORM IN POLICY ................ 63 

EDUCATION REFORM SINCE 1975 ................................................. 63 

ORGANISING THE EDUCATION SYSTEM ..................................... 65 

The Ministry of Education (MOE) .......................................................... 67 

The National University of Laos (NUOL) ............................................... 68 

The Department of Teacher Training (DTT) .......................................... 68 

Teacher Training Colleges and Schools (TTCs and TTSs) ....................... 69 

National Research Institute for Educational Science (NRIES) .................. 69 

Department of Secondary Education (DSE) ............................................. 69 

Department of Primary & Pre-school Education (DPPE) ........................ 70 

Provincial Education Service (PES) .......................................................... 70 

District Education Bureau (DEB) ............................................................ 70 

School level .............................................................................................. 71 

ADMINISTRATION AND CONTROL OF THE EDUCATION 
SYSTEM ................................................................................................. 71 

Administration and control of TTCs and TTSs ....................................... 71 

Leadership and organisation ..................................................................... 72 

Management councils at TTCs ........................................................ 72 

Teachers’ councils at TTCs ............................................................ 72 

Teachers................................................................................................ 73 

Students ................................................................................................ 73 

Administration and control of NUOL ..................................................... 74 

Leadership and organisation ..................................................................... 76 

NUOLs executive administration ..................................................... 76 

NUOLs council............................................................................ 76 

NUOLs academic committee .......................................................... 76 

Faculty senate ............................................................................ 77 



 

 

Teachers................................................................................................ 77 

Students ................................................................................................ 77 

DEVELOPING EDUCATION POLICY ............................................... 78 

New methods of teaching or student-centred education ........................... 79 

Improved access to education ..................................................................... 83 

Improved quality of education ................................................................... 85 

The need for more teachers ........................................................... 85 

The need for improved professional quality among teachers .................. 86 

The need for an improved teacher training curriculum ........................... 87 

The need for improved school buildings and equipment ........................ 88 
The need for improved administration and management........................ 90 

NEW METHODS OF TEACHING: POLICY TURNED INTO 
PRACTICE ............................................................................................. 91 

CONCLUSIONS .................................................................................... 93 

V. RESPONSES TO EDUCATION REFORM AMONG TEACHERS 

& STUDENTS ...................................................................................... 95 

GROUP LEARNING ............................................................................. 95 

INDIVIDUAL LEARNING ................................................................... 98 

RESPONSES FROM TEACHERS AT TTC’S AND NUOL ............... 100 

Psychology teachers constructions of group learning .............................. 100 

Group learning – gender and ethnicity in the psychology classroom .................. 103 

Group learning and assessment in the psychology classroom ............................ 105 

Psychology teachers constructions of individual learning ........................ 106 

Individual learning - gender and ethnicity in the psychology classroom............. 111 

Individual learning and assessment .......................................................... 113 

Valuing group and individual learning ..................................................... 114 

Science teachers constructions of group learning .................................... 116 

Group learning - gender and ethnicity in the science classroom ....................... 117 

Science teachers constructions of individual learning .............................. 119 

Individual learning - gender and ethnicity in the science classroom ................. 120 

Valuing group and individual learning ..................................................... 121 

Student-centred education - form and content among science teachers .............. 122 

RESPONSES FROM STUDENTS AT TTC’S AND NUOL .............. 123 



Social science students constructions of group learning .......................... 124 

Group learning - gender and ethnicity in the psychology classroom .................. 126 

Social science students constructions of individual learning .................... 127 

Individual learning - gender and ethnicity in the psychology classroom............. 129 

Valuing group and individual learning ..................................................... 131 

Science students constructions of group learning .................................... 134 

Group learning - gender and ethnicity in the science classroom ....................... 135 

Science students constructions of individual learning ............................. 136 

Individual learning - gender and ethnicity in the science classroom ................. 137 

Valuing group and individual learning ..................................................... 138 

CONCLUSIONS .................................................................................. 139 

VI. AN EMERGING STUDENT-CENTRED APPROACH IN 

TEACHER EDUCATION IN LAO PDR ........................................... 147 

RETURNING TO THE RESEARCH QUESTIONS .......................... 147 

EDUCATION REFORM IN LAO PDR: POSSIBILITIES AND 
CONSTRAINTS .................................................................................. 154 

REFLECTIONS ON METHODOLOGY AND FUTURE  
RESEARCH .......................................................................................... 156 

SUMMARY IN LAO LANGUAGE ..................................................... 159 

REFERENCES ............................................................................... 173 

APPENDIX ..................................................................................... 181 

 



I. INTRODUCTION 

17 

I. INTRODUCTION 

SNAPSHOTS OF EDUCATION REFORMS 

During the middle of 1990’s, donors had made their way into Lao 
People’s Democratic Republic (Lao PDR), initiating a reform of the 
education system. This reform included all subjects in the primary 
and secondary school curricula, including teacher training. Donor 
funding was however conditioned and curricula could not include 
content that was somehow reflecting the political vision of the party, 
i.e. the Lao People’s Revolutionary Party (LPRP). Since the 
government was in need of funding, local strategies were developed 
in order to gain funding while at the same time retaining control over 
content. Thus, locally, government officials early on understood that 
donors primarily looked at the names of the subject but did not study 
the content. Therefore, the subject previously known as Political 
studies, which provided students with knowledge of the revolution 
and the party, and which included guidelines for how to be a good 
citizen and have a revolutionary spirit, was renamed Civic education. 
As teacher trainers at the Faculty of Education (FOE), National 
University of Laos (NUOL) we have experienced this and subsequent 
reforms. Our own education stories are also deeply involved in the 
history of education reform in Laos and in the following personal 
snapshots we introduce reform through our lived experiences. 

Bounchanh was born in a Lao Loum1 family, in 1954, the same year 
as Laos got its independence from France and power was handed over 
to the Royal Lao Government2. During the 1950s and 1960s it was 
quite difficult to get access to education for a farmer’s son, because 
the Royal Lao Government’s education policy mainly targeted the 
elite living in urban areas. Fortunately, Bounchanh’s countryside 
birth-village was located in a highly populated area which motivated 
                                                      
1 See chapter II for an extended discussion on ethnic groups in the Lao PDR. 
2 For  more comprehensive discussion on the different political periods in Laos, see 
chapter II. 
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the Royal Lao Government to open a primary school. This gave 
Bounchanh the opportunity to attend school supported by his father 
and his father’s younger brother, who were literate persons since they 
had been Buddhist monks. Bounchanh schooling started in 1960. It 
coincided with the education reform of the Royal Lao Government; a 
reform that distanced itself more from the French education system. 
Instead of using the French language, the government introduced the 
use of Lao (Loum) language in primary school aiming to create a 
more equal education system. However, at secondary levels, French 
language prevailed as the language of instruction. So, Bounchanh 
spent six years in primary education in his home village, and 
graduated in 1966.  

Kongsy was born in 1965 in a Lao Loum family in the countryside of 
Attapeu province in the southern part of Laos, close to the border of 
the southern parts of Vietnam. This was during the era of the 
American War3. During the first eight years of her life her family had 
to move frequently to escape the American bombings. They only 
stayed one or two months in one place and then moved to a different 
location. When the intensity of the fighting decreased in the 
beginning of the 1970s, many families could establish a permanent 
household. However, there were still bombings and great tensions in 
the village, as some families supported the Americans, while others 
were Lao Patriotic Front4 allies. During this period there was not 
much time for education. Simultaneously Bounchanh moved from 
his village to Pakse, the capital city of Champassak province, where 
there was access to secondary schooling. To be able to get a 
dormitory and daily food supplies, Bounchanh moved to a temple in 
Pakse, where Lao Loum boys from Buddhist families were welcomed. 
In the temple he was supposed to support the monks in their work 
and to follow the Buddhist rules. At secondary school, Bounchanh 
had to learn every subject in French, which was a great challenge for 
him. The teaching and learning of this time was very teacher-centred 
and the students learned mainly through rote-learning. Bounchanh 
graduated upper secondary school in 1974, one year before the 
establishment of the Lao PDR in 1975.  
                                                      
3 Better known as the Vietnam War to a Western audience.  
4 The revolutionary force, that later became the new Lao government at 
independence. 
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After independence, people in the village rebuilt their homes. The 
new government stressed the importance of education for all in Laos; 
for all ethnic groups and for men and women and boys and girls. 
Where Kongsy’s family established there was a primary school built 
with grades one and two, which was open to children living nearby. 
The school however lacked resources due to the war. These two 
grades had to share one teacher and one classroom. The teacher 
divided the blackboard in two halves; one for grade one and one for 
grade two and correspondingly divided the children in the same 
manner. The students in grade one had their own small black boards, 
while grade two had their own note books paid by the Lao 
government. The teacher wrote the lessons on the blackboard for the 
students to copy on their small blackboards or in their notebooks. 
The teacher tried to get room for every group and when there was 
time for students in one group to read out loud, the other group was 
moved to the back of the classroom or were asked to stay outside the 
classroom. The students were not many; only around eight to ten in 
each grade. Even though the Lao Patriotic Front mobilised all Lao 
people to get an education, many families needed their children’s 
labour at home for work and support, since the families often were 
poor. That was also the case for Kongsy’s family of seven children. 
Kongsy however very much wanted to go to school and became the 
one among her siblings who, in spite of her parents’ resistance, went 
to school. To be able to go to school she got up every morning at 3 
am and walked around three kilometres to work in the vegetable and 
fruit fields before she went to school. After school, Kongsy went back 
to the farm to work. Before she went back home, she carried water 
from the river to her home every day. Her other siblings worked the 
whole day on the rice fields and also collected wood for the fire. To 
be able to continue studying Kongsy, like Bounchanh, had to move 
to a bigger village/city or central community. Kongsy was lucky in 
that matter, since her family moved to central Xaysetha district, in 
Attapeu province and she could, after two years in primary school 
continue her studies. She went to Teachers’ Training School (TTS) 
in 1980 in Attapeu to become educated as a primary school teacher.  

The government needed Lao people to get educated because the 
majority of well-educated Lao elite had migrated abroad at the time 
of independence. This created problems for the Lao Government 
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which faced a lack of educated staff in all government sectors and 
especially within the education sector. For Kongsy, this became her 
first appointment. After graduating as a primary school teacher, she 
became a teacher at the Government Staff Training Centre, teaching 
primary level mathematic and Lao language. To be able to upgrade 
her education and continue teaching the government staff, she was 
selected to study at the Teacher Training College (TTC) in 
Champasak province for three years.  

The government’s strategy was also to send students abroad to 
socialist bloc countries. Bounchanh was one of these students who in 
1976 went to study chemistry in Chisinau situated in the Republic of 
Moldova, one of fifteen socialist republics in former Soviet Union, 
located between Romania to the west and Ukraine to the north. To 
be able to study he had to learn reading and writing in the Russian 
language. Bounchanh graduated with a Master Degree in chemistry 
in 1982 and then came back to Lao PDR to work as a chemistry 
teacher at the Bio-chemistry Department at Vientiane Pedagogical 
Institute.  

After the introduction of the New Economic Mechanism (NEM) in 
1986, Lao PDR opened up to the global market system. The Lao 
government began to reform the education system, with the goals of 
linking education development more closely to local socioeconomic 
situations. This included improving and emphasising science 
training. During this reform Bounchanh got funding from 
UNESCO (United Nations Educational, Scientific and Cultural 
Organisation) to do research and a training course in chemistry in 
Budapest, Hungary in the academic year 1987-1988. He had to leave 
his wife and two children in Laos, the youngest only one month old. 
At that time he also had the opportunity to observe student-centred 
education at school level in Hungary. From this period English 
language was regarded as important tools to communicate and work 
with donors, so Bounchanh also had to learn English as his third 
foreign language. 

When Bounchanh was doing his last year in Hungary, Kongsy was 
supported by the Lao Government to become a teacher of psychology 
and pedagogy. She continued her studies at Vientiane Pedagogical 
University, Department of Psychology and Education for four years.  
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At the beginning of the 1990s, the Ministry of Education (MOE) 
issued a policy on changing education practice from lecture-based 
and teacher-centred, to active-based and student-centred education. 
In line with these efforts MOE established a Teacher Development 
Centre (TDC), with the main task to develop a new curriculum and 
new textbooks for the TTCs and the TTSs. Bounchanh became a 
TDC staff in 1994, with responsibilities for chemistry curriculum, 
chemistry textbooks, and teachers’ guides. Through different donor 
projects he attended various training courses concerning student-
centred education in Thailand, Malaysia and Japan. After graduation 
Kongsy became a teacher of Department of Education and 
Psychology of the University of Vientiane which in 1995 became the 
NUOL. Funded by the Asian Development Bank (ADB) Kongsy 
could continue her master-level studies in Guidance Psychology in 
Thailand in Thai language which is close to Lao Loum language. 
After graduation she returned to NUOL and FOE.  

In 2002, TDC became part of FOE and Bounchanh and Kongsy 
became university colleagues. At that time NUOL got donor money 
from Sweden to upgrade its staff through a cooperation Project with 
Sida/SAREC. The FOE was one of the faculties which got funding to 
upgrade its staff in cooperation with the Department of Education, 
Umeå University. At this time FOE was the less developed faculty at 
NUOL with regard to both the staffs’ and students’ experiences of 
doing research. There was also limited access to educational research 
literature at the university. This created an opportunity for the two of 
us to first improve our English language in Australia for ten weeks in 
2004 and then come to study at the PhD program at the Department 
of Education, Umeå University in April 2005. 

As can be noted, our lives have, both personally and professionally, 
been very strongly connected with different education reforms in 
Laos and will continue to be so, when we return back Vientiane and 
NUOL. This explains our interest in education reform which is the 
topic of this thesis. We are especially interested in the reform 
initiated in the early 1990’s which still affects education in Lao PDR. 
This reform has had as one of its main goals to introduce so called 
new methods of teaching, also known as student- or learner-centred 
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education5, a process that has interested us both on policy and 
practice levels.  

AIM 

The overall aim of this thesis is to analyse and understand present 
education reforms in Laos as global and local processes. 

The main research questions were: 

• How is the education reform and the new methods of teaching 
governed in policy and through the formal education organisation 
from ministry level to school level? 

• How do teachers and students in teacher education respond to the 
education reform and the new methods of teaching? 

• What attention is put to gender and ethnic minorities in these 
matters? 

 

DISPOSITION OF THE THESIS 

The introductory chapter is followed by chapter II, Framing Laos, in 
which education reform is historicised and contextualised with the 
help of previous research available and statistics. This chapter also 
discusses previous research on gender and ethnicity in Laos as well as 
education reform from a more general perspective. Chapter III, Points 
of departure & methodology, presents our theoretical perspectives and 
qualitative methodology. Chapters IV, Governing education reform in 
policy, and V, Responses to education reform among teachers and 
students, are the empirical chapters and constitute the backbone of 
the thesis. Chapter V presents a document study with the aim of 
mapping how education and reform is governed in steering 
documents relevant to education practice. In chapter V, interviews 
with teachers and students in teacher education bring new knowledge 
about how those at ‘grassroots’ level understand and relate to 
education reform. Finally, in chapter VI, An emerging student-centred 
approach in teacher education in Lao PDR, we address the possibilities 
and constraints of education reform in Lao PDR. 

 
                                                      
5 The terms are used interchangeably but we will in this thesis mainly refer to it as 
student-centred education. 
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II. FRAMING LAOS 

Lao PDR is a small nation in continental Southeast Asia. Laos shares 
borders with five neighbours: The Union of Myanmar and the 
Kingdom of Thailand through the Mekong River to the West; the 
People’s Republic of China in the North; the Kingdom of Cambodia 
in the South and the Socialist Republic of Vietnam in the East. Lao 
PDR consists of 16 provinces and one prefecture, 142 districts; of 
which 70 have been identified as poor and 47 districts have been 
identified as very poor. There are approximately 5.62 million living 
in Lao PDR of which 2.82 million are females. Within this 
population, there are 49 identified ethnic groups (Lao census, 2005). 
The Lao Government classifies these into three categories according 
to topography: Lao Loum (‘Lowland Lao’), Lao Theung (‘Midland 
Lao’), and Lao Sung (‘Highland Lao’) (Kanstrup-Jensen, 2007). The 
ethnic groups are also categorised according to four main language 
families; Lao Loum or Lao-Tai (8 ethnic groups, 66,2 percent), Mon-
Khmer (32 ethnic groups, 22,7 percent), Hmong-Yao (2 ethnic 
groups, 7,4 percent), Tibeto-Burman (7 ethnic groups, 2,9 percent) 
and other groups (Chinese, Yunannese, 1,9 percent) (Goudineau, 
2003). Lao Loum is the largest group whose mother tongue is also 
the official language and who identify with the majority religion 
Buddhism. The Lao Theung and Lao Sung are composed of several 
other ethnic minorities with different agricultural techniques, 
traditions, beliefs and languages. Due to their geographical location, 
Lao Theung and Lao Sung people often live in more precarious 
conditions, with limited access to health care and education 
(Kanstup-Jensen, 2007). In addition Lao PDR has a history of being 
an arena in which more powerful neighbours and colonisers have 
interfered. In 1954 however, Laos newly independent from France, 
set out to build a modern society, but was soon (1962) engulfed by 
the American War (Chaleunsin, 1996) and again a Western country 
came to have influence on local life in Laos. 

Colonial heritage, economy, traditions, culture, religion and gender 
patterns are important factors for education development. In 
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relations to this, Lao PDR meets many challenges, among which 
poverty, language and geographical location can be mentioned. 
Education most often takes place in central villages and towns, while 
around 80% of the population lives in rural villages, some of which 
are very remote (Fox, 2003) and where many do not speak the 
language of instruction, Lao. It has therefore been and still is very 
difficult to gather all Lao children for schooling, especially children 
from remote areas speaking another mother tongue. We believe that 
these circumstances impact on the situation of education in Laos 
presently, and the government’s aims of providing education for all 
that rests on student-centred approaches. Naotouayang, (2008:27) 
reminds us of what the president of the Lao PDR, Kaysone 
Phomivhane used to say: “Only when we look at the past, we 
understand the present and can foresee the future”. Even though our 
research focuses on education reform from the 1990s, we 
acknowledge that present developments rests on what happened 
yesterday. Therefore, we will contextualise the current reform by 
briefly outlining developments within Lao education dating back to 
the pre-colonial period in the 17th century and onwards.  

PRE-COLONIAL EDUCATION IN LAOS 

Before Laos became a French colony in 1893, there were no public 
schools in Laos and therefore analphabetism was widespread. People 
gained knowledge within families and in the Buddhist temples. 
Education within families often meant education without curriculum 
and textbooks. The family member transferred knowledge considered 
important to their own ethnic group. The children learned certain 
life skills and they learned by doing rather than reading. Adults 
demonstrated and learners tried to follow. The most important 
teachers were the parents followed by siblings and other relatives 
(Bouasivath, 1996). Due to these traditions, reading and writing 
became less important in Lao society. Children had to contribute to 
their families’ survivals and they were supposed to help their parents 
with all kinds of work at home which is still the case in remote areas 
of the country. One could therefore say that pre-colonial practices 
and traditions are still common in certain parts of the country. 
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Besides education in families, the temples have served as an 
important site for the education of boys, both in the old days and in 
modern times. Almost every village had a temple since a village 
without a temple was regarded an incomplete village. Specific fields 
of knowledge were taught in the temples aiming at making boys 
educated in intellectual, religious and cultural issues such as religious 
ceremonies, following Buddhist rules, performing meditation, and 
mind-purification ceremonies. The students gained knowledge 
through learning by doing and repetition. The temples organised 
formal religious studies for monks and novices. For the boy children, 
teaching and learning was an informal activity. People from the 
community could request to be taught by the monks but this was 
only organised for those willing to learn. The education was free of 
charge, but the boys were expected to support the monks in their 
work. The students could live in the temple, and food was available. 
After temple education boys became respected members in the 
society (Bouasivath, 1996). The temple education was however not 
available for girls and boys from ethnic minority groups who were 
not Buddhists. They were educated within their families with the 
practical skills deemed necessary (Kanstrup-Jensen, 2007). For girls 
and women, much of this education dealt with socialising them to be 
good wives. This practice was not in the least supported by Buddhist 
doctrines prescribing that a woman was “a predestined spouse united to 
the husband in their former life, and so they should honour him as a 
God” (Ngaosyvathn, 1995:34). Therefore especially Buddhist girls 
were taught to become polite, obedient and good followers. These 
lessons were commonly transmitted through folktales which was a 
common form of education in pre-colonial times (Evans, 1998; 
Ngaosyvathn, 1995). 

EDUCATION UNDER COLONIALISM 1893-1954 

In 1893 the educational situation began to change when Laos became 
a French protectorate. Initially, the French rulers were not interested 
in educating the Lao population at large. What however became an 
important task was to develop a French Indochinese identity across 
the Southeast Asian region (Kanstrup-Jensen, 2007). This was done 
by selecting Lao youth from privileged families for studies in France, 
in order to build support for the colonial system in Laos. These 
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students, once educated were supposed to become the leaders of Lao 
communities, and the upholders of the French colonial regime 
(Phonekeo, 1996). In 1902 the French established the first schools in 
Vientiane and Luangprabang. The language of instruction was 
French and the schools were only open for the urban Lao elite groups 
(Phonekeo, 1996).  

The education in colonial French Indochina consisted of two 
systems: The French system and the Indochina system. The French 
education system was created in order to be compatible with the 
French system in France. It covered pre-school to upper secondary 
school. This type of school was established only in the big cities and 
there was only one school of this type in each city, mainly for 
children from French families, parents of which worked in Laos. 
Some Lao children could get access to these schools if their parents 
worked very close with French officials. All teachers were French, 
well trained in the colonial policy, and they often served as inspectors 
in the regions. The Indochina system schools were at primary levels 
allowed to be adapted to Lao local culture, traditions and languages. 
This primary school type was set up only where local population were 
living. Only some French teachers taught in these schools. The 
majority were local people who were well trained in the French 
system. From lower and secondary levels all education was oriented 
to match with the French system; curriculum and textbooks were the 
same used in France and they were imported directly from there. 
Although the primary school was a little bit different from the French 
system in term of contents, Lao students started to learn French on 
the first school day of grade one (Phonekeo, 1996).  

As already mentioned, the French colonial power was not interested 
in bringing education into Laos on a general level. In 1938, there 
were 84 schools in the country. Only 6 schools offered complete 
primary education (from grade 1-6), and there was only one 
secondary school (PaVie). The number of students completing 
primary education were 1.400 and 197 studied at secondary school 
level. In 1952, the first teacher training institution was set up in the 
capital city of Vientiane offering a four year teacher training 
programme. 30 students who had completed primary school were 
enrolled into the programme at this time. In 1953 there were 90 
students enrolled into the teacher training programme. 13 students of 
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the first batch sat for the exams and only 5 of them passed 
(Phonekeo, 1996). The numbers of qualified teachers were thus very 
low. 

The slow progress of education under the French colonial system can, 
according to Phonekeo (1996), be attributed to two primary causes: 
Firstly, to the French, Laos was not a top priority country in the 
Indochinese context and as such not a country much invested in. 
Secondly, Lao people did not have much confidence in the French 
education that was available and therefore, they many times preferred 
to send their (boy) children to the temples for education. The French 
were further not especially interested in provided education for ethnic 
minority group (Kanstrup-Jensen, 2007). As an example, ethnic 
minority groups belonging to Lao Theung were named “kha“ by the 
French which means “slave”. It was not necessary to educate slaves 
and instead the French focused on Lao Loum who they considered 
intellectually superior to Lao Theung (Evans, 1999). During more 
than 60 years only seven Lao people graduated from university, and 
up to 1953 the statistic show that 118 people finished lower 
secondary school and only 31 people completed upper secondary 
school (Phonekeo, 1996). Lao women lacked opportunity to attend 
school during this period because Lao parents did not think that 
French education was suitable for Lao girls and women, and the 
temples were no place of women. This kept literacy rates low among 
Lao women and Ngaosyvathn (1995) states that up until 1975, 
approximately 95 percent of Lao women aged 45 were illiterate.  

LAO EDUCATION 1954-1975  

Laos received its independence from France in 1954. At this time, 
there were however internal struggles which divided the country in 
two parts, the Royal Lao Government zones and the so called 
liberated zones which were controlled by the revolutionary forces, 
Lao Patriotic Front. Here the struggle stood between the old royal 
administration and a new socialist revolutionary movement that 
fought for a different, socialist, future of Laos.  

The Royal Government zones were mainly located in urban areas. 
Here the French education system as continued to be developed, 
targeting the elite. Primary education became mandatory in 1951, 
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but only children living near a school were obliged to attend school. 
In practice the education policy remained under French control 
through, “the urbanized, French-trained Lao Loum leadership of the 
Royal Lao Government”. The secondary and higher education 
systems also followed this model (Kanstrup-Jensen, 2007:66). 

After independence from France in 1954, the Royal Lao Government 
and Lao Patriotic Front agreed on a common reform of the education 
system. The aim was to create an equal education system for all, not 
just for the wealthy elite, and to create a system appropriate for the 
country’s situation where subjects relevant to daily life were taught. A 
final important feature of education during this time was its focus on 
promoting nationalism. In practice however, the Royal Lao 
Government remained focused on city areas where mainly the elite 
resided, while the Lao Patriotic Front attempted to introduce 
education for all Lao ethnic groups of both sexes in the whole 
country, using Lao language in the whole system (primary to upper 
secondary education). The Royal Lao Government used Lao language 
as the language of instruction in primary school but in higher levels 
French language was used as language of instruction. These 
differences created tensions that finally led to Laos having two 
parallel systems. Therefore, the objectives of a common education 
reform in 1962 were not met. 

There were however internal pressures on the Royal Lao Government 
to address shortcomings with the education system. In 1962 another 
attempt at reform was made, focusing the same issues as in the mid-
1950’s. Another important feature this time around was a focus on 
promoting nationalism.  

Language became an important tool to develop nationalism and all 
Lao people were encouraged to use Lao language under the parole: 
“Language reveals one’s nationhood” (Evans, 1999:158). The use of 
Lao language was especially campaigned for within education and 
from 1967, the use of Lao language was widespread at primary school 
level, but in higher levels, French language prevailed as language of 
instruction (Phonekeo, 1996:78). Parallel to the Royal Lao 
Government, the revolutionary Lao Patriotic Front was also a power 
to be counted with. In 1954, half of the country’s territory with one 
million inhabitants was controlled by the revolutionary side. This 
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territory was expanded during the so called American War  and came 
to cover about 2/3 of the country’s total territory and half of the total 
population. These liberated zones were mainly located in the 
mountainous Eastern parts of Laos along the borders with Vietnam 
and China and the central administration of the liberated zones was 
in the northern province of Houaphanh (Chaleunsin, 1996). 

Education was a primary target for the revolutionary process since the 
goal was to spread information about the revolution and creating new 
socialist citizens. The objective of education under the Lao Patriotic 
Front was to build a cadre of working class which transcended 
ethnicity and gender since all were important in the struggle against 
the Americans and the Royal Lao Government. Education focused 
on skills that would assist them in completing day to day task which 
would allow the people to be self-sufficient. The education system 
was built on a 10-year general education system (4+3+3) much 
influenced by other socialist countries systems, especially Vietnam 
and the Soviet Union. Numerous Lao children and adults went to 
Vietnam for schooling and training and many Vietnamese cadres 
came as advisors and teachers to the liberated zones. This education 
was organised around topics like nationalism, scientific and public 
orientation. It was the first time in Lao history that the whole Lao 
education system, from primary level to upper secondary level) was 
organised in the Lao language in order to encourage people in the 
whole nation to become nationalists. Education relied on ideas and 
analyses rooted in Marxist-Leninism, and were closely tied to manual 
labour. The education was intended to serve the Party’s political 
duties by providing indoctrination, training cadres, and serving as an 
instrument of class struggle (Chaleunsin, 1996, Lockhart, 2001).  

To achieve the objectives of education, the teacher training became of 
great importance. In 1961, the first teacher training school (4+2) for 
primary school teachers was established in the liberated zone with 59 
teacher students in the first group. During 1962-63 female teacher 
students covered 11.9 percent and ethnic minority teacher students 
10 percent of the total group. In 1965, the first teacher training 
college (7+3) for lower secondary school was established. Besides that, 
there was intense support to upgrade the standard of teachers 
through in-service training. Primary school teachers had to have at 
least primary school level training, and at least half of the teacher 
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student group had to have completed lower secondary level. Lower 
secondary teachers must have the academic knowledge from the 7+3 
system and a certain number of upper secondary teacher students 
should have completed studies at the university level. In January 
1975, the first teacher training college (10+3) of the liberated zone 
was established with four sections: Literature and Russian language, 
History-Geography, Mathematics-Physics, and Biology-Chemistry 
(Chaleunsin, 1996). In 1975, there were in liberated zone 268 
complete primary schools, 46 lower secondary schools, 3 upper 
secondary schools, 19 teacher training schools (4+2) for primary 
school level, one training school for lower secondary school teachers 
(7+3) and one teacher training college (10+3) (Chaleunsin, 1996). 

In 1975, the Lao Patriotic Front took control of the whole country 
officially forming the Lao PDR. The post-1975 era can be divided 
into two different phases with different implication for education: 
The period between 1975-1986 attempts were made to form a 
society from a planned economy perspective. This was however 
replaced in 1986 by what is known as the NEM which represented a 
move towards a market oriented economy. This was prompted by the 
deterioration of the Eastern Bloc which meant that many of the 
former partners of Lao PDR no longer were in positions to continue 
support to Laos thus forcing the country to seek support from 
countries outside of the Eastern Bloc. 

EDUCATION UNDER THE LAO PDR 1975-1986: IN A 
PLANNED ECONOMY CONTEXT 

In 1975 the situation in Indochina changed rapidly. The people of 
Cambodia and South Vietnam successfully gained victories in their 
struggles for a socialist society. These victories created great 
opportunities for Laos. Therefore, to meet the requirement of the 
whole country, the Control Committee of the Lao National Front for 
Nationalism organised a General Meeting on 1st and 2nd December 
1975 in Vientiane Capital. The meeting declared the abolishment of 
the feudal regime in Laos, and the establishment of the Lao PDR 
(Bounsengthong, 1996). 

The Lao People’s Revolutionary Party (LPRP; formerly known as the 
Lao Patriotic Front) and the government of Lao PDR issued a policy 
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for the development of the country into a socialist country. Emphasis 
was put on forming people’s attitudes in order to support the 
Cultural Revolution. Here the LPRP prioritised the education of the 
new socialist person. In 1978 the Party Central Committee issued a 
decree on education in the new revolution era which focused on 
establishing socialism. Education was modelled according to party 
policies and schools were seen as the tools of the working class 
people. Education was for everyone, regardless of ethnic minority 
status or gender. The decree also emphasised the establishment of a 
teacher training system building on a socialist orientation where 
teachers and education administrators were to be educated 
(Bounsengthong, 1996). The Decree further emphasised the close 
relationship between education and ideology (especially Marxism-
Leninism) and labour. Both ideology and labour were linked to the 
“new person”, with the ultimately objective to a new socialist regime 
(Lockhart, 2001). 

The first ten years were marked by intensive efforts made by the 
LPRP and the government of Lao PDR to develop education for 
citizens nationwide. However these efforts met many challenges. One 
important goal of the new government was to establish a system of 
universal primary education by 1985. The Lao PDR took over the 
existing Royal Lao Government education system, combining it with 
the education system of the Lao Patriotic Front. The general 
education was reformed from the 13-year system (Lao Royal 
Government system) and 10-year system (Lao Patriotic Front system) 
to an 11-year system (5+3+3), facing many of the same problem that 
had also confronted previous governments, namely to provide 
education for all children. The French system of education was 
replaced with a Lao curriculum, although lack of teaching materials 
delayed the implementation of an effective education system. An 
intensive adult literacy campaign was also initiated in 1983-84, which 
mobilised educated persons living in villages and urban 
neighbourhoods to bring basic reading and writing skills to over 
750,000 adults. According to the United Nations (UN), by 1985 
those able to read and write were estimated at 92 percent of men and 
76 percent of women in the 15-45 age-groups. Because few reading 
materials were available, especially in the rural areas, many newly 
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literate adults however lost much of their proficiency after a few years 
(Ireson, 1994; Phetsiriseng, 2009). 

The decision to establish a general primary education led the 
government to focus its efforts on building and staffing schools in 
nearly every village. These efforts resulted in increasing school 
enrolment after 1975. However, due to limited resources most 
schools were poorly constructed, most often of bamboo and thatch, 
and staffed by only one or two teachers. The teachers had low wages, 
and often did not get paid for months on end. Many village schools 
only had one or two grades, and also lacked books, paper, and other 
teaching materials. Therefore, the goal of achieving a general primary 
education was no longer a primary goal (Ireson, 1994). 

Because teachers were paid irregularly, they were forced to spend 
significant amounts of time farming or in other livelihood activities, 
with the result that in many locations classes were actually held for 
only a few hours a day. Because of irregular classes, overcrowding, 
and lack of learning resources, the average student needed eleven to 
twelve years to complete the five-year primary course in the late 
1980s. Repetition rates ranged from 40 percent for the first grade to 
14 percent for the fifth grade. Dropouts also were a significant 
problem, with 22 percent of all entering first graders leaving school 
before the second grade. In the late 1980s, 45 percent of entering 
first graders completed all five years of primary school, up from 18 
percent in 1969 (Ireson, 1994). 

The variation of school enrolment depended on location, ethnic 
group, and gender. Enrolment and school quality were higher in 
urban areas than in rural farming communities. In the late 1980s the 
enrolment rate for the Lao Sung was less than half that of the Lao 
Loum; enrolment was also low for Lao Theung children (Ireson, 
1994). 

The enrolment of girls was also lower than boys. In 1969 only 37 
percent of students in primary school were girls; by 1986, however, 
44 percent of primary school students were girls. Among Lao Sung 
and Lao Theung female students the enrolment rate was as low as 26 
percent which Ireson (1994) contributed to cultural attitudes among 
Lao Sung and Lao Theung, which prevented girls from going to 
school.  
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Secondary education enrolment also expanded between 1975 and 
1986. Local secondary education was concentrated to the provincial 
capitals and some district centres. Dropout rates for students at 
secondary and technical schools were not as high as among primary 
students, but the gender and ethnic group differentials were more 
evident. In the late 1980s, only seven percent of lower-secondary 
students were Lao Sung or Lao Theung, a rate that dropped to three 
percent in upper-secondary school. For most students who did not 
live in a provincial centre, attendance at secondary school required 
boarding away from home in temporary facilities. This situation 
further discourages students in rural areas from pursuing further 
education, with additional differential impacts on girls and minorities 
(Ireson, 1994). 

After 1975, the Lao Government faced serious problems in 
vocational and secondary schools because the majority of well-
educated Lao elite migrated to abroad (to e.g. the USA and France) 
leaving the education system lacking qualified teachers. Only during 
the 1980’s, was a change noticeable, when started returning from 
studies in socialist bloc countries. According to Ireson (1994), 
between 1975 and 1986, the government granted over 14,000 
scholarships to at least eight socialist countries bloc; just over 7,000 
were to the Soviet Union, followed by 2,500 to Vietnam, and 1,800 
to the German Democratic Republic (East Germany) (Ireson, 1994) 

After 1975, the Party Central Committee made the effort to re-
educate around 800 teachers who had been teaching under the Lao 
Royal Government education system. According to Bounsengthong 
(1996), during the period of 1975-1986 teachers training activities 
were more rapidly developed compared with the situation before 
1975. During 1975-1986, there were 17 schools for the training of 
primary school teachers, 11 schools for the training of kindergarten 
teachers, 15 schools for the training of ethnic minority teachers, 5 
schools for the training of monk teachers, 1 school for the training of 
teachers of physical education and 10 schools for the training of 
lower secondary school teachers; all together 59 teacher training 
institutions. In the period 1975-1986 the number of schools for the 
training of primary school teachers in the whole country was slightly 
reduced from 19 to 17. This action was taken in response to actual 
management and the policy that each province must have only one 
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school for the training of primary school teachers (Bounsenthong, 
1996). 

In August 1978 the TTCs in Viengsay and Vientiane were joined 
into one college which was called the Vientiane Pedagogical Institute. 
It had two branch campuses located in Luangprabang and 
Savannakhet provinces. This teacher training college consisted of 
seven faculties and offered a 4-year programme, including 
mathematics and physics, biology and chemistry, geography and 
history, psychology and pedagogy, French language, English language 
and Russian language. Its functions were to train upper secondary 
school teachers nationwide in the subjects mentioned above (Can, 
1991). 

Even though the Lao Government emphasised that all Lao citizen 
were equal, in reality an imbalance persisted were women and ethnic 
minorities were at the losing end. For the majority of women old 
traditions placed them in the homes where little education was 
needed. Under the new socialist regime the government launched the 
slogan of the Three Goods for women: Women should strive to be 
good citizens, good wives, and good mothers. As good citizens they 
should focus on patriotism and on creating solidarity among ethnic 
groups in order to contribute to the task of safeguarding and building 
nation. As wives women should support their husbands in their work 
and studies and as mothers they should take care and educate their 
children. It was also the duty of the wives to care for parents and in-
laws (Ngaosyvathn, 1995). This slogan indicated that a woman’s 
place, despite the equality rhetoric, was in the home. The result of 
this has been that women’s ability to develop outside of the home has 
been slim. As Fox (2003) pointed out, around the turn of the 
millennium, there were 11.220 staffs employed within the education 
sector. Of these only 2.108 were women. At TTCs all directors were 
men and out of 20 deputy directors only one was female. Fox (2003) 
noted that despite the fact that there is a national policy to increase 
women’s employment much remained to be done. Few women were 
employed in regional education offices, or in schools in ethnic 
minority areas. Conditions of work were particularly harsh for 
women if they had children, and some female teachers even brought 
their infant children to class, teaching and simultaneously caring for 
their child.  
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The Lao government also set up ethnic minority schools in the 
provinces in order to provide basic education to ethnic minority 
children, the focus here was on literacy and primary education. These 
efforts were however not unproblematic: According to Goudineau 
(2003) ethnic minorities often did not understand the use of 
schooling their children so the dropout rate was high. There was also 
resistance among teachers to accept postings in remote areas, and 
finally, language presented a challenge since few spoke Lao language 
and many minority languages further did not have a writing system 
which made it even more difficult.  

EDUCATION UNDER THE NEM AND 
DEVELOPMENT COOPERATION 

Before 1986 Lao PDR followed a planned socialist economic system. 
In 1988 that was replaced by what was called the NEM. This meant 
that Lao PDR opened up to the global market system and to the 
World Bank, ADB and other Western donors replacing the former 
Eastern Bloc as cooperation partners. During the period before and 
after the fall of the Soviet Union, the Eastern Bloc stopped providing 
scholarships to Lao students. This development had consequences for 
education. The Lao government adopted the Education for All (EFA) 
slogan which was a UNESCO concept. In 1986 the Lao government 
began to reform the education system, with the goals of linking 
education development more closely to local socioeconomic 
situations. This included improving and emphasising science 
training, expanding cooperation with remote mountainous regions, 
and recruiting minority teachers. The plan envisioned making 
education more relevant to daily realities and building increased 
cooperation in education activities among the various ministries, 
mass organisations6, and the community. The necessity of education 
reform also was closely linked to the implementation of the NEM. 
The NEM aimed at changes in society at large which included 
moving to a market economy and developing international economic 

                                                      
6 There are three mass organisation placed directly under the central committee of 
the party and the president. These are The Lao Women’s Union, the Labour 
Union and the Youth Union. The mass organisations are represented at all levels in 
Lao Society from the highest political level to village and school level.  
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cooperation. As a consequence of this reform, international 
organisations like UNESCO, the World Bank and the ADB got 
involved in school-related projects on a large scale. Many foreign 
consultants came to work with curriculum and textbook 
development and also with teacher training courses (Lockhart, 2001; 
Sisavanh, 2003). One consequence of this cooperation was that the 
concept of student-centred education was introduced in a Lao 
concept paper on education in 1994 (MOE & TDC, 1994), and the 
NUOL was formed in 1995 through the merging of several higher 
education institutes. Even though support from the former Eastern 
Bloc came to a halt, Vietnam continued to host a large contingent of 
Lao students, and China offered scholarships as well. However, other 
destinations such as Thailand, Australia and France among others 
became increasingly common (Lockhart, 2001), creating new 
networks for Lao PDR.  

The Lao government’s over all aims were, and still continues to be, 
poverty alleviation and the development of a modern industrial and 
economic structure by the year 2020. Since upgrading human 
resources was a central feature of this policy, education was put at 
centre stage. Accordingly, the MOE attempted to create proper 
conditions for education development which would support the 
nation’s macro-strategic goals. The general aim of the education 
reform was to instil the young generation with a scientific world 
viewpoint. Other valued goals conveyed to students through 
education, were that they should be taught a spirit of patriotism and 
a sense of solidarity with all Lao multi-ethnic people and the people 
all over the world. They should be trained to become good citizens 
who recognised their rights, interests and duties and who had the 
ability to preserve and promote national tradition and culture. 
Further self-reliance and self-sufficiency was seen as important and 
students should be taught to be economically sensible and able to 
combine individual and public interests. Education should also 
provide students with general, scientific, technological knowledge, 
and vocational skills. Other valued qualities was that students should 
be taught to be well-disciplined, feel responsibility and commitment 
for their work, maintain good health, be creative thinkers and be 
ready to take part in the national development in order to reduce 
poverty (Sisavanh, 2003).  



II. FRAMING LAOS 

37 

During 1986-2009, the curriculum was reformed in order to adapt to 
market orientation but the general education system continued to 
offer 11 years of schooling (5+3+3). Only in the academic year of 
2010-2011, was the general education system reformed to a 12-year 
system by adding an additional year at lower secondary level (5+4+3). 
This was done as a response to the Dakar Framework of Action in 
2000, which targets EFA and international standards in education 
(Phetsiriseng, 2009). 

As mentioned previously, the NUOL was established in 1995 by the 
merging of ten higher education institutions providing university 
level programs with 4 years courses, namely the Vientiane 
Pedagogical Institute, the National Polytechnic Institute, University 
of Medical Sciences, Veunkham Agriculture-Forestry Centre, 
Nabong Agriculture College, Dongdok Forestry College, Tadthong 
Irrigation College, Architecture College, Communication College 
and Electronic College. The goal of the merger was to harmonise and 
rationalise Laos’ higher education system. Additional colleges were 
then merged into this structure and by mid-1998; ten colleges had 
been merged into NUOL. Since the foundation, the NUOL has 
included 13 faculties: School of Foundation Studies, Faculty of 
Sciences, Faculty of Engineering, Faculty of Agriculture, Faculty of 
Medical Sciences, Faculty of Letters, Faculty of Education, Faculty of 
Economics and Business Administration, Faculty of Architecture, 
Faculty of Laws and Political Sciences, Faculty of Forestry, Faculty 
Social Sciences, and Environment Development Centre 
(Nouansavanh, 2007). 

The tasks of NUOL are to improve economic competitiveness and to 
increase employment opportunities of higher education graduates 
through an expanded, improved and equitable higher education 
system and to produce skilled graduates in key disciplines responding 
to the labour market demands (Prime Minister, 2009). In NUOL’s 
mission lies also to contribute to poverty reduction and national 
development by contributing with a workforce with analytical and 
technical skills, capable of assisting the Lao PDR’s move to a 
knowledge-based society and a technical and industrial-based 
economy (Prime Minister, 2009). 
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At all levels, teachers are regarded as important agents in determining 
the quality of education. Around the year 2000, the numbers of 
teacher training institutions was reduced from 59 to 10. This action 
was taken in order to respond to an existing financial status which 
required a cut in costs, but the reform was also guided by ideas of 
improved management and quality. There were two programs; 8+3 
and 11+1, for the training of teachers for all subjects in primary 
school. There was further an 11+3 program with three options: 
natural sciences, social sciences and foreign languages which trained 
teachers of lower secondary school, who should be able to teach all 
subjects included in the core option with one of four free option 
subjects: physical education, technology, drawing/painting and 
music/dancing (MOE, 2000; Sisavanh, 2003). 

The teaching and learning strategies were to shift from lecture-based 
to activity-based education which put the learner in the centre. This 
shift began in the beginning of the 1990s as a combined effect of two 
important policy influences. Firstly, the World Bank and UNESCO 
sponsored a world conference on education in Jomtien, Thailand, 
where the so called ‘EFA-consensus’ was formulated. Student-centred 
education was part of that consensus and became the general 
conception of education in donor projects. Secondly, the 
introduction of NEM opened up Lao society for international market 
forces as well as donors from the Western powers (including Australia 
and Japan). The aim was to move from teacher-centred to student-
centred education strategies, which would promote critical and 
creative thinking (Sisavanh, 2003:8).  

The main objective of education reform under the NEM is to achieve 
the goals of EFA. Therefore, the Lao government focuses on 
expanding education into rural, ethnic and remote areas to make sure 
that all ethnic groups, both sexes and all ages, have equal access to 
education. Another important task is to reduce adult illiteracy in the 
whole country.  

In line with the 2005 Education for All National Plan of Action 
(MOE, 2005), the government is initiating an education reform that 
will lead to more pre-school education, extension of general 
education from eleven to twelve years, construction of more school 
buildings, teacher training and upgrading, reform of curricula and 
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the development of teaching-learning materials, empowerment of all 
universities, and establishment of technical and vocational colleges in 
all provinces. 

FROM EDUCATING THE ELITE TO EDUCATION FOR 
ALL 

The education reform in Laos under the French colonial regime was 
aimed at producing a small group of officials from ruling elite who 
were loyal to France and Indochina. Colonial schools only served a 
small group of the population, and the language of instruction was 
French. Thus education was not open to the vast majority of the 
population.  

The Royal Lao Government which occupied urban areas attempted 
to reform the French education system. Lao language was used as 
language of instruction at primary level but switched to French at 
higher levels. This meant that the 1962 reform which aimed at 
creating an equal system for all, mainly targeted urban population, 
often from the elite which often where Lao Loum. 

Education in the liberated zone focused its contents on nationalism 
and science and on reaching as many as possible. Education was part 
of the revolutionary process in the liberated zone and aimed at raising 
the awareness of people regarding political issues and duties following 
with a new political order. 

The education reform during 1975-1985 had as its target to develop 
education for citizens in the whole country and the goal was to 
introduce a system of universal primary education and an intensive 
adult literacy campaign. However these efforts met many challenges. 

The goals of universal primary education were not met due to limited 
resources but Lao curriculum developed at all levels and the language 
of instruction was Lao all through the education system. As during 
previous regimes, there was however parts of the population whose 
access to education was made difficult within the post-1975 system. 
Girls and ethnic minorities continued to be underrepresented, which 
meant that this regime also found it difficult to realise goals of 
education for all.  



NEW METHODS OF TEACHING?  
REFORMING EDUCATION IN LAO PDR 

40 

It is within this context that continued efforts in Lao PDR to realise 
education for all through student-centred and activity-based 
pedagogies, i.e. new methods of teaching, are investigated in this 
thesis. This investigation however also needs to be situated in relation 
to a broader context and therefore, the remainder of the chapter will 
address some international research on education reform. In addition, 
available research on education in Laos will also be reported on. 

RESEARCH ON EDUCATION REFORM 

Studies show that national education systems are globally becoming 
increasingly similar. For instance, national reform curricula are 
focused on activity and student-centred pedagogy, an emphasis on 
teacher training and teacher professionalism, and an expansion of 
access for both sexes and ethnic minority learners (Guthrie & Pierce, 
1990; Steiner-Khamsi, 2000). Some studies argue that the reason 
why national education systems are becoming increasingly similar is 
because the global economy and the World Bank through powerful 
aid donors strongly affect how school reforms become implemented 
in nation-states (Anderson-Levitt, 2003). 

Some are critical to these trends. Tikly (2004), points to a risk of a 
continued (neo) colonial dependency on donor countries. He further 
asserts that the reasons why activity and student-centred pedagogy 
has becomes a global key pedagogy is not because it is the best; it is 
rather because the World Bank through powerful aid donors have 
capacity to market its brand. Tabulawa, (2003) agrees and means that 
the global new methods of teaching carry neo-liberal ideologies of 
how societies should be politically organised. He further argues that 
“the interest of aid agencies in education is part of a wider design on 
the part of aid institutions to facilitate the penetration of capitalist 
ideology in periphery states, this being done under the guise of 
democratisation” (Tabulawa, 2003:10). Dahlström (2002) points out 
that education reform can become a battle between common sense 
and good sense, where the former is privileged over the latter, thus 
risking the quality of reform in the local context. Wrigley (2007: 1) 
reflects on historic tensions of education under capitalism, arguing 
that these have been intensified in what he calls the “era of neo-liberal 
globalisation”. He continues to assert that when governments call for 
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greater ‘accountability’ and ‘effectiveness’, there is a risk of a global 
crisis where buzz words such as accountability and effectiveness 
threaten to remove other ways in which young people can learn to 
develop knowledge and social capacity to respond problematic 
societal changes. Wrigley means that times have changed, but the 
basic principle remains: “Capitalism needs workers who are clever 
enough to be profitable, but not wise enough to know what’s really 
going on” (Wrigley, 2007: 2). Wrigley’s analysis of neo-liberal reform 
is that as much as being a reform it also is an attempt to prevent 
people making sense of the world. He also notes that there is an 
unnecessary divide between academic curricula and vocational 
curricula. Such divisions take focus from more important issues such 
as constructing a curriculum which is relevant to students’ lived 
experiences. As Wrigley (2007:9) states “[a] reformed curriculum 
needs to be critical and theoretical as well as practical. 

Some studies, however, point to agreements between states, and how 
they approve to common models of schooling and common models 
of student-centred education. For instance, the importance of those 
global efforts that are made to provide schooling for girls and for 
ethnic minorities and the subscriptions of anti-discrimination policies 
of education are highlighted (Boli & Ramirez, 1992; McNeely, 1995, 
in Andersson-Levitt, 2003).  

van Harmelen (1998) puts her focus more closely to what could 
happen in local contexts when reforms are implemented. She has 
analysed at least two ways in which student-centred education could 
be understood: On the one hand as universally applicable 
behaviourist stage related models that could be used in technical 
rational ways. On the other hand, that education is based on an idea 
that knowledge is socially constructed and re-constructed and 
therefore contextually formed. van Harmelen therefore highlight the 
importance that teachers and students critically scrutinise the belief 
systems in which the student-centred education become locally 
implemented. Berge (2001) puts her focus on discursive gender 
power relations in classrooms and the often complex relational 
processes that appear when teachers try to change “normal” routines. 

Darling-Hammond (2007) analyses what happens when ideas in 
reforms fail as a result of contradictory systems of ideas. Darling-
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Hammond exemplifies with the American no child left behind reform. 
The objectives of the reform were to raise education achievement and 
close the racial/ethnic achievement gap. This was however 
contradicted by a narrowed curriculum, inappropriate assessments, 
and the shortage of well-prepared teachers.  

In conclusion, there is a debate around the effectiveness of education 
reform and research points in different direction. We have within this 
framework chosen a theoretical outlook, presented in chapter III, 
which allows us to understand reform as both a global and local 
process. 

RESEARCH ON LAO EDUCATION 

The Lao context could be described as under-researched in many 
aspects (Rigg, 2005), education being no exception (Bäcktorp, 2007). 
This does not mean that there are no publications on the Lao 
situation. On the contrary, there are many reports and publications 
produced within donor projects. Riggs (2005:8) however asserts that 
the “great majority of these ‘publications’ are not academic studies” 
which narrows the field of available research. There are however 
studies that have dealt with topics relevant to our study and these are 
discussed below. 

Education, gender and ethnicity in Lao PDR 

Education and its availability has been a topic of research among 
some scholars. Kanstrup-Jensen (2007) and Phouxay (2010) for 
instance, focus on the unequal access to education. Children in poor 
and large ethnic minority families, living in rural and remote areas, 
have no opportunities to continue studying at the secondary level or 
in high school, due to lack of financial or social capital. Particularly 
girls who live far away from school drop out to help their parents 
work in the rice fields or help with the upkeep of the household. 
Consequently, the percentage of girls in secondary or tertiary levels is 
lower compared to boys. Sisavanh’s (2003) research supports the 
findings regarding the situation for ethnic minorities. Especially 
children from mountainous areas are highlighted, and Sisavanh 
(2003:8) asserts that in these areas, enrolment rates are low and drop-
out rates are high.  



II. FRAMING LAOS 

43 

Ethnicity is an important social marker in the Lao society, as there 
are significant differences in living conditions, social status, and 
power between ethnic groups. The people living within the borders 
of Laos are often characterised as Lao Loum, Lao Theung, and Lao 
Sung. These are aggregated characteristics following traditional 
geographic habitats as the Lao Loum live in the lowlands, The Lao 
Theung in the highlands, and the Lao Sung in the mountainous 
areas. Vatthana Pholsena (2006), a Lao scholar who has researched 
the politics of culture, history, and identity in Laos, makes the 
following claim regarding what she identifies as a “transformist 
hegemony”, with relevance for the relationship between ethnic 
groups in Lao PDR:  

The “transformist hegemony” seeks to create and define both the national 
(normal) and the ethnic (deviant) identities. As a consequence, those 
outside the mainstream are now defined as “ethnic” or “minorities”, 
racially differentiated because culturally stigmatized, as opposed to the 
“non-ethnic” members of the nation sharing a seeming cultural purity. 
These deviant groups outside the mainstream will not become full 
members of the ideologically defined nation unless they stop claiming 
their rights to a self-defined cultural identity. Their sole authorized 
contribution to the nation’s patrimony will then be de-politicized 
traditions turned into harmless and colourful folk elements (Pholsena, 
2006:15). 

To this we can add that the Lao language is one of the around 82 
languages spoken in Lao PDR and the mother tongue of the majority 
group, Lao Loum. It is also the official language and the sole 
language of instruction in the education system, in spite of the fact 
that about half of the population in Lao PDR has different mother 
tongues. (Kosonen, 2005) 

What happens to those girls and children from ethnic minorities that 
continue schooling? What do they learn in school about their own 
situation? Fox (2003) focuses on the input of Citizenship education 
in governing documents and texts for the new school reform. The 
findings show that even though there are efforts done to reform 
education in order to make the situation better for girls and ethnic 
minorities in Laos, the new curriculum and textbooks for school 
children make both ethnic minorities’ and women’s and girls’ lives 
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noticeably invisible. The teachers’ guides are not either helpful in 
these matters.  

Five years earlier Heather (1998) highlighted similar patterns. 
Heather states that even though MOE has spent a lot of funds on 
school construction, training Lao teachers, improving the quality of 
teaching, redesigning curricula, producing new higher quality 
textbooks, restructuring teacher education, creating community 
learning centres, and identifying girls’ and women’s issues as priority 
targets; many problems still remain. Heather highlights a wide gap 
between aims in theory and what happens in practice. In practice the 
Lao education system does not yet have the capacity to tackle the 
problems of girls’ and women’s education. 

Bäcktorp’s (2007) dissertation on education and gender within 
development cooperation in Lao PDR points to the local 
negotiations around what gender mainstreaming can mean for Lao 
education. The process of introducing gender issues into education is 
closely connected to imported Western models on gender 
mainstreaming disseminated through donor projects. One of the 
conclusions is that gender mainstreaming in education is difficult to 
grasp for local policy makers and practitioners and as such, might not 
achieve what it is supposed to achieve (Silfver, 2010); i.e. in the short 
run, increased enrolment rates and in the long run, an equal society.  

We end this presentation by reporting on what is published about 
education reform per se. The available research reports findings on 
two levels of the education reform in Lao PDR: School Reform 
(Basic Education) and Higher Education Reform. 

With regard to basic education both Souvanixay et al. (2002) and 
reports from the so called TTEST (Teacher Training Enhancement 
and Status of Teachers) project (MOE, 2004) show that curriculum 
development in Lao PDR is still a top-down process. The TTEST 
project shows that top down governing strategies affects all parts of 
the system, down to classroom practices. Even where some changes 
have been done in forms and methods; the principles behind more 
student-centred methods are not reflected on and the teaching is still 
entirely reproductive and textbook-centred. Teacher training does 
not seem to make much of a difference in the professional practices 
of teachers. (MOE, 2004:33). 
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In parallel with our own investigation and thesis writing there has 
been an evaluation made on obstacles of practicing student-centred 
teaching methods in teacher training (MOE, 2009d). The evaluation 
points out that the strong rule governed curriculum makes it difficult 
for teachers to become flexible in relation to students’ individual 
needs. Furthermore, students’ previous knowledge is not made 
important in the new methods of teaching and there are too many 
students in one classroom and lack of materials. The main indicators 
that were obtained from this research are that teachers’ are 
unqualified and not enough educated for this new challenge. 
Although, most of teachers have bachelor degree education, their 
competence in subject matter, teaching methods and examination 
methods is still too superficial (MOE, 2009d; 2009e). These 
evaluations are carried through as cooperative projects where donor 
representatives cooperate with MOE representatives.  

Since we are teachers ourselves at the FOE and since we ourselves 
educate future teachers at NUOL, we are interested in understanding 
why things turn out as they do according to previous research and 
why it seems hard to fulfil the education reform in teacher training in 
accordance with central policy.  

We want to dig deeper into governing documents to be able to 
understand how the Western rhetoric about new student-centred 
methods are negotiated in these documents. As we have stated above 
there are not many who have paid attention to both ethnic minorities 
and gender in relation to the education reform at teacher education. 
We are interested in how teacher education and teacher educators 
and student teachers themselves negotiate and understand the new 
education trends to be able to understand how findings in previous 
research about school reform, gender and ethnicity questions become 
constructed on grass root levels by teachers and students. The 
following chapter addresses the points of departure and the 
methodological considerations which have guided us in our own 
investigations.  
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III. POINTS OF DEPARTURE & 

METHODOLOGY 

POINTS OF DEPARTURE 

We understand the education reform in Lao PDR as a global process 
of transferring education. Therefore we started to interpret our data 
from the perspective of world system theorists, who argue that the 
global economy and the World Bank through powerful aid donors 
strongly affect how school reforms become implemented in nation-
states (Anderson-Levitt, 2003). However, our data challenged us and 
we realised that world system theorists give one good position from 
where to make interpretations, but it is not the only one. Gita 
Steiner-Khamsi (2000) puts a focus on how education reforms round 
the world make national school systems more and more convergent. 
She uses three approaches, the consensus model, the conflict model and 
the culturalist model, to understand how education transfer comes 
into play in single nations. Inspired by her, we have used the same 
categories as analytical tools. The consensus model and the conflict 
model are in line with world system theorists but for different 
reasons. The consensus model assumes that the emerging global 
economy has created serious challenges that affect all education 
systems in similar ways. For instance, higher education systems are 
now experiencing the social consequences of economic development, 
political and social mobilisation, and the consolidation of 
independent postcolonial states. According to the consensus model it 
is not surprising that education systems are developing in similar 
ways. Developing countries, like Lao PDR, open up for market forces 
and borrow education models from those countries that are 
considered ‘successful’ and promising countries with strong economic 
competitive capacities. These cross-national borrowing has led to an 
emerging international model of education which also opens up for 
giving attention to issues dealing with gender and ethnicity and 
schooling. Countries generally subscribe to “democratic” values and 
antidiscrimination policies of education (McNeely 1995 referred to 
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in Anderson-Levitt 2003). Therefore there are global efforts made to 
provide schooling for girls and for ethnic minorities (Boli and 
Ramirez 1992 referred to in Anderson-Levitt 2003). This in turn has 
led to what is called a “brain circulation” with an international 
migration of educated individuals. From this model it follows that 
the most effective education reforms will survive, while education 
policy that fail to raise a nation’s international economic 
competiveness will disappear. Thus, the core of the consensus model 
is that the most widespread education model is also the best that is 
currently available. 

The conflict model also recognises the convergence of national 
education systems, but explains it differently. According to this 
model, it is not a voluntary and consensual act of borrowing an 
education model, but rather a visible sign of neo-colonialism and 
cultural imperialism. What makes the model successful is not its 
excellence per se, but rather its economical power to contribute with 
all kinds of resources for marketing an education model. These 
colonial and cultural marketing strategies are designed to keep 
borrowing countries economically, politically and educationally 
dependent. Tikly (2004, referring to Rose, 2002; and Sayed, 1999) 
warns us for too much influences of neo-liberalism. He says:  

Indeed, there is huge popular support for education on the part of many 
poorer communities around the world and both formal and non-formal 
education, particularly in the rural areas, has often emerged as a result 
of mass community efforts. It is precisely these community efforts that are 
in danger of being atomized by the continuing neo-liberal emphasis on 
user fees and individual entrepreneurialism […] and undermined by 
continued dependency on the west (Tikly 2004:191).  

Following the logic in this model, there is a risk of a continued neo-
colonial dependency on donor countries.  

The culturalist model does not take the convergence of education 
systems emanated from global economic power as the only way to 
understand how school reforms become implemented. Even more 
important is to understand how local nation-states are contextually 
and culturally constructed and how in local practice new influences 
are negotiated with previous norms and ideas as well as already 
implemented routines in education. In the Lao case, focus would be 
put on how policy makers, teacher educators and teachers students 
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negotiate Western influences with Lao traditions in education policy 
and practice built on traces from the former colonial era, the royalist 
era and the present socialist era. It is also about how Western 
ideologies meet Lao ideologies and traditions from socialism, 
Buddhism and local gender and ethnic relations.  

The culturalist model thus offers us a third position from where to 
interpret the education reform in Lao PDR where we can bring in 
local contexts and local actors. From here we interpret how local 
forces respond to the global forces. In our case we interpret how 
government representatives and civil servants respond to global 
education influences in educational governing documents on 
different levels. We also interpret how local teacher educators and 
their student teachers respond to and negotiate these policy 
documents. According to Steiner-Khamsi (2000), these responses can 
be understood as hybrids created in local contexts depending on 
former traditions, as in political systems and religions, as well as 
gender and ethnic traditions. In line with this approach Bhavnani, 
Foran and Kurian (2003) stress the importance of analysing the local 
context to be able to understand how global influences become 
implemented locally, because the culture in every local context is a 
complex set of lived experiences. They stress that aspects like gender, 
ethnicity, religion, sexuality and livelihood have to be taken into 
consideration, when talking about culture that affect women’s and 
men’s lives. Each local context has its rules stemming from cultural 
values, economic conditions, religion and educational experiences; 
which contributes to how women and men and different ethnic 
groups relate to each other. People are positioned and position 
themselves in relation to each other according to these rules. From 
these positions they negotiate new influences. To be able to interpret 
our data from a culturalist position, we need to use a contextual 
analysis of Laos as an interpretive lens. In this thesis we focus on 
education traditions, gender and ethnicity in the contextual analysis 
presented in chapter II, Framing Laos.  
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A PRAGMATIC APPROACH AND A MOSAIC 
EPISTEMOLOGY 

Pragmatism is a philosophical movement that includes those who 
claim that an ideology or proposition is “true” or relevant if it works 
satisfactorily, that the meaning of a proposition is to be found in the 
practical consequences of accepting it, and that impractical ideas are 
to be rejected. Biesta and Burbules (2003:1) quotes Dewey (1929) in 
a statement about pragmatism in educational research: “Education 
research should generate knowledge that is relevant for the day-to-day 
practice of educators”. We position our study in a pragmatic 
position, since we are interested in how the new methods of teaching 
are negotiated in documents by the government, and teacher 
educators and teachers students in Lao PDR. We are also interested 
in how teachers and students experience and evaluate the practical 
consequences of the new education policy. We are writing this thesis 
to construct useful knowledge about how the new school reform is 
governed and negotiated in our country. We hope that our thesis will 
make people reflect on the process of education reform and the 
education philosophy of how to educate people in Lao PDR. We also 
hope it will support and guide future decision-making.  

To be able to get data which will shed light on how these global 
influences of schooling become negotiated and implemented in 
teacher education in Lao PDR, we have used what Connell 
(2010:81) labels a mosaic epistemology. A mosaic epistemology lays 
claims on data grounded in local traditions and local experiences to 
avoid interpretations emanated from Western metropoles. To get 
hold on local traditions and experiences, routines and problematic 
moments we have mainly used a qualitative approach in our own 
data collection (Denzin & Lincoln, 2005). Following Strauss and 
Corbin (1998), we mean that qualitative research embraces any type 
of research that produces findings not arrived at by statistical 
procedures or other means of quantification. This does not mean that 
we have not used quantitative data. If our own field work consists of 
qualitative data, we have in our contextual analysis also used different 
kinds of quantitative data to get a thorough analysis.   

To follow the mosaic epistemology and get as close as possible to 
local traditions, we have mainly used an inductive approach when we 
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have analysed our data. Categories and subcategories are constructed 
from local documents, interviews and observations. We have also 
made a contextual analysis of Lao PDR built on previous research 
and local information; an analysis we use as an interpretive lens when 
we try to understand the patterns we find from our qualitative data. 
We ourselves are as teacher educators at the FOE at NUOL in 
Vientiane grounded in a Lao culture which also will guarantee an 
inside gaze on the material.  

However, we recognise that the interpretive process is shaped by our 
own personal history, biography, gender, social class, race and 
ethnicity (Kincheloe, 2001). If this is a strength in our research when 
we inductively construct categories from our local qualitative data, 
because it facilitates an inside understanding of the local, there is also 
a risk that we become unable to distance ourselves; that we loose an 
overall understanding of how and why this very school reform is 
taking place. To get global perspectives on how and why a school 
reform with new methods of teaching, in the shape of student-
centred education, are emerging in Lao PDR, we have used as 
analytic tools the three models described above; consensus-, conflict-, 
and culturalist models of education transfer.  

Data collection and analysis of data 

Qualitative research methodology is a process of inquiry based on 
empirical data from fieldwork. In our case from documents that 
govern our field of interest (school reform), interviews and 
observations. Qualitative research focuses on generating or modifying 
theories rather than testing theories. This is in line with our inductive 
approach when analysing data. According to Creswell (2009) 
qualitative analysing is about:  

[…] exploring and understanding the meaning individuals or groups 
ascribe to a social or human problem. The process of research involves 
emerging questions and procedures, data typically collected in the 
participant’s setting, data analysis inductively building from particulars 
to general themes, and the researcher making interpretations of the 
meaning of data. The final written report has a flexible structure 
(Creswell, 2009:4). 
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Since our approach is pragmatic our aim was to gather in-depth 
understanding of the reasons behind policy making and teachers and 
teacher students understanding of the school reform in Lao PDR. 
Given this approach, qualitative methods are relevant for a 
contextually bound study as ours.  

Our data collection has consisted of documents, interviews, 
observations and as an interpretive lens a contextual analysis. We 
have chosen to focus on teacher training, because teacher training has 
an impact on future teachers and how they will contribute to the 
future implementation of the school reform. To be able to 
understand how teacher educators and teacher students respond to 
the school reform we also need information about the ideas behind 
the whole school reform per se.  

Document study 

Policy documents7 are included into this study in order to trace how 
the new school reform is governed and how Western influences on 
new methods of teaching have been outlined. Policy documents from 
different levels are included in order to get an overview of how 
education is governed throughout the system.  

Selecting documents 
Based upon our exploration of how the school reform is governed we 
decided to collect documents from the following four levels of the 
system: Party congress-level, Prime Minister’s (PM)-level, MOE-level 
and NUOL-level. At the Party congress8 level we have used congress 
papers and policy documents relevant for education. At the MOE- 
level we have used PM decrees regarding MOE and NUOL, decrees 
issued by the minister of education relating to teacher training. At 
NUOL-level we have used curricula, syllabi, textbooks and teacher 
                                                      
7 We have included different types of documents into this study; ranging from 
ministry decrees to more conventional policies on education. We call these policy 
documents or documents interchangeably and do not make distinctions between 
different types of documents since we regard all as part of the political process of 
governing education.  
8 The LPRP is in the constitution described as the ‘leading nucleus’ of the political 
system in Lao PDR. Every five years, a party congress is held during which 
members to the politburo and central committee are elected. The politburo is the 
highest policy-making authority of the political system.  
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guides from FOE on teacher education in psychology and science. 
Some of those central donor documents which lay ground for donors’ 
technical and financial support to the school reform in Lao PDR, 
especially those who are quoted in policy documents from the central 
level, are also included in our collection. In total, 36 documents have 
been included into our investigation (see appendix).  

These policy documents cover a period from 1994 to 2009. The 
major part of the analysed documents originates, however, from 2000 
and onwards. The reason why we have also used documents origin 
from 1994 is because this is the year when MOE first launched a new 
teacher education philosophy in policy.  

The collection of the above mentioned documents have at times 
presented a challenge since very few of them are accessible on-line or 
on government websites. Instead we have collected the documents 
personally by visiting the relevant government offices requesting the 
release of relevant documents. 

Analysing documents  
Besides exploring how the new methods of teaching are governed, we 
have analysed how the new methods of teaching are understood in 
the documents. To analyse all these documents we have done several 
readings of the material. During the readings, we have attempted to 
focus on the contents that were relevant to the main purpose of 
education reform. To understand education reform we initially 
focused the following questions: What problems will the new method 
of teaching solve in the country? What problems face Lao education? 
Which are the goals for the new method of teaching (education 
development) in the governing documents? How could these goals be 
reached in the country? How could these goals be reached in 
classroom practice? What does the rhetoric of student-centred 
education mean?  

As time passed the above questions formed into three broader 
questions which became structuring for our work with the policy 
material, which also corresponded to what we wanted to highlight in 
our material:  

• How is the governance of education described in policy? 

• How is the administration and control described in policy? 
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• Which measures needs to be taken in order to realise 
education reform? 

These questions where then put in dialogue with the education 
reform process in order to understand how the reform is described, 
on the one hand in documents and on the other hand, by teachers 
and students facing the consequences of the reform. When quoting 
from documents in Lao language we have made translations into 
English.  

Interviews  

Field access and selecting interview persons 
To be able to understand how teachers and students have responded 
to the governing processes and new methods of teaching, we have 
made interviews and observations at four teacher training 
institutions. Three of these were TTCs in different parts of Laos; in 
the north, south and central part of Laos. These three colleges 
educate teachers for primary and lower secondary school. The fourth 
institution is NUOL where we hold positions as teachers. NUOL is 
located in Vientiane capital, where upper secondary school teachers 
are educated. We did our main fieldwork during two years visiting 
these four teacher trainings periodically. 

To be able to conduct research in Laos, we need official letters of 
permission from a person in a high position of the education system; 
in our case from the dean of the FOE and the rector of NUOL. In 
our application we presented the purpose, topics and methods to use 
in our study. With these letters of permissions from NUOL we 
introduced a detailed research plan to the TTC administration 
(Director, Head of academic affairs) and were finally granted 
permission to do research at the three TTCs. Before we started our 
interviews and observations we informed all students and teachers 
that they could be open minded, because all material would remain 
anonymous and become categorised not with names but with gender 
and ethnic backgrounds. We also informed them that taking part in 
the interviews were voluntarily.  

According to Kvale (2009), the validity of an interview will depend 
on the purpose of the interview. To be able to interpret how teachers 
and students understand the new methods of teaching and what 
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attention is put to gender and ethnic minorities, we wanted a group 
of respondents which included representatives of both females and 
males and informants from different ethnic groups of Lao Loum, Lao 
Sung and Lao Theung. We also wanted respondents with experiences 
from different subjects. We chose those subjects that we ourselves 
represent; psychology and science. Our interview persons were 
teachers in psychology and social science students and teachers in 
science and science students. At NUOL we made the selection of 
interview persons ourselves. At the three TTCs we presented our 
criteria and a person at each TTC helped us to find persons 
according to our criteria. 

Altogether we have made 119 interviews with students and teachers 
who were willing to take part in the interviews. Our criteria were that 
there should be teacher and student representatives from the two 
subjects: psychology and science. Those who were willing to take part 
at NUOL and three TTCs were 34 social science students and 40 
science students and 11 psychology teachers and 34 science teachers. 
We also wanted to interview both female and male teachers and 
students with different ethnic backgrounds, i.e. representing the three 
major ethnic groups in Laos; Lao Loum, Lao Sung and Lao Theung. 
The participating respondents correspond to the demographic of 
these teacher education institutions. There is an imbalance in our 
material between the numbers of science and psychology teachers. At 
the time of the interviews, there were a greater number of appointed 
science teachers compared to psychology teachers. Even though there 
are not as many interviews with psychology teachers, these teachers 
were more outspoken and reflexive and therefore every interview is 
longer and more comprehensive compared with the interviews with 
the science teachers. This is probably due to the subjects per se, 
where psychology teachers in their profession reflect on humans in 
different situations. The voluntary interview persons from psychology 
teachers at NUOL are females, because male psychology teachers at 
NUOL are very rare and none of those wanted to take part. The 
three ethnic groups have most representatives from the Lao Loum 
group followed by the Lao Sung group and very few representatives 
of Lao Theung, relations which are mirrored in society at large, the 
teacher training institutions being no exception to this.  
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Conducting the interviews 
To be able to guarantee that every person talked about their own 
experiences we decided to make individual interviews. We also 
expected them to more freely to speak up, if not a colleague or a 
fellow student was listening to them talking about their experiences. 
We most often used a tape recorder, because it would help us to 
record every word and expression spoken by respondents. And also 
since it was important for us that the interview persons felt relaxed 
enough to give their opinions and experiences, we respected those 
persons that were not comfortable with the tape recorder. In these 
cases we took notes.  

The first minutes of the interview could be decisive. We realised that 
the interview persons want to feel secure enough before they allow 
themselves to talk freely and expose their experiences and feelings to a 
relative stranger. We therefore tried to establish a good contact by 
being clear about what we wanted and for what purpose. We also 
took the time that was needed to answer any questions from the 
interview persons. As mentioned above we have strengthened the 
security for the interview persons by guaranteeing full anonymity. To 
create a relaxed atmosphere and good interaction between 
interviewers and interviewees, we started with general questions 
about their daily life and their personal background. From these 
discussions we tried by open questions to connect to their thoughts 
and experiences of teaching and learning. When it was suitable we 
turned to the new methods of student-centred teaching and learning. 
As is stressed in Kvale (2009), the interviewer should encourage the 
interview persons to describe their points of view on their 
professional lives and the world around them. Our interviews focused 
the following themes: Knowledge and experiences of; new methods of 
teaching; gender and ethnicity within new methods of teaching; and how 
new methods of teaching were valued by the respondents. By focusing on 
these themes and using follow-up questions we tried to get hold of 
how they understood the education reform. We tried to be attentive 
and interested listeners to be able to make good follow up questions. 
We also made great efforts in mediating our full respect of what the 
respondents were saying and how they value the new methods of 
teaching.  
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As we know it is also important with a relaxed place for interviews 
and a time which suits the respondents well, and this presented a 
challenge to us. At the TTCs we had problems finding a suitable and 
calm room for the interviews. During daytime the teachers’ offices 
were crowded and there were great difficulties to find a space, where 
we could all feel relaxed. We did not either want to bother our 
interview persons too much on their free time, since both Lao 
teachers and students have to struggle to work extra to be able to 
support their living condition. We therefore decided to meet directly 
after work or during lunch time, when the other teachers were out of 
the office. This reminded us of the importance of contextual 
knowledge and that we, as researchers, must plan for many different 
circumstances. This also explains why fieldwork in qualitative 
research is time consuming and needs revisiting.  

Transcribing and analysing 
In every interview, gender and ethnic background have been 
registered as well as subject taught and learned. The interviews were 
carried through in Lao language and these have been saved. We have 
also transcribed them into English. In some passages we have, in a 
first step, saved some of the original language, when we found the 
expressions difficult to translate such as jargons, mottos and 
emotional expressions. Before we transcribed these passages we 
discussed a lot to find an expression in English with similar 
meanings. When we transcribed these passages we also had to pay 
attention to context-specific expressions, such as metaphors and 
proverbs and find suitable translations for these.  

We began the analysis by categorising the material into two big 
groups; NUOL and the TTCs. In each of these groups we separated 
teacher and student interviews. In each of the teacher and student 
groups we separated science and psychology/social science interviews. 
We started our coding from these eight groups and gave every 
interview a number and every line in the transcribed interview is 
marked. Since we have an interest in how gender and ethnic 
minorities are taken into consideration in the new methods of 
teaching, we were also interested to code gender and ethnic 
background for every interview. The idea was to see if women and 
people from ethnic minorities were more active in regard to these 
questions. Each interview in each of these eight groups were coded 
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accordingly: (interview 4, lines 152-154, Science teacher, Lao Loum, 
male, TTC) or (Interview 1, lines 35-37, Social Science student, Lao 
Loum, female, NUOL).  

The next step was to make a content analysis from the verbal 
communication. We marked those sentences that had anything to do 
with the new methods of teaching. In a first step we focused on the 
new methods per se. We focused on the relations between teachers 
and students on the one hand and the relations between the students 
on the other. We marked that as “Form and method”. We posed the 
following didactic questions to the material: What? How? When? For 
whom? and Why? We have also marked those passages that dealt with 
needs of “content” changes.  

Based on how teachers and students have discussed guidelines from 
curricula, textbooks, teacher guides, and assessment models, most 
informants at both TTC’s and NUOL have transformed the new 
methods of teaching into, what we have interpreted as a combination 
of two main categories: group learning and individual learning. 

Group learning means that teachers organise the students into groups 
and distribute questions or topics to each group. Each group of 
students is instructed to find information about the topics and 
answers to certain questions. Representatives of each group report 
their answers and information to the teacher and the whole class. We 
have found three somewhat different ways of group learning: 
Subcategory A: Classroom based group learning; the teacher decides 
what topic/s each group should work with. During the lesson/s 
members of each group work together in the classroom, with the 
teacher as a supervisor, to find knowledge about the topic/s. Finally 
the results are orally presented to the whole class and reported in 
short written reports to the teacher. In subcategory B: Classroom based 
group learning and group assignment; the groups are offered to choose 
issues and topics from a smorgasbord designed by the teacher. The 
group work is more comprehensive, compared with the group work 
in category A, and therefore the group learning is also carried through 
outside the classroom on time in between lessons. The final results 
are handed over by each group to the teachers in form of a written 
report. Subcategory C: Classroom based group learning, group 
assignment and oral presentation; the groups are offered to choose 
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issues and topics from a smorgasbord designed by the teacher. The 
group learning is more comprehensive, compared with the group 
learning in category A, and therefore the group work is also carried 
through outside the classroom on time in between lessons. The final 
results are handed over by each group to the teachers in form of a 
written report and oral presentation in the whole class. What differs 
from category B is that the teachers takes the group learning one step 
further by also having an oral presentation. 

Individual learning has a clearer focus on individual students instead 
of, as in previous times, always giving lectures to a whole group in a 
one-way communication mode. Individual learning includes learning 
activities where students individually search for information from 
available material instead of just repeating what the teachers have 
said. We have found three ways of performing individual learning. 
These ways lay the grounds to the construction of our three 
subcategories of individual study. What is striking is that the 
subcategories under individual learning are very similar to the 
subcategories constructed under group learning, with the exception 
that the focus shifts from the group to the individual. Subcategory A: 
Classroom based individual learning; during lectures, the teacher asks 
the students questions individually in order to stimulate the student 
to make effort and participate in the teaching-learning activities. This 
means that the learning process is more process related. Subcategory 
B: Classroom based individual learning and individual assignment; the 
teacher gives questions or topics to students to be elaborated 
individually and documented through a written report. Subcategory 
C: Classroom based individual learning, individual assignment and oral 
presentation; the teacher gives questions or topics to be elaborated by 
the student individually. The student searches information and 
documents the findings in a written report. This means that the 
learning process is both process and product related. What differs 
from category B is that the teachers takes the learning process one 
step further by adding an oral presentation. The aim of the oral 
presentation is to prepare students to present their reports in front of 
the class. This is especially directed towards shy student who might 
otherwise choose not to raise their voices in the classroom. 

After finding our main categories and subcategories we used these 
categories to find the similarities and differences between the four 
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groups of respondents: NUOL teachers, TTC teachers, NUOL 
students and TTC students. We also separated between groups of 
psychology teachers and social science students and science teachers 
and science students, in order to identify possible differences and 
similarities between these groups. We also noted those situations were 
gender and ethnicity seemed to matter.  

Observations 
In parallel with interviewing we also made observations in 
classrooms. In this thesis the observations have come to fill the main 
purpose of giving us a local contextual awareness of how the teachers 
and students interviewed acted in their classrooms. They have also in 
some parts been used to strengthen the validity of our main 
categories and subcategories constructed from the interviews (Patton, 
2002). 

We have mainly used a video camera for recording during classroom 
sessions. For our own memory, we have also used digital cameras to 
document the surroundings. If the teachers have stressed some 
important content on the backboard, from textbooks etc, we 
documented that by help of the digital cameras. We have in total 
thirteen observations from lessons in psychology and science.  

Contextual analysis as an interpretive lens 

As an important interpretive lens we have made a contextual analysis 
which is presented in chapter 2 “Framing Laos”. According to our 
overall aim and research questions the chapter focuses on education 
reform, education in Laos, gender and ethnicity in Laos. Following 
Creswell (2009), we have done keyword searches in the Web of 
Science, Academic Search Elite SCIRUS (Elsevier), ERIC and 
GOOGLE and used the following key-words: Education reform, 
gender, ethnicity, Laos. By using ancestry searches we could get hold 
of other publications relevant for our study; publications which were 
not cached in the databases and keywords we used. Besides these 
academic publications, we have also retrieved information about the 
Lao context from Lao institutions and departments.  

Finally, we would like to highlight how we completed the writing of 
this thesis. Before the collection of data, we together discussed and 
designed the research methodology. But for the data collection, 
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according to the subject field, Kongsy has done data collection from 
psychology teachers and social sciences students and Bounchanh has 
done data collection from science teachers and students. We 
separately transcribed data and numbered the informants. After that 
we combined the results together and compared the similar and 
different responses of informants of both subjects. When it came to 
the writing of every chapter, we have discussed, exchanged ideas and 
written all the chapters together. Therefore, we as authors claim joint 
responsibility for all parts of this thesis.  
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IV. GOVERNING EDUCATION 

REFORM IN POLICY 

This chapter is the first of two where the empirical material of this 
thesis is presented. In this chapter we focus on the administration 
and control (governance) of education and education reform in 
policy. We start off with a brief account of education reform from 
1975 and onwards. Thereafter, we turn to describe and discuss 
organisational structures and the development of policy in the field of 
education, and finally, how these affect student-centred education in 
practice. The chapter ends with conclusional remarks.  

EDUCATION REFORM SINCE 1975 

At the time of the revolution in 1975, education reform became an 
area of importance for several reasons. A reformed education system 
distanced the country from its former colonial rulers and marked the 
country’s independent status. It also served as a platform for uniting a 
diverse population around new socialist values. Therefore, including 
ethnic minorities and women, groups traditionally excluded from 
education, became a feature of the post 1975 education system. The 
support and inspiration for the reform primarily came from countries 
such as the Soviet Union and Vietnam with which Laos had close 
cooperation (Evans, 2002; Pholsena, 2006). 

Approaching the middle of the 1980’s it however became clear that 
Laos would have to make changes in the economic policies, since the 
economy was deteriorating. Therefore, the NEM was introduced in 
1986, as one attempt to open up to a global market (Phomvihane, 
1986). This development finally became unavoidable with the fall of 
the Berlin Wall in 1989. Laos had after independence primarily 
relied on cooperation with Eastern Bloc countries, and with the fall 
of the Berlin Wall, new cooperation partners were needed. These new 
partners came in the shape of mostly Western, but also some Asian 
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development cooperation on both multi- and bilateral levels and 
through Non Governmental Organisations (NGOs). This also 
coincided with the first EFA conference which was held in Jomtien, 
Thailand in 1990. Here governments across the world, including the 
Lao government, committed to providing education for all by 2015. 
This once again put the spotlight on the Lao education system and 
this time, development cooperation projects became important in the 
process. Many projects were set up after 1990 but we will primarily 
focus on two projects which we consider have had clear policy impact 
on the education system; the Education Quality Improvement 
Project (EQUIP) I and II.  

EQUIP I took its start in 1992 and was primarily funded by the 
ADB (MOE, n.d.). The aim was to change the methods of teaching 
and learning used at that time, making the move from teacher-
centred to student-centred approaches (MOE & TDC, 1994). 

Another measure taken to improve teacher training, was to 
consolidate and rationalise the 59 existing teacher training schools 
and colleges into eleven in order to better respond to perceived 
national needs. During EQUIP I, MOE established the TDC and 
made it responsible for the development of curricula, textbooks and 
teaching and learning methods for TTCs and TTSs. In 1994, TDC 
also introduced a pedagogical model, the 5-pointed star, which 
became influential in the Lao primary and secondary education 
system from this time onwards (MOE & TDC, 1994).  

EQUIP II took its start in the beginning of the 2000’s. The objective 
of this project was to improve quality and efficiency within general 
education. This was done by addressing three issues: Teachers’ skills 
and capacities, improved retention of students in poor and 
underserved areas of the country, and the strengthening of the 
government’s institutional capacity at central, provincial, district and 
village/school levels to manage the education system and implement 
the MOEs and national development goals. EQUIP II also had a 
special focus on enhancing education opportunities for female and 
ethnic minority students in remote/isolate areas. With regards to 
gender, mainstreaming was recommended (MOE, & DTT, 2003:A-
3). One example of enhancing opportunities for ethnic minority 
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students was a project which established secondary boarding schools 
for ethnic minority student groups (MOE, 2000:60). 

Another measure taken to improve education quality, by targeting 
teacher training, was the introduction of action research projects 
TTCs and TTSs and at FOE. In these projects, participants worked 
with concepts such as “comparative learning”, and “how people 
learn” by using documents produced within the project (MOE & 
DTT, 2002).  

Along with these education reforms, an increasing number of policy 
documents were written where the reforms were more clearly 
described and which can also be regarded as policy formulations with 
both global and local connotations. These policies will be further 
explored in the second part of this chapter. In the following section, 
the formal organisation of the education system is focused in order to 
map how education is administrated and controlled, hereby 
contextualising the reform process.  

ORGANISING THE EDUCATION SYSTEM  

The Lao education system is organised hierarchically, taking its 
staring point at the highest political level which in Laos is the LPRP. 
The Party holds a congress every five years during which general 
guidelines for the government’s work is outlined. As Article 5 in the 
Constitution declares, “[...] state organisations are established and 
function in accordance with the principle of democratic centralism” 
(Lao PDR, 2003). This means, according to Martin Stuart Fox 
(2008:3) that the organisations function according to a hierarchal 
logic were “information flows up in the hierarchy, while decisions 
flow down”. The Education Law (MOE, 2008a) states that the Lao 
government is responsible for the overall central and unified 
management of education through its MOE, which has responsibility 
for education management at all levels of the education system. The 
figure below provides a picture of how the system is organised from 
the PM level, which is the highest operational level of the 
government structure, to the local school level. 
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Figure 1: The organisation of the education sector in the Lao PDR with an illustration of 
how the concept of democratic centralism is exercised. The broken arrows represent the flow 
of information from the grassroots and up, while the solid arrows represent the flow of 
decision in the top-down direction. 

 

The national education system in Lao PDR is organised at four levels: 
The national level, through the MOE; the provincial level through 
the Provincial Education Service (PES); the district level through the 
District Education Bureau (DEB), and the school level. These 
organisations have responsibility to implement government policy on 
education in the respective levels through planning, programming, 
projecting and budgeting. Below follows an account of these levels, 
and the respective departments/institutions linked to each level.  

Since the middle of the 1980’s, the government of the Lao PDR has 
adopted a general administration reform which has also included the 
education sector. The focus of the reform has been to decentralise 
government operations turning the province level into a strategic 
unit, the district level into a planning and budgeting unit, and the 
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village level as a basic implementation unit. All socio-economic 
sectors, including the MOE, are undergoing this decentralisation 
process9.  

One of the main goals of the education policy formulated in 2001 
(MOE, 2001a; see also LPRP, 2006), is to develop quality human 
resources to meet the needs of the socioeconomic development of the 
nation, thus contributing to poverty reduction. Put differently, the 
general education level is too low within the population for Lao PDR 
to be able to compete on an international market. In order to 
improve the education system and reach the whole population, policy 
states that it is necessary to concentrate on equitable access, quality, 
relevance, and management of the education system (MOE, 2009a:8)  

The Ministry of Education (MOE) 

The PM Decree No 62/PM dated 07/04/2008, states that the MOE 
is the government organisation for education management at the 
national level and is responsible for national education system 
planning, recommending education policy, and supervising 
education throughout the country. The responsibilities of MOE is to 
introduce party and government policy into strategic plans, action 
plans, projects and laws concerning education, and then to present 
these to the PMs office for final decisions. MOE further sets 
guidelines and control systems for the practical implementation of 
these plans. MOE has the responsibility to introduce, develop and 
approve curriculum at all education levels and to produce textbooks 
and teachers’ guides. MOE is responsible for the introduction, 
analysis and development of plans which will facilitate education 
access for ethnic minority, female and disabled students. MOEs tasks 
also include fiscal responsibility for the education system and it also 
has an overall responsibility for all staff in the system. MOE further 
has authority to define the organisation and role of PES and DEB; 
appointing and discharging education officers at all levels; and issuing 
various education decisions, rules, orders, regulations and notices.  

                                                      
9 We elaborate on the process of decentralisation later in the chapter. 
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The National University of Laos (NUOL) 

Decree No 071/PM dated 16/06/2009 states that the NUOL is part 
of the MOE with responsibility for higher education. The key 
responsibilities of NUOL are to organise teaching and learning at 
pre-Bachelor, Bachelor, post-Bachelor and Master levels. According 
the decree: “[t]he aim is to produce graduates who are good citizen, 
patriotic, socialistic and who possess legal consciousness, are well 
behaved, and industrious in scientific perspectives” (No 071/PM 
dated 16/06/2009:2). NUOL is responsible for organising short term 
training programs, to promote and perform research in natural and 
social sciences, to provide technical services to society for sustainable 
community development, to preserve and promote the arts, culture 
and traditions of the Lao multi-ethnic nation and its surroundings.  

NUOL has the mandate to produce curricula and teaching materials 
for its education programmes but these have to be approved by the 
MOE before put into practice.  

At NUOL there is also another unit responsible for teacher education 
at the TTCs and TTCs; the TDC. The TDC is responsible for 
development of curriculum, compiling textbooks and teacher guides, 
designing prototypes of teaching and learning materials for TTCs 
and TTSs. It is also responsible for providing training to TTC and 
TTS teachers, and to introduce and implement new curriculum, 
textbooks, teacher guides and other instructional materials. Even 
though the TDC organisationally is placed under NUOL, it is part of 
the Department of Teacher Training’s (DTT) area of responsibility. 
(MOE, 2008e) 

The Department of Teacher Training (DTT) 

According to Decree No 2862/CM dated 04/11/08, the DTT is the 
MOE organisation responsible for the development of TTCs and 
TTSs. Its functions are to prepare the teacher training plans and to 
examine, manage, improve and expand teacher training centres (in-
service training centres) and teacher training colleges within the 
country. DTT also has the responsibility to supervise the 
implementation, development and evaluation of teacher training 
curricula and to supervise the development of action plans for 
training female and ethnic minority teachers. It is also responsible for 
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supervising the evaluation of the quality testing of trainees every year 
and to supervise the introduction of sport, physical and art activities 
as teaching subjects at TTCs and TTSs. DTT, in association with 
Department of Organisation and Personnel (DOP), takes 
responsibility for the recruitment of students who have graduated 
from the TTCs and TTSs. 

Teacher Training Colleges and Schools (TTCs and TTSs) 

According to Decree No 2862/CM dated 04/11/08 the key 
responsibilities of TTCs and TTSs are to produce teachers for pre-
schools, primary and lower secondary education and to organise 
teaching and learning activities in conformity with curriculum and 
textbooks. The TTCs and TTSs are responsible for upholding the 
quality of teaching activities. The institutions are also responsible for 
awarding certificates to graduates of the TTCs and TTSs. 

National Research Institute for Educational Science 
(NRIES) 

The National Research Institute for Educational Science (NRIES) 
was established in 1975 as the Department of Textbook Compilation 
and Research. It became the Research Institute for Educational 
Science in 1986 and acquired its current name in 1996. 
Organisationally it is an academic institution equivalent to a 
department within the MOE and its areas of responsibility are 
outlined in Decree No 2295/CM dated 03/10/2008. This decree 
states that NRIES is the MOE organisation responsible for 
conducting research in education, for developing curriculum, 
instructional materials for primary and secondary education 
(textbooks, teacher guides) and teaching and learning approaches. Its 
responsibilities also include evaluation of general education (primary, 
lower and upper secondary education). 

Department of Secondary Education (DSE) 

The Decree No 1535/CM dated 15/06/2008 states that DSE holds 
the responsibility to fulfil the goals set for secondary education. The 
key responsibilities of DSE are to fulfil the MOE guidelines 
regarding secondary school teachers, students, pedagogical advisors 
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(PA) and PA centres10 in each province. Further the DSE follows, 
supervises, and directs final examinations for the transition from 
lower to upper secondary school. DSE also cooperates with NRIES in 
the development of teaching and learning materials. DSE and NRIES 
also inspect and stimulate the use of new curriculum and assessment 
models connected to this.  

Department of Primary & Pre-school Education (DPPE) 

According to decree No 1572/CM dated 17/06/2008, DPPE is the 
MOE organisation responsible for primary and kindergarten 
education. Its responsibilities are to direct and stimulate teaching and 
learning and to monitor, administrate and provide basic materials. It 
further cooperates with DTT to guide teacher training and to guide 
and monitor PAs for primary school, to direct and monitor primary 
school in accordance with MOEs principles and rules. It also 
cooperates with NRIES in the development of curriculum, teaching 
materials and methods. 

Provincial Education Service (PES) 

The decree No 1584/CM dated 03/06/2008, states that the PES is 
the government organisation for education management at provincial 
level. In effect this means that the PES is the bridge between the 
MOE and lower levels of the education systems. The key 
responsibilities of PES are to control and supervise the DEB and to 
supervise all operation of lower and upper secondary schools and 
vocational institutions at provincial level.  

District Education Bureau (DEB) 

The Decree No 1572/CM dated 03/06/2008 states that the DEB is 
the government organisation for education management at district 
level. The key responsibilities of the DEB are to supervise and control 
pre-schools and primary schools including primary education for 
                                                      
10 PAs have the function of both supporting and controlling pedagogical practices at 
primary and secondary schools. They make regular visits to schools for monitoring 
and giving recommendations to principals and teachers regarding the organisation 
of the curriculum and its implementation. The PAs then submit academic reports 
to the PES, DPPE and DSE.  
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adults. It assists schools and communities in their planning of pre-
school and primary education and prepares a district plan for each 
academic year and each school term. 

School level 

According to the Decree No 1572/MOE dated 17/07/2008 schools 
are expected to organise teaching and learning in conformity with the 
curriculum guidelines, to arrange and supervise student activities, and 
to deal with personnel management. Further, schools are expected to 
provide and maintain school buildings and facilities, to manage the 
fiscal situation and cooperate with the mass organisations and the 
surrounding community.  

The aim of this section has been to show how the education system is 
organised. We can establish that even though the concept of 
democratic centralism does exist, the formal organisation is still 
characterised by a top-down model where much influence is placed at 
the ministry level. The next section gives an account of how 
education is administrated and controlled in order to clarify the 
framework within which education reform takes place.  

ADMINISTRATION AND CONTROL OF THE 
EDUCATION SYSTEM 

As mentioned earlier, there are two institutions for teacher education 
in the Lao context: TTC’s and TTSs where teacher training 
programmes for kindergarten, primary and lower secondary levels are 
provided, and NUOL where teachers for uppers secondary level are 
educated (MOE, 2006; 2008a). We begin by focusing TTC’s/TTSs, 
after which we take a closer look at NUOL. Our objective is to 
describe how the teacher education system is administered and 
controlled by focusing on the organisation and the leadership, the 
teachers and the students.  

Administration and control of TTC’s and TTSs  

Teachers are seen as important agents in determining the quality of 
education. During the education reform, teacher education has 
therefore been targeted. There have firstly been organisational 
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changes, mentioned previously, where the number of teacher training 
institutions has been radically reduced. This action was taken in 
order respond to financial demands, and to improve management 
structures and training quality assurance systems.  

The teacher education curriculum is developed by the TDC and 
functions as the primary juridical document for all TTCs and TTSs, 
as well as for all other levels of the educations system. However, 
flexibility is accepted, and the local education authorities are allowed 
to amend or to add relevant content corresponding to 20 percent of 
the total volume of contents prescribed by MOE (MOE, 2000; 
2008a; MOE, DTT &TEADC, 2006; MOE & TDC, 1994). 

However, according to MOE (2008e), in practice schools at all levels 
are unable to develop school-based curriculum due to lack of support 
from key parts of the organisation such as the MOE, TDC and 
NRIES.  

Leadership and organisation 

Management councils at TTCs  

The management councils comprise of the director, the deputy 
director and representatives of the mass organisations. The directors 
are appointed by the MOE under the proposal of the director of 
DTT. The main tasks of the management councils are to pass and 
approve yearly action plans dealing with and introducing curriculum, 
textbooks and teacher guides that are prepared by the directors of the 
TTCs. This council also has the responsibility to review and approve 
the final reports of the TTCs at the end of the academic year before 
these are submitted to the MOE (MOE, 2006). 

Teachers’ councils at TTCs 

The teachers’ councils consists of the deputy directors who are 
responsible for academic affairs, heads of subject, and senior teachers. 
The main tasks of the teachers’ councils are to supervise and monitor 
the teaching and learning process in order to make sure that it meets 
the curriculum requirements. The councils are also responsible for 
organising the exchange of experiences of teaching and learning 
activities. Further they arrange observations of teaching and inspect 
lesson plans. These activities result in comments and 
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recommendations to teachers regarding their teaching practices. The 
councils are responsible for monitoring student performance and the 
councils also report on the progress of teaching and learning to the 
management councils of the TTCs.  

Teachers 
MOE is responsible for the recruitment of teachers. Recruitment 
needs are based on the Department of Administration and Civil 
Servants quota at MOE. The number of teachers needed are 
presented by each TTC and TTS through DTT and MOE 
respectively (Prime Minister, 2008). 

Teachers at TTCs and TTSs are administrated and controlled by the 
director of each TTC and TTS. The main tasks of teachers at TTC 
and TTS are to study the curriculum, textbooks, teacher guides, and 
pedagogic instructions and based on this, prepare lesson plans and 
teaching. They are expected to attend meetings to exchange 
experiences of the teaching process. Teachers attend each others’ 
classes and provide comments and recommendations on the teaching 
to each other. They also organise monthly tests controlling students 
learning and they prepare reports on teaching and learning activities 
submitting these to the director who controls and approves the 
reports (MOE, 2008a; 2008c). 

Regarding the selection of students to the TTCs and TTSs, there are 
two primary tracks. Students can either apply on their results from an 
entrance exam, or they can appliy through a quota system which 
allows for affirmative action. Here, students belonging to 
disadvantaged groups such as ethnic minority applicants or female 
applicants are given access in order to promote equity. Apart from 
entrance through exam or quota, there is a third option which allows 
for entrance thorough nayobay. Entrance through nayobay is 
reserved, for instance, for children of teachers, national heroes, 
political leaders and children of retired persons. As Bäcktorp (2007: 
115) points out, ideas of affirmative action is one element of nayobay 
but the more prominent feature of nayobay is that it is a “[...] 
supporting structure for those already connected to the system.” 

Students 
The curriculum, the assessments and evaluations of students at TTCs 
and TTSs focuses the following aspects: Attendance in class and other 
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activities, individual reports, group reports, short tests, midterm tests, 
and final tests. Teachers are responsible for keeping the records of the 
different assessment aspect with certain exceptions. For the final tests 
in the sciences subjects students are generally evaluated by the science 
teacher themselves. However, for psychology, evaluating is organised 
by the head of subject because psychology is a compulsory subject for 
all students at TTCs and TTSs (MOE, 2006; MOE, DTT & TDC, 
1998a; 1998b; MOE & TDC, 1994).  

TTC and TTS students have to follow regulations strictly. According 
to the general TTC and TTS regulations issued by DTT at MOE, a 
student should not be absent from more than ten percent of the 
curriculum of each subject during the final semester in order to be 
qualified to take the examination of this subject (MOE, 2006; 2008c; 
MOE, DTT & TDC, 1998a; 1998b; MOE & TDC, 1994). 

Administration and control of NUOL 

The administration system of NUOL comprises of the University 
council, the executive administration and the academic committee. 

The governance of NUOL is regulated in articles 21, 22 and 23 of 
the Education Law and covers the following areas: Guidelines and 
structures of higher education, and the establishment of schools, 
centres and institutes. 

In relation to NUOL the MOE has following the rights and duties: 

1. To formulate strategic plans, policy, programs, and projects 
for education development including higher education 
development and to submit to the Government for 
consideration. 

2. Draft education laws and other legislations. 

3. Develop standards and design the education facilities. 

4. Control and supervise the quality of higher education (Prime 
Minister, 2008). 

MOE acts as an accreditation body of training programs at tertiary 
level. NUOLs main functions are to provide higher education for 
socio-economic development, to increase the enrolment of girls and 
ethnic minorities in tertiary education, to promote and undertake 
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research activities in scientific, natural and social sectors, to preserve 
and enhance the fine arts, culture and traditional customs of the 
nation and of different ethnic groups and to provide services to the 
community (Prime Minister, 2009; Decree No 071/PM/2009). 

Higher education has been growing steadily since the year 2000 and 
there are diversified training programmes and courses. The enrolment 
at NUOL has increased very fast. NUOL has up until the academic 
year 2008-2009, had compulsory foundation studies for university 
student. This has however been changed and currently student apply 
directly to a specialisation (MOE, 2000; 2008a; 2008b). 

NUOL has its own development plans, programs and projects and 
has the right to coordinate with stakeholders such as community and 
company representatives, international cooperation partner and so on 
(Prime Minister, 2009; Decree No 071/PM/2009). 

In terms of student recruitment to NUOL, there is a national 
entrance examination and selection processes are organised by the 
MOE in collaboration with the concerned higher education 
institutions and the PES based on the best scores. In addition, MOE 
also takes responsibility of selecting students for enrolment to 
NUOL. There are two groups into which students are organised; 
quota students and non-quota students.  

Quota students are those selected by the PES on the basis of their 
grades and final examination scores upon completion of their upper 
secondary education (Prime Minister, 2009; Decree No 
071/PM/2009). This system is however not valid for teacher 
education. For the enrolment to FOE, TTCs and TTSs, selection of 
quota students will concentrate on female students and students from 
ethnic minority groups in rural and remote areas where there is a 
shortage of teachers (MOE, 2006; 2009a). 

Non-quota students apply on the results from a national entrance 
examination, which is organised in Vientiane Capital and in 16 
provincial centres around the country at the same date and same time 
(Prime Minster, 2009; Decree No 071/PM 2009). 

Compared with other education institutions NUOL has partial 
autonomy and therefore independently manages its’ financing, 
academic affairs, research, staffing and international cooperation 
(Prime Minister, 2009; Decree No 071/PM/2009). 
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Leadership and organisation 

NUOLs executive administration 

The executive administration of NUOL comprises of the President 
and the Vice-President. The President is appointed by the PM based 
on the proposal of the Minister of Education. The President has the 
task to implement the government policy and the socio-economic 
development plan, supervise the overall administration and 
management of the university (Prime Minister, 2009; Decree No 
071/PM/2009). 

NUOLs council 

The NUOL council is the governing board of the university. The 
members of the council are the President, the Vice-President of the 
university and members, generally teachers at the university, 
appointed by the PM based on the proposal of the Central 
Committee on Personnel Organisation at the PM’s office (Prime 
Minister, 2009; Decree No 071/PM/2009). The main functions of 
the council are to develop, discuss and approve the policy and the 
strategy for the university development and the structure of the 
university. It is also in charge of elaborating and approving the 
regulations regarding the university administration and management. 
It also appoints graduates and researchers and appoints the 
honorarium doctoral degree and, honorarium teachers and professors.  

NUOLs academic committee 

The academic committee is the governing board of the university. 
The committee consists of the President and the Vice-president of 
the university and members, generally teachers at the university, 
appointed by the PM based on the proposal of the Central 
Committee on Personnel Organisation at the PM’s office (Prime 
Minister, 2009; Decree No 071/PM/2009). The main functions of 
the academic committee are to control that the quality of teaching 
and learning is corresponding to national standard issued by MOE. It 
is also responsible for facilitating teaching and learning and scientific 
research, and to monitor and evaluate teacher and student 
performance (Prime Minister, 2009; Decree No 071/PM/2009). 
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Faculty senate 

The faculty senate is appointed by the Minister of Education under 
the proposal of the President of NUOL. Its members are the deans 
and vice-deans of the faculties of NUOL, and representatives of the 
mass organisations (Prime Minister, 2009; Decree No 
071/PM/2009). 

The main tasks of the faculty senate are to introduce the NUOL 
action development plan into action development plans at faculty 
levels, and control the teaching and learning activities at the faculties 
(Prime Minister, 2009; Decree No 071/PM/2009). 

Teachers 
The formal control system at the university is divided into different 
levels where teachers would typically be found at faculty and 
department levels. Thus, heads of departments usually exercise 
control over teachers. The main tasks of teachers at NUOL are to 
study the curriculum, textbooks, pedagogic instruction. They are 
expected to attend meetings organised by their departments to 
exchange experiences of preparations of lesson plans and teaching. 
They also observe the teaching of colleagues and give comments and 
recommendations. They further organise monthly and semester test 
for students. Teachers teaching at their home faculties have to 
evaluate students by themselves, then submit the results to the 
relevant department at the faculty. Teacher teaching at another 
faculty has to write testing sheets and then submits these to the 
departments. In order to control and validate teachers’ previous 
judgments and contradict students who try to cause teachers to be 
dishonest to get high scores, heads of department will select questions 
and make new testing sheets to test or evaluate students (Prime 
Minister, 2009; Decree No 071/PM/2009). 

Students 
Assessment and evaluation of students at NUOL are based on 
students’ attendance, midterm and end of term tests, short tests and 
written individual and group reports. These activities are typically 
assessed and evaluated by the teachers giving the subject; however, 
final testing can also be administered at faculty level which is often 
the case for general courses (FOE & Department of Psychology and 
Pedagogy, 2009; FOE & Department of Sciences, 2003). 
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NUOL students also have to follow university regulations strictly. 
According to the general NUOL regulations, issued by the Office of 
Academic Affairs, a NUOL student should not be absent from a 
subject for more than 10 percent of the curriculum of the subject in 
order to be qualified to take the examination of the subject (FOE & 
Department of Psychology and Pedagogy, 2009; FOE & 
Department of Sciences, 2003).  

In conclusion, and as we established previously in this chapter, the 
education system in Laos is primarily builds on top-down principles 
which is also what characterises the administration and control of 
education. The different levels in the system are clearly defined, as is 
the distribution of responsibility and rights, and the practices which 
are to be performed at each level of the system. It is thus within this 
rule-governed framework that the development of policy and practice 
suitable for student-centred education are to be undertaken.  

DEVELOPING EDUCATION POLICY 

During the 4th Lao People’s Revolutionary Party Congress (LPRPC) 

in 1986, “new thinking” ÄéÌÉßÌàÀàÌåÚñ (Jin ta na kan mai), was 

adopted as a policy which meant that models previously focusing 
centralisation strategies, were replaced by decentralisation strategies. 
As a result, there was a strategy of power redistribution to local 
administrations and Lao PDR also opened up to the global market 
system by adopting the NEM (LPRPC, 2006:14). After the 
introduction of the NEM it was not long before the World Bank and 
the International Monetary Fund (IMF) undertook studies of the 
economy and education and health systems, recommending the Lao 
government to take out loans to expand the education system. This 
was followed by the Jomtien-conference where the objectives of EFA 
were established and through the urgings of the World Bank came to 
mean basic education, which Laos stood behind. Thus, the policy 
concepts on new methods of teaching and student-centred education, 
developed alongside the concept of EFA. The Lao Country Paper for 
the 2000 Dakar EFA conference established the continued Lao 
support for EFA, and the endeavour was supported by World Bank 
and ADB loans, and through the cooperation with UNESCO, 
UNICEF (United Nations Children’s Fund), Swedish International 
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Development Agency (Sida) and other agencies (MOE, 2000:1). By 
2003 the emphasis moved from basic education to the improvement 
of quality of teachers and initial or in-service teacher professional 
development (MOE, 2005). The implementation of the concepts of 
EFA and new methods of teaching was thus a dual process driven 
from both in- and outside Lao PDR. Within the country, a national 
curriculum and a national teacher training system was designed to 
take the education sector forward and in the process, national policies 
were formed to reinforce these programmes (MOE, 2005). 

Our research has however shown that there are tensions surrounding 
the introduction of student-centred education. This becomes visible 
on the one hand in how policy is crafted, on the other hand in how 
the education system is organised. As we have shown in the former 
section, the organisational system however closely monitors 
education at all levels, prescribing education curriculum through 
detailed curriculum, textbooks, teacher guides and examination 
which leaves little room for flexibility at school level. As we will show 
in the next section student-centred education is, in policy, 
constructed as something that requires flexibility, both in method 
and in content.  

New methods of teaching or student-centred education 

Improving the education system and giving priority to the situation 
of teachers became important aspects of education development from 
the 1990s and onwards. MOE focused on strengthening institutional 
capacity of the national teacher education programmes, enhancing 
teacher education institutions’ roles in developing teacher curricula 
and teaching and learning methodology corresponding to NEM. The 
new vision was expressed in the following way: 

Teachers must be managers and facilitators of learning. Research has 
emphasized that students learn by doing and teachers must plan 
practical student oriented activities so that learning takes place. Teachers 
must function as psychologists, counsellors and consultants. Students are 
going through different psychological and psychology stages and teachers 
must be sensitive and responsive to these age differences as well as to the 
individual differences of students (MOE & TDC, 1994:2). 
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As the quote shows, there are some ‘progressive’ ideas where teachers 
are positioned as facilitators of learning. The governing documents 
do, however, differ between children and adults. When it comes to 
children they draw on stage theories. MOE stresses that:  

Those who will become teachers have to learn about stage theory and 
characteristic about 6-12 years old boys’ and girls’ physical, emotional 
social and intellectual development. For example boys like to play 
together in big groups, while girls prefer small groups. Girls are growing 
faster than boys do (MOE, 2006).  

In relation to adult students the focus shifts which is exemplified with 
documents for teachers in psychology. These documents refer to the 
importance of relating to real life situations and the students’ 
psychology, age, economic situation, ethnic background and gender 
for which the discovery theory is considered more relevant (NUOL, 
FOE & Department of Psychology and Pedagogy, 2007: 43).  

In more concrete terms, this novel education vision resulted in that 
new teaching methods were put in place. One such example was the 
aforementioned new teaching method, the 5-pointed star which was 
introduced by the TDC in 1994 targeting primary and lower 
secondary education (MOE & TDC, 1994). 

The five pointed-star method focused the following points (MOE & 
TDC, 1994:7):  

• Activities-based learning  
• Improving questioning 
• Using illustrations effectively, 
• Group discussion, and 
• Application to daily life  

 
The presentation of the method is instrumental in the sense that it 
does not explicitly highlight instructions about how teachers should 
relate to the students. The 5-pointed star, which originally was 
brought up by development cooperation consultants, seems however 
to be implicitly based on discovery theory and constructivist 
thoughts, since activitiy-based learning and application to students’ 
daily life experiences are two important points in the star. The 
concept paper however also formulated a number of points which 
were considered important for Lao students to learn:  
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• Love of homeland 
• Love and appreciation for the natural world 
• Gratitude and respect for leaders, parents and teachers 
• Respect for elders, workers, and those who sacrificed and died for the 

nation 
• Respect for rules and regulations 
• Avoidance of extravagances and selfishness 
• Responsibility and initiative in assigned work 
• Unity with all ethnic groups 
• The willingness to sacrifice personal interest for the sake of the 

collective good (MOE & TDC, 1994:4). 
 
These points show that preserving certain values, through education 
remained pivotal.  

Similar presuppositions regarding student-centred education emerged 
in EQUIP II which was launched in the early 2000s further 
elaborating on new methods of teaching by introducing Action 
Research (MOE & DTT, 2002). The focus here was on reaching 
student-centred learning strategies by encouraging teachers at TTCs, 
TTSs and FOE to research their own practice (Bounyasone & 
Keosada, forthcoming). 

In EQUIP II, learner-centred teaching and learning was defined in 
the following way:  

1. The focus is on teaching techniques that suit the learner11 and help 
learners learn successfully.  

2. Teaching is relevant to the learners’ own experiences and situation. 
3. The learner’s individual differences are taken in to account in 

teaching and learning. 
4. The teachers understand that the learner has had some life and work 

experience and ask the learner to use this experience to help with 
their learning. 

5. Teaching is planned according to the interests of the learners. 
6. Learners’ are actively involved in their learning not passive learners. 
7. The learners’ are given the opportunity to link new information with 

existing knowledge in meaningful ways. They relate new learning to 
what they have learnt before. 

8. Learners’ express their ideas in their own way. They do not just 
repeat what is in a textbook or what the teacher has told them. 

9. Teachers are able to use the learner’s environment in their teaching. 

                                                      
11 Underlined in original. 
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10. The focus is on learners understanding what they are learning. They 
do not only memorize information by rote with no understanding 
about what they are saying or doing.  

 
All of these things mean that the focus of teaching and learning is on the 
learner’s needs (MOE & DTT, 2002:ii). 
 

This method was also reflected in the textbooks of TTCs and TTSs 
and was presented as the primary teaching and learning strategy. 
Teacher training was therefore shifted from lecture-based to activity-
based pedagogy focusing on aspects of the 5-pointed star and the 
strategies of learner-centred education as it was presented in the 
EQUIP II project. Finally the teacher education curriculum was 
closely linked to the school curriculum so that teacher students at an 
early stage get acquainted with the practices of primary, and lower 
and upper secondary school (MOE, 2006:8).  

These new pedagogic strategies were also linked to the Party’s vision 
regarding the ideal Lao citizen who in the vision is self-dependent, 
self-reliant, self-confident and a responsible citizen (LPRPC, 
2006:38). It was in other words possible to link overarching political 
strivings to ideas about student-centred education.  

New methods of teaching and student-centred education has not 
only been discussed in policy directed towards primary and secondary 
education and TTCs and TTSs. FOE also strives to promote 
student-centred education, incorporating these strategies into 
textbooks of pedagogy. The aim is to convey that by using student-
centred approaches, teachers give students opportunities to 
participate in real pedagogical processes. Students can practice 
activities themselves, and teachers function more as coordinators and 
facilitators, helping students to solve problems by themselves. NUOL 
policy also discusses aspects of the 5-pointed star with primary focus 
on group learning and individual learning which is put forth as a 
student-centred activity in the promotion of new methods of 
teaching (NUOL, FOE & Department of Psychology and Pedagogy 
2007:79). 

As pointed out above, the main objectives of the new methods of 
teaching are to provide education which will foster Lao people to 
become independent, self-reliant, self-confident problem solvers. 
Policy also stresses patriotic values such as spirit of solidarity and 
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good knowledge of their legal rights and obligations as citizens 
(MOE, 2005:12). Policy however, recognises that these goals cannot 
be reached without simultaneously reforming the education system. 
The main areas identified as central to reaching the goals are 
improved access to education and improved quality of education, 
(MOE, 2009a:5). The remainder of this chapter will discuss these 
areas and present how new methods of teaching has moved from 
policy to practice. Thereafter, we end with reflections on the 
possibilities and constraints to education reform in this context.  

Improved access to education 
Issues of improved access are discussed in numerous Lao policies 
which state that the goal for the Lao education system is to provide 
education for all (see for instance MOE, 2000; 2005; 2006; 2008b; 
2009a).  

The 1991 constitution further states that Lao citizens, regardless of 
their gender, ethnicity or geographical location should enjoy equal 
rights as Lao citizens. There are however strong disparities between 
gender, ethnic groups, poor, non-poor, urban, rural and remote areas 
(MOE, 2005:2). A large number of school-aged children are not 
enrolled in primary school. This especially concerns children from 
low income areas and girls in rural, remote areas inhabited by 
different ethnic groups. Girls in rural and remote areas and children 
from ethnic minority groups have the lowest rate of lower secondary 
education participation (MOE 2005:28). Also at upper secondary 
school and within tertiary education the representation of women 
and ethnic minority is according to policy low (MOE, 2000:8). The 
patterns remain the same at the TTCs and TTSs, where there are 
lower representation of females and ethnic minority groups enrolling 
into teacher education programs, and among active teachers (MOE, 
2000: ii). Thus, despite the efforts of the Lao government to promote 
universal compulsory education, access to education still remains 
unequal. Some reasons for this are according to the MOE (2002:2) 
that: 

The development of Lao education in terms of quality, access, and equity 
is to be done in a difficult context. High demographic growth, ethnic, 
cultural and linguistic diversity, scattered habitat, economic and 
financial constrains and low institutional capacity constitutes a big 
challenge to the country. 
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To meet the stated goals, Lao educators have to consider ways to 
educate people by using student-centred education which is 
promoted as the primary method of teaching for Lao teachers (MOE 
& DTT, 2002). 

In line with the ambitions of providing education for all, MOE has 
set up goals in order to create conditions for students at all levels to 
have improved access (MOE, 2009a). There is also a goal of 
increased enrolment into higher education institutions where the 
target is set at increasing female enrolment with 50 percent. For 
teacher students accepting postings in remote areas, an increased level 
of scholarship provision is made available. For the university level, 
the goal is to improve access for poorer students, so that this group 
represent 20 percent of the total enrolment by 2015. Further 
scholarships are provided to teacher students covering 80 percent of 
the total fee in order to attract more students into teacher training 
(MOE, 2009a). 

For students enrolled into general education (primary, lower and 
upper secondary education) the goal is to promote a desire to learn, 
especially amongst girls, ethnic minority group children and children 
from the poorest families (MOE 2008b:26). The goals include both 
an increased enrolment rate but also to create better opportunities for 
moving from primary to lower secondary school level (MOE, 
2009a:46). Therefore, the goal is to complete incomplete schools, to 
establish new schools to serve all children in remote villages lacking 
school services and to expand existing complete schools by creating 
conditions for the integration of children from underserved areas into 
local schools (MOE, 2005:44). Further reducing cost barriers for 
basic education and reducing repetition and dropout rates by 
improving the situation of children in grades 1–5 
(primary/compulsory level) are also important goals (MOE 
2009a:44). For children in grades 6-9 (lower secondary level), 
elimination of school fees are discussed. Provisions of scholarships for 
school to children from poorer families are other important factors, 
discussed by the Ministry (MOE 2009a:48). The target set for 
2015/2016 is to increase the effective enrolment rate to 97.8 percent 
for both girls and boys from the current 89.7 percent for girls and 
90.6 percent for boys (MOE, 2005:45). 
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Improved quality of education 
The Lao Government has given priority to education, considering it a 
key element of the human resource development policy. The MOE 
however recognises that “the quality of education does not meet the 
demands of society and the labour market. Moreover, the quality of 
education has not reached international standards” (MOE 
2008b:15). The reasons for this are in policy identified to be a need 
for more teachers, a need for improved professional quality among 
teachers, a need for an improved teacher training, a need for 
improved school building and equipment, and a need for improved 
administration and management.  

The need for more teachers 

The Education for All, National Plan of Action 2005-2015 (MOE, 
2005) focuses on completing the national development plan and the 
goals of providing universal complete primary education by 2020. 
Presently, there remains a lack of teachers in some areas, especially in 
remote, mountainous or isolated areas where ethnic minorities are 
living. The MOE (2000; 2001a; 2005; 2006; 2008b; 2009a) 
identifies a number of explanation for this. Firstly, newly graduated 
teachers prefer to stay in urban areas. Therefore, many do not go to 
the schools where they are assigned to teach (MOE, 2006:2). Thus, 
the lack of teachers is particularly acute in remote areas where ethnic 
minority groups live and especially in poor districts of these areas. 
Secondly, the majority of teachers who have attained a Bachelor’s 
degree from FOE do not return to their home provinces and do not 
go to teach where they are assigned (MOE, 2006:2). At secondary 
school level the lack of teachers in subjects such as mathematics, 
literature, foreign languages, physical education, artistic education 
and technology is further articulated in policy (MOE, 2001a:7). 

In order to reach the goal of providing complete primary education 
by 2020, it is recognised that an expansion of the 5+4 and 8+3 
systems in teacher education must be retained and developed until 
there are sufficient teachers in remote and ethnic group schools. Thus 
The National Plan of Action (MOE, 2005) also discusses the 
establishment of a pilot programme to examine the potential of a 
bridging year for people with five years of schooling to enter 8+3 
programmes. It is also discussed that priority must be placed on 
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upgrading teachers from remote areas and teachers teaching at ethnic 
minority schools. Provision of preparatory courses for under-qualified 
teachers who are mostly women must also be prioritised and in the 
deployment of teachers, priorities should be place on the needs of 
schools in remote and ethnic group areas and of incomplete rural 
schools (MOE, 2005) 

Another key policy relates to the issue of incentives for teacher 
students and new graduates, as one strategy of attracting teachers to 
underserved areas. The Teacher Education Strategy 2006-2015 
(MOE, 2006) suggests that those teachers willing to take up a 
position in a remote area should receive free housing and payment in 
advance to taking up their position. Regular visits to their home 
villages are also part of the incentive programme. Female teachers and 
teachers speaking an ethnic language are given priority for vacancies 
in rural and remote areas up until the academic year 2010/2011 
(MOE, 2009a:26).  

The need for improved professional quality among teachers  

MOE does not only acknowledge a general lack of teachers but also 
recognises shortcomings in professional quality among active 
teachers. This constitutes another obstacle to the implementation of 
new methods of teaching (MOE, 2000; 2006; 2008b; 2009a). There 
is also a high percentage of unqualified teachers who have received 
training at teacher training institutions. Estimations are made that as 
many as 25 percent of teachers in primary school are unqualified 
(MOE, 2001a; 2005). The repetition and drop-out rates among 
students, especially in primary education, are also a source of worry 
and here explanations are also sought in the limited professional 
capacity among teachers in Lao PDR (MOE, 2005). This is 
associated with the low quality of pre- and in-service training of 
teachers (MOE 2005:28). MOE states that one concrete effect of the 
number of unqualified teachers and of teachers whose professional 
training has not been satisfactory is that it has been difficult to get 
teachers to accept and implement new method of teaching. 
Competency in teaching according to student-centred methodologies 
is in other words low (MOE, 2005:56). As a result, most teachers still 
preserve old teaching traditions and methods, and according to the 
MOE (2001a:12): 
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Teachers’ professional knowledge is limited; they do not feel enough 
responsibility in planning their teaching efforts. Teachers still follow the 
old methods, thus lacking professional awareness. 

The professional capacities of teachers are in other words, in policy, 
discussed as one important factor in reforming the education system. 
It is however also recognised that lack of professional capacity in itself 
does not carry the responsibility of the identified state of education. 
Here the curriculum is also identified as an additional source of 
problem. 

The need for an improved teacher training curriculum  

Curriculum is recognised as a key aspect in the education system. 
Therefore MOE states that it strives to improve the development of 
curriculum, textbooks and methods of teaching and learning. The 
aim of this is to encourage the innovation and creativeness of 
students and to create an education framework which is in 
accordance with the current situation and local and global trends 
(MOE, 2001a:15). Already in 1998, the MOE recognised that there 
were issues in need of addressing identifying the following 
weaknesses:  

Teaching and learning processes still follow a transfer knowledge 
method, because there is still bad conditions in schools such as lack of 
equipments, and teachers’ weak knowledge and capacities. Teachers need 
to learn more about psychological characteristics and biological 
differences of students. Because of weak capacities and previous 
knowledge teachers regard the curriculum as the law, without deeply 
understanding the theoretical presuppositions that permeate new 
methods of teaching. Teachers therefore meet with difficulties when they 
make lesson plans for teaching to be able to carry through all lessons in 
textbooks and that is why teaching and learning processes still follow a 
transfer knowledge method (MOE & NRIES, 1998a:9).  

Curricula is however not flawless. It is stated that curricula does not 
meet current needs and does not pay sufficient attention to the 
upgrading of academic subject knowledge in terms of new concepts 
and methodologies. There is also a lack of correlation between 
curricula of teacher education and general education. MOE (2006:3) 
addresses the situation asserting that; 
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Pre-service teacher education curriculum is not relevant to current needs. 
For example, at this point Laos would benefit from a teacher education 
curriculum that is more holistic and flexible enough to reinforce the 
integration of new important world issues and appropriate educational 
topics, such as multi-grade class teaching, inclusive education, gender 
issues, reproductive health, life-skills, information technology and 
morality.  

Further, MOE claims that “continuity and consistency between 
primary and secondary education curriculum is weak or non-
existent” (MOE 2005:29).  

Furthermore:  

Regionalising the curriculum and making it relevant to local needs and 
needs among learners has also proven difficult to implement. There is a 
possibility for this in policy as the MOE allows for local adaptation of 20 
percent of the curriculum (MOE, 2000:16). 

This is however not reinforced in practice (MOE, 2000). 

Concerning the curriculum of NUOL, MOE points out that the 
curriculum should correspond with the Party’s policy and the 
Government’s aim of socio-economic growth of the country which 
focuses “the information era, and a scientific and technological 
revolution” (MOE, 2001a:19f). 

MOE discusses the changes that need to be done regarding the 
curriculum in order for it to adapt to both global and local needs. 
Thus, the purpose and the content of the curriculum should be 
modified according to the following principles: Firstly, standards 
should be improved. Secondly, learning should be linked to the real 
situation (MOE, 2008b:32). Therefore, the curriculum should be 
designed to meet not only the needs of the learners and national 
needs but also and the socio-economic and cultural development of 
the different regions of Lao PDR (MOE 2000:28). This is also 
relevant for the curriculum of teacher education which states that the 
curriculum should be relevant to real life situations and cover both 
theory and practice (MOE, 2006: 9).  

The need for improved school buildings and equipment 

To ensure social equity, the MOE (2001a) recognises that there is a 
need to continue to expand education to remote, isolated and 
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mountainous areas by building sufficient number of schools, based 
on statistics of the school-aged population. According to the 
Principles of the Management of General Education Schools issued 
by MOE (2001a), each school should provide buildings and 
classrooms, implement the curriculum and conduct social activities 
that are in line with education regulations, and effectively organise 
teaching and learning. In principle, it is prescribed that each school 
building should be constructed according to prototypes approved by 
MOE. Minimum requirements are that each school should have an 
office for the directorate and teachers, classrooms, library or book 
corner, information board, site for sports and physical education 
activities, rest rooms and water supply. In addition, secondary school 
should have access to scientific laboratories. Each regular classroom 
should have a capacity to contain 30-40 persons based on an 
allocation of 1.2 square meters per person. (MOE, 2001a:15; 
2008b:35) 

Despite these goals the MOE recognises that an obstacle to the 
implementation of new methods of teaching, is the shortage of school 
facilities, classrooms, and lack of learning materials, textbooks and 
libraries (MOE, 2005:12), which is especially common in primary 
and lower secondary schools (MOE, 2000; 2001a; 2005; 2006; 
2008b; 2009a). Here it is also interesting to note that the lack of 
textbooks is especially identified as one important factor explaining 
the relatively low quality of primary education (MOE, 2005:12). At 
primary level, there is also a high percentage of temporary school 
buildings (58 percent), schools in bad conditions (45 percent), and 
incomplete schools that limit the access (40 percent with 1-2 grades, 
35 percent with 3 grades, only 25 percent are complete schools). This 
does however not seem to be the case for other levels of the school 
system since there is no mention about lacking equipment in relation 
to upper secondary schools, TTCs, TTSs and NUOL. 

As mentioned previously, teachers are in policy considered to have a 
key position in the building of the new generation. It is also stated 
that with the goal of improving the quality of education, it is 
important to target the capacity building of teachers. It also becomes 
important to ensure that sufficient, well trained teachers are available 
and also to create conditions and incentives for the teachers (MOE, 
2006: I): If these measures are taken alongside with the provision of 
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sufficient schools/classrooms and learning materials and improved 
curricula, a quality raise of the whole education system can be 
expected according to the MOE (2009a: 45). 

The need for improved administration and management 

There have been attempts made to implement a decentralised 
education system in terms of the division of power between central 
and local education bodies. MOE has the authority to establish or 
abolish grassroots education organisations, defining the organisation 
and role of PES and DEB, appointing and discharging education 
officers at all levels, and issuing, as necessary, various education 
decisions, rules, orders, regulations and notices. The decentralisation 
process is however still facing some challenges according to MOE 
(2000) and therefore in need of further development. MOE 
recognises that administration and management of centralised and 
decentralised administrative approaches have not been coupled with 
appropriate capacity building preparations with the effects that there 
is a lack of legislation, norms, standards and training systems for 
planning and management (MOE 2000:9) 

Another problem facing the ability to plan for education activities is 
the lack of reliable demographic information, and this has led to 
inadequate planning. This has been further affected by insufficient 
domestic funding which has prompted planning units to plan and 
administrate projects according to donor-driven initiatives and 
resources. MOE (2000: ii; 2005:29) also points out that lack of 
sufficient technical skills, inadequate information, poor coordination 
and communication, and absence of decisive leadership at 
departmental level has affected the quality of work done within 
education administration and management. Low salaries have also 
affected management system (MOE, 2001a; 2005; 2008b) and as 
MOE points to, education managers have a low commitment to their 
work because the salaries are low (MOE, 2005:29).  
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NEW METHODS OF TEACHING: POLICY TURNED 
INTO PRACTICE 

There have been measures taken that go beyond policy in the 
attempts to reform the education system. These have targeted the 
production and distribution of new teaching and learning materials, 
training teachers about the curriculum, textbooks and teacher guides, 
and appointing PAs whose main task is to support local schools in 
the implementation of the curriculum.  

To ensure that new methods of teaching and student-centred 
strategies would be utilised in classroom practice, MOE distributed 
textbooks to all levels of the education system, nationwide. All 
teaching and learning  materials for primary and secondary schools 
were approved by the MOE, with the cooperation of NRIES 
regarding primary and secondary school, and TDC regarding 
materials for TTC’s and TTSs (MOE, 2000; 2006; Prime Minister, 
2008). 

The learning materials were distributed to primary school pupils who 
received one set free of charge while students at secondary and 
tertiary levels have to rent textbooks by paying a small fee as a 
deposit. (MOE, 2006; Prime Minister, 2008) 

Training teachers regarding the curriculum and the use of new 
methods of teaching has also been done in workshops organised by 
the MOE. Firstly, orientation workshops were organised for teacher 
educators in three mains geographic areas of Lao PDR (North, 
Central and South). Secondly, these trainers organised other 
workshops for PAs and teachers in their own provinces. The 
objectives of the workshops were to familiarise teachers with the 
education objectives of the new curriculum, its structure, the 
organisation of implementation, new methods of teaching and 
learning; and to introduce them to the new contents of textbooks and 
teacher guides. During teacher orientation workshops the 
participants prepared lesson plans, conducted microteaching, peer 
teaching and demonstration teaching. They visited schools to observe 
the teaching and learning process, and afterwards, discussed and 
made comments in order to improve the teaching skills. (MOE, 
2000; 2008b; 2009a) 
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According to MOE, teachers were recommended to use new methods 
of assessment and evaluation. They were also recommended to 
produce and use local, low-cost teaching aids (MOE, 2000; 2001b; 
2008b). In addition, MOE pointed out that:  

Teacher trainers and school teachers’ professional development will be 
developed in order to provide training for them to upgrade their 
knowledge and new methods of teaching skills (MOE, 2006:8). 

To ensure that new method of teaching could be reached in 
classroom practice, MOE also trained PAs for both primary and 
secondary schools but not for TTCs and TTSs. As mentioned 
previously, PAs make regular visits to schools, for monitoring and 
giving recommendations to school principals and teachers regarding 
the organisation of the curriculum and its implementation. 
According to the MOE regulation, the tasks of the PAs are to help 
teachers and school in improving teaching practices and, in 
particular, to solve academic problems such as setting learning 
objectives and preparing lesson plans, implementing new teaching 
and learning strategies, designing, producing and using the 
appropriate teaching aids, and controlling the student learning 
outcomes (MOE, 2000; 2009b; 2009c). MOE (2000:43) states that:  

Over five hundred pedagogical advisors across country have been trained 
to support teachers in primary and secondary schools and fifty additional 
primary pedagogical advisors were trained through the ADB Basic 
Education (Girls) Project. 

MOE however recognises that despite these measures, there has been 
difficulties implementing new methods of teaching and student-
centred approaches due to previously mentioned reasons such as 
lacking capacity among teachers, unsuitable curricula and lack of 
materials, to mention a few (MOE, 2009a). Moreover, teachers have 
to follow the syllabus, textbook, teacher guide and structured 
planning models for lesson planning because teacher will be inspected 
on whether their teaching performance follows set requirements (as 
outlined in the syllabus, textbook, teacher guide and structured 
planning models) or not. Furthermore, MOE, PES and DEB design 
tests which students regularly take. These tests are based on the 
content in the textbooks which is why it is in both the interest of the 
teachers and the students that the textbooks are closely followed in 
the teaching and learning process. Thus, discovery methods 
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promoted in new methods of teaching turns into transfer methods in 
practice.  

As an effect of the focus on curricula, syllabi, textbooks, teacher 
guides and continuous monitoring from PAs, the teaching and 
learning is organised rather in relation to the formal frameworks than 
in relation to students’ life experiences. Therefore, the textbooks and 
teacher guides become the core of students’ learning. This is also true 
for higher education, even though NUOL has autonomy regarding 
the planning and implementation of study programs at the university 
(Prime Minister, 2009). 

CONCLUSIONS 

It is clear that there is an expressed wish in policy to move towards a 
development where the Lao PDR is better equipped to meet 
demands of the future. Policy has been developed to meet these new 
demands and the focus is to ‘create’ citizens who are independent and 
industrious and able to contribute to the development of the country. 
Here, student-centred education is seen as a means to develop these 
skills. All this is quite clearly spelt out in policy as ‘student or learner-
centred education’, ‘new methods of teaching’ and ‘the 5-pointed 
star’. The common features of this new type of education vision is 
that it focuses the individual and its needs, experiences and 
competencies which combined should be taken into account when 
planning education inputs. As the MOE and DTT (2002: ii) 
established; “[...] the focus of teaching and learning is on the learner’s 
needs.” The development of the individual should however be in the 
interest of the nation and therefore, specific national values are 
prescribed. 

What we have been able to show in this chapter is that there are some 
inbuilt tensions between how the education sector is organised and 
the visions expressed in policy. It is difficult to imagine how a 
student-centred informed pedagogical practice would be possible 
without local autonomy over form, method and content. The Lao 
education system is however hierarchal and form, method and 
content is, if not explicitly at least implicitly, decided by the system. 
This is done by the organisation, administration and control of the 
education system. The system itself formulates wishes to move 
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towards student-centred education, thus emphasising that students 
should be active and learn by what can be interpreted as discovery 
method. The effect of the system seems however to be that the closer 
to grassroots level one gets, the more rule-governed the systems 
correspondingly gets. Thus, curricula, textbooks, teacher guides, 
assessment models and subsequent evaluations of teaching and 
learning performance create a culture where transfer models are more 
common than discovery models and where the content in the 
textbooks is privileged.  

Despite the good intentions, we argue that the education system as 
such, and the visions for it, does not fully correspond. Here one 
might find an explanation to why no one takes the opportunity to 
formulate 20 percent local curricula. In theory, the opportunity 
exists, but in practice, the system does not support it.  

In conclusion, there is a good basis for education reform if policy is 
focused. Policy opens up for a multitude of experiences to be heard 
and utilised in a pedagogical context. In policy, there are in other 
words opportunities to focus both individual student’s experiences 
and needs, and the needs and visions of the political system. Under 
these circumstances, the situations of girl and ethnic minority student 
groups could be met. There however remains work to be done if one 
mirrors policy in the actual organisation of the education system. 
Democratic centralism could open up for grassroots levels to have an 
impact on the system but the questions remains to what extent this 
happens in reality given the absence of locally formulated curricula, 
textbooks and examination forms. There thus seems to be existing 
tensions between flexibility and control, decentralisation and 
centralisation and between education models of discovery and 
transfer.  

How teacher educators and teacher students at TTCs and NUOL 
relate to education reform is the topic of the next chapter.  
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V. RESPONSES TO EDUCATION 

REFORM AMONG TEACHERS & 

STUDENTS 

In the previous chapter we have described how education reform and 
student-centred education are elaborated in policy documents and 
the extent to which the organisational structure supports such a 
reform. In this chapter, we present how teachers and students at 
TTCs and NUOL respond to the new methods of teaching and ideas 
about student-centred education, i.e. group and individual learning. 
We also present how gender and ethnic backgrounds are considered 
by these teachers and students. The chapter ends with conclusional 
remarks.  

GROUP LEARNING 

According to the informants, group learning means that teachers 
organise students into groups and distribute questions or topics to 
each group. Each group of students are instructed to find 
information about the topics and answers to certain questions. 
Representatives of each group report their answers and information 
to the teacher and the whole class. One respondent described that:  

Student-centred education is group learning. In group learning teachers 
give questions to students. After that each group of students think, discuss 
and share ideas to find answers to these questions. Finally, each group 
presents or reports their answers and discusses with other students 
(Interview 4, lines 152-154, Science teacher, Lao Loum, male, 
TTC). 

Another respondent went further, articulating the connections 
between student-centred education, the 5-pointed star method and 
group learning. He said: 

Present day in our TTC we have developed learning and teaching so 
that student-centred education is the 5-pointed star; the teachers follow 
the 5-pointed star method. When the teachers teach, they carry out 
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student-centred method by organising group learning, providing students 
with question so that they can practice to search in groups (Interview 7, 
lines 8-11, Psychology teacher, Lao Loum male, TTC). 

As illustrated by the above quotes, there are different representations 
of group learning among our informants. We have found three 
somewhat different ways of how group learning is performed by 
teachers: 

Subcategory A: Classroom based group learning 

The teacher decides what topic/s each group should work with. 
During the lesson/s members of each group learn together in the 
classroom, with the teacher as a supervisor, to find knowledge about 
the topic/s. Finally the results are orally presented to the whole class 
and reported as short written reports to the teacher. One of the 
informants exemplified this by saying: 

I organise groups, give them my questions and ask the students in each 
group to discuss the questions and find answers to the questions together 
in the group. The students make short notes and present the results to the 
whole class at the end of the lesson (Interview 4, lines 33-35, 
Psychology teacher, Lao Loum male, TTC). 

Another respondent gives a similar response: “I divide the students in 
groups; small groups or bigger groups. I explain each topic and 
provide the question to each group, and students have discussion and 
write report” (Interview 6, lines 14-17&22-25, Psychology teacher, 
Lao Loum female, TTC). 

Subcategory B: Classroom based group learning and group 
assignment  

The groups are offered to choose issues and topics from a 
smorgasbord designed by the teacher. The group learning is more 
comprehensive, compared with the group learning in category A, and 
therefore the group learning is also carried through outside the 
classroom on time in between lessons. The final results are handed 
over by each group to the teachers in form of a written report. This 
subcategory however, seems to have been put in practice as a result of 
practical factors such as big groups and limited allocation of time, 
rather than for pedagogical reasons: 

The majority of teachers who teach large groups of students complain a 
lot of the difficulty to organise group discussion inside the classroom. The 
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time is limited and there are too many students, so the teachers only give 
assignment to do outside of the classroom and send report according to 
the teacher’s instructions. I need to explain the content and ask questions 
that students can discuss in groups or discuss directly with the teacher but 
it is very difficult; the time is limited; one two hour lesson and if we 
discuss too much, we will not complete the curriculum or the passages in 
the textbook. There are also too many students around 140-170 per 
class. I usually give homework and each group writes a report, so we do 
not often discuss in classroom (Interview 4, lines 11-21, Psychology 
teacher, Lao Loum female, TTC). 

Subcategory C: Classroom based group learning, group assignment 
and oral presentation 

The groups are offered to choose issues and topics from a 
smorgasbord designed by the teacher. The group learning is more 
comprehensive, compared with the group learning in category A, and 
therefore the group learning is also carried through outside the 
classroom on time in between lessons. The final results are handed 
over by each group to the teachers in form of a written report. What 
differs from category B is that the teachers takes the group learning 
one step further. To make it possible for students to learn from other 
groups’ findings, it is not enough to just report the findings to the 
teacher. The whole group learning process ends up with seminars, 
where each group first presents their findings and then opens up for 
discussions with the students in the other groups. One informant 
describes the process in the following way: 

We organise groups and present topics from the textbooks for students to 
choose from. Sometimes there will be one different topic in each group, 
but sometimes maybe two or three groups choose the same topic to work 
with. The groups will search for information outside classroom and 
present the findings to the whole class and allow other student to 
comment (Interview 7, lines 29-32, Psychology teacher, Lao Loum 
male, TTC). 

The strategies involved in the organisation of group learning thus 
address different issues. On the one hand, the respondents point to 
the possibilities for students to discuss and share ideas, which would 
be in line with a more student-centred approach. On the other hand, 
group learning is also discussed as a strategy utilised in order to cover 
for lacking resources which makes it impossible for teachers to cover 
the material during regular teaching hours. Therefore, students have 
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to finish assignments without the support of the teacher. The main 
difference between the subcategories can thus be described as the 
extent to which the students work in or outside the classroom, and 
how they present their work to teachers and other students.  

INDIVIDUAL LEARNING 

The second category, individual learning, has a clearer focus on 
individual students instead of, as in previous times, always giving 
lectures to a whole group in a one-way communication. Individual 
learning includes learning activities where students individually 
search for information from available material instead of just 
repeating what the teachers have said.  

We have found three ways of performing individual learning. These 
ways lay the grounds to the construction of our three subcategories of 
individual learning. What is striking is that the subcategories under 
individual learning are very similar to the subcategories constructed 
under group learning, with the exception that the focus shifts from 
the group to the individual. 

Subcategory A: Classroom based individual learning 

During lectures, teachers ask students questions individually in order 
to stimulate the student to participate in the teaching and learning 
activities. One informant explained that this practice: “gives room or 
opportunity to students to express ideas and do activities and learn by 
themselves. [It also] encourage all students to participate in doing 
activities and answer teacher’s questions” (Interview14, lines 629-
631, Science teacher, Lao Loum female, TTC). 

Another informant said that:  

I ask each person when I teach. The teachers have prepared question in 
advance. Some questions could be about definitions, that the student 
should explain some theories. It depends on the students’ understanding. 
This way to urge the students make them more active and they learn 
more (Interview 7, lines 32-35, Psychology teacher, Lao Loum male, 
TTC). 

Subcategory B: Classroom based individual learning and individual 
assignment 
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The teacher gives questions or topics to students to be elaborated 
individually and documented through a written report: 

I let each student consider and reflect over topics given by me as a 
teacher. The student should search for knowledge and information 
individually. Then the students report the findings to the teacher” 
(Interview 16, lines 504-506, Science teacher, Lao Sung male, 
TTC). 

As with group learning, there are respondents who also point out that 
these types of teaching strategies are utilised more as a response to 
limiting “frame factors”, than a pedagogical strategy of choice: 

Usually when we teach, we give lectures. We hardly organise group 
leaning in the classroom when we teach because there are too many 
students. We teach in the lecture room, so we can only explain and give 
question to each student to learn by themselves. For me, I give them 
questions or give advice on topics to each student so that they can search 
by themselves. Then I check their reports and score these (Interview 2, 
lines 21-29, Psychology teacher, Lao Loum female, TTC). 

Despite this, there are also teachers who recognise the value of 
engaging students into this type of teaching and learning process: “I 
think letting students do individual learning is good; at least each 
student have used their own notion to manage their learning, they 
don’t wait or follow the teacher at all” (Interview 2, lines 24-26, 
Psychology teacher, Lao Loum female, TTC).  

Subcategory C: Classroom based individual learning, individual 
assignment and oral presentation 

The teacher gives questions or topics to be elaborated by the student 
individually. The student searches information and documents the 
findings in a written report. What differs from category B is that the 
teachers takes the learning process one step further by adding an oral 
presentation. The aim of the oral presentation is to prepare students 
to present their reports in front of the class. This is especially directed 
towards shy student who might otherwise choose not to raise their 
voices in the classroom:  

When I teach, I almost always focus on student-centred methods. I give 
topics or questions to each student to search information by oneself and 
write a report on the findings. We usually end up with presentations and 
discussions with the whole class (Interview 5, line 15, Psychology 
teacher, Lao Loum male, TTC). 
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In the following we will in more detail present how our informants at 
TTCs and NUOL responded to the emerging education policy.  

RESPONSES FROM TEACHERS AT TTC’S AND NUOL 

There were three clear patterns emerging from the analyses of the 
interviews with psychology and science teachers. All teachers working 
at the three TTCs were in agreement that student-centred education 
was reached through the 5-pointed star. This was thus the terms used 
when discussing student-centred education. One respondent at TTC 
commented on teaching practices connected to the 5-pointed star 
method: “Student-centred education is, [that the] teacher divides 
students into group and uses a 5-pointed star method” (Interview 11, 
lines 348-349, Science teacher, Lao Loum female, TTC). Another 
said: “I have worked with new teaching methods since 1993. We 
then started with the 5-pointed star which is still used nowadays” 
(Interview 4, lines 96-98, Psychology teacher, Lao Loum, male, 
TTC).  

This was not the case at NUOL where student-centred education was 
discussed in terms of new methods of teaching. This therefore 
represents two emerging patterns where a difference became visible in 
the rhetoric used at the TTCs and at NUOL. Despite this difference 
the third pattern emerging was that regardless where or what subject 
the teachers taught, and regardless of whether student-centred 
education was discussed in terms of the 5-pointed star or new 
methods of teaching, all the teachers were in agreement that student-
centred education entailed two distinct strategies; group learning and 
individual learning.  

There were however also some differences between the extents to 
which teachers of the different subjects related to group learning and 
individual learning. These differences were traceable to the subject 
rather than to the teaching institution which is why the results below 
are structured according to teaching subject.  

Psychology teachers constructions of group learning  

For psychology teachers at both NUOL and TTCs, group learning 
meant that teachers organised students into groups and distributed 
questions or topics to the groups.  
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The psychology teachers arranged group learning in line with all 
three subcategories. In smaller classes, the majority of them used 
subcategory A, classroom based group learning, but in big classes with 
many students, most of them used subcategory B, classroom based 
group learning and group assignment, or C, class room based group, 
group assignment and oral presentation. In the following we give some 
examples from the three subcategories of group learning in 
psychology:  

In relation to subcategory A, classroom based group learning, one 
teacher said: 

For group learning when I am teaching, after I have explained each 
topic I divide them into groups. I follow the lesson. If the lesson has 5 
topics I divide student into 5 groups and each group is responsible for one 
topic. If the lesson has more or less topics, I have divided in relation to 
that. And I ask the students in each group to discuss with each other. It 
takes 10-15 minutes. Then each group orally presents how they have 
discussed with each other. This way of teaching gives students 
opportunities to discuss, share ideas and practice co-operation together. I 
also ask them to send their answers and a list of members to me for 
scoring (Interview 4, lines 23-27, Psychology teacher, Lao Loum 
female, NUOL).  

Another respondent explained that: 

In my teaching; if I teach in a single room, I always teach by student-
centred methods. I organise group learning, I provide question to each 
group to do research and find the answer, write short reports and then 
each group does an oral presentation and discusses with the other in the 
classroom (Interview 2, lines 15-25, Psychology teacher, Lao Loum 
female, NUOL). 

Teachers’ arguments for using subcategory B, classroom based group 
learning and group assignment, are often related to very concrete 
factors such as lack of time and space. The students are instructed to 
carry out work outside the classroom because there are too many 
students in one class and the instructions take time, and therefore 
there is not enough time for the groups to finalise the topics in the 
classroom. The reason why the teachers feel stress is because they 
have to follow the curriculum and the textbook during a determined 
amount of hours per lesson. Group learning takes more time than the 
methods of dictation they used before. The teachers therefore instruct 
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each group to work outside the classroom and then send a report to 
the teacher.  

One of the teachers representatively elaborates the arguments a bit 
more:  

I, actually, perform my teaching according to the system; firstly I follow 
the curriculum and then the annual plan and I use the textbook for 
teaching. For example for the psychology subject, 32 hours are 
determined for teaching and learning, on average two hours per week 
and we follow the lessons presented 1, 2, 3…. We calculate between 
lesson and time. For example lesson 3: The curriculum determine only 
two hours, so we have to finish within one week. If some lesson takes 
longer time we have to shorten it to fit the timetable. However, in 9 
lessons per 16 weeks or 32 hours we have to divide according content 
and activity. Mainly, we solve it by giving students home work outside 
class room; group learning and also student work more outside classroom. 
After they have done their work, each group sent the report to the teacher 
(Interview 3, lines 18-25, Psychology teacher, Lao Loum female, 
TTC).  

When the teachers arrange the group learning process in line with 
category C, group learning, group assignment and oral presentation, 
the teachers use both inside and outside classroom learning, but take 
the process a bit further, when they arrange seminars for each group 
to present the findings to the whole class:  

When I teach I divide the students in groups. Sometimes I use big group 
and sometime small group. It depends on the lesson. I explain each topic 
and then each group have decided what topic and how they will carry 
through their work. They discuss and summaries the information 
together. They mainly do their work outside classroom, and I make 
appointment with them, when they should present their work to the 
whole class. And I ask the other groups to give comments and to discuss 
the findings with each other (Interview 6, lines 12-17, Psychology 
teacher, Lao Loum female, TTC). 

One issue which was focused in relation to subcategory C was the 
process of students learning together. Teachers therefore give 
opportunities for students to take the time that is needed to prepare 
their presentation together:  

For group learning; I also give the students opportunities to take enough 
time to prepare their report. In a good report every detail is clearly 
described and the overall content is correct. When the report is presented, 
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the presenter should speak fluently and clearly. Each group member 
should understand their report and be prepared to answer for it, because 
when the other students ask questions I first ask the other members in the 
group to present an answer. If there are no answers from the group 
member, I allow the presenter to answer. This makes everyone in the 
group a participant in group learning and they learn to become 
responsible for working together (Interview 2, lines 15-20, Psychology 
teacher, Lao Loum female, NUOL). 

It was also articulated that the textbook served as a primary source of 
information for students writing reports: “The reports are most often 
mainly based on information from the textbooks. I ask them to 
choose topics from the textbook” (Interview 4, lines 51-58, 
Psychology teacher, Lao Loum female, NUOL). Working outside of 
the classroom does therefore not seem to help the students to go 
beyond the textbooks prescribed in the syllabus. This underscores the 
impression that the biggest differences between the subcategories are 
the extent to which the work is performed in- or outside the 
classroom.  

Group learning – gender and ethnicity in the psychology classroom 
The teachers see a lot of benefits of group learning especially with 
regards to females and ethnic minorities. There are possibilities to 
encourage students to become more active. In group learning 
situations there are possibilities to stimulate them to show capacity 
and share ideas.  

If I do not organise group learning, women and students from ethnic 
minority groups keep quiet. In group learning men and women discuss 
about their experiences, about differences and similarities between men 
and women. I encourage the students and ask them to express their ideas 
in group discussions. Even though they sometimes do things wrong, I 
support them and I put good feelings to them; especially to ethnic 
minority students, because their speaking is not clear and they often 
misspell. I try to understand and I also mobilise their class mates to 
become supportive of them (Interview 2, lines 44-48 & 73-75, 
Psychology teacher, Lao Loum female, NUOL).  

Group learning can also serve as a strategy to displace the distribution 
of power among the students:  

In my opinion I want to strive for equity between gender and ethnic 
groups. When I organise group learning I instruct them to provide power 
to each other. If a male is a head and a female just a vice-head, I want 
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to displace the gender relation in the group. I must urge them to help 
each other and displace the power relations between male and female. 
And also encourage ethnic minorities to join in group learning 
(Interview 4, lines 89-92, Psychology teacher, Lao Loum male, 
TTC).  

Observations from classrooms also confirmed that group learning 
seems to contribute to women’s active participation. What women 
are unlikely to show in the big class becomes visible during group 
learning in the smaller group. In the small group women show 
capacity and more responsibility.  

This result became evident during classroom observations in 
Psychology. During the observations, presentations were given by five 
different groups which had all selected one representative each to 
present on behalf of the group. There were four female presenters out 
of five which suggests that women indeed are given space to 
participate12. During another observation session in a different class 
there were two females and one man as a presenter. While the male 
only used 4 minutes out of a total of 27 minutes the females took 
more time and had more careful presentations. The females were also 
more active in answering the other students’ questions13. Group 
learning thus seems to be favourable to women generally which also 
seems to extend to females representing ethnic minority groups 
which we exemplify through an observation of Lao Sung female 
students who have a reputations for being shy. In this observation, 
the students however take the lead: The observed group, of 142 
students of which 69 were female, include 21 Lao Sung out of which 
seven are female. A female student stands in front of the group and 
initiates the discussions about how to organise the work. She 
encourages the group members to come up with their suggestions. All 
students are attentive. The female student who leads the discussion 
gives examples of issues that can be discussed, like aspects of social 
status, beliefs, and gender that have changed over the years. She 
further suggests that students write down what they want to discuss 
and that they go through these issues one by one with the intention 
to come to an agreement, before they continue with the next issue14. 
                                                      
12 Tape nr. 4B Psychology subject NUOL, 10/05 2006 Time: 00.02:00 – 00.29:30 
13 Tape nr. 1A Psychology subject NUOL, 24/03 2006 Time: 00.21:08 – 00.48:30 
14 Tape nr. 2A Psychology subject NUOL, 24/3 2006. Time: 00.02:46 – 00.03:17 
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As one of the psychology teachers (Interview 2) pointed out, students 
from ethnic minorities also show their capacity if given the 
opportunity. This is also supported by the observation data. 
Previously we exemplified the situation of Lao Sung students and 
here we report on observations where two Lao Theung male students 
present to a big group of 142 students. These students were the only 
two Lao Theung students in the group but they still had the courage 
to stand in front of their class mates and give a presentation. The 
topic of the presentation dealt with the difference between ethnic 
groups in Laos. The students exemplified by talking about traditional 
customs such as child birthing practices. The other students were 
very interested in the topic and asked many questions15.  

Group learning and assessment in the psychology classroom 
It is also clear that teachers organise group learning in order to 
complete the demands of the assessment model:  

According to the University’s rules for assessing students’ learning the 
determined scores are 10 percent for individual activity, 20 percent for 
group learning, 20 percent from monthly test, 40 percent from final 
exam and 10 percent for attendance. We have to follow this rule 
(Interview 4, lines 16-18, Psychology teacher, Lao Loum female, 
NUOL). 

To be able to use written reports as the basis of scoring, the teachers 
asks for handwritten reports will the following arguments:  

We also stress that each group should write by hand. If they use 
computers, they often copy from each other. For me, I ask them to choose 
a topic from the textbook and since there are many students, a lot of 
groups will choose the same topic, because there are twelve lessons in the 
textbook and 160 students. If each group consist of six or seven students, 
there will be a total of 30 groups in one lecture room. To avoid that 
students will copy from each other in the case they get the same topic, I 
advice them to write the report by hand. After they have finished the 
report they send it to me and I check and give them scores (Interview 4, 
lines 51-58, Psychology teacher, Lao Loum female, NUOL).  

The teachers do not only score the students’ reports. They also use 
the possibilities to score the students’ abilities in what is in policy 
document prescribed as moral abilities. In group learning, moral 

                                                      
15 Tape nr. 3A Psychology subject NUOL 24/3 2006. Time: 00.05:10 – 00.25:17 
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abilities become visible. If the teacher does not have rules, many 
students will become lazy and let active students do all the work. As 
one teacher said:  

My rules are: Firstly, I give solidarity scores to each group. If the group 
lack of solidarity I will cut their scores. Since students are afraid of 
getting low scores or not become scored at all, they all have intentions to 
be present and to be active in the groups. They do not slip away when 
there is group learning. If someone does not obey the group leader or do 
not attend there is an obligation to report that to the teacher. [...] It is 
competition, and students like to do this. If I only advice and not have 
rules during group learning, the students will not work hard (Interview 
2, lines 25-37, Psychology teacher, Lao Loum female, NUOL). 

The psychology teachers point to many advantages with group 
learning, but they have also experienced difficulties with it. The 
biggest obstacle is the large group sizes; it is not unusual with as 
many as 140, or even more, students in one classroom. Traditionally, 
psychology is a theoretical subject centred on the textbooks which 
can become problematic in relation to student-centred approaches:  

We are two psychology teachers and there are 11 classes and each class 
has more than 40 students. We teach three classes per lecture which 
means that we have around 125-140 students in one classroom, and it’s 
difficult to organise group learning. In addition, our subject is a 
theoretical subject, not a practical as the technology subject which has 
practical activities that group learning is suitable for. The psychology 
subject is more theoretical and more suitable for lectures. We mostly 
lecture and give students question for research. We usually get the 
questions from the textbook and we advice students to find answer from 
the textbook and they can also give some example from outside. But if we 
focus the lesson on examples outside of the textbook we will not complete 
the curriculum and we should follow the school’s plan and have 
completed the lessons according to the plan (Interview 5, lines 28-30; 
39-48, Psychology teacher, Lao Loum male, TTC.). 

Psychology teachers constructions of individual learning 

Besides group learning a second strategy was identified by the 
teachers in order to achieve student-centred education. Here the 
emphasis was on individual students learning to manage and take 
responsibility for their own learning. Group learning was thus 
complemented by individual learning, which we will show share the 
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same qualities as group learning; i.e. the strategies were on learning 
in-or outside the classroom by engaging in answering questions, 
writing reports and giving oral presentation. The focus however 
changed from the group to the individual which also gave rise to 
some interesting shifts regarding the teachers’ perceptions of group 
learning and individual learning as strategies for student-centred 
education. 

All psychology teachers mentioned individual learning as an 
important method for student-centred education. One of the teachers 
explained that:  

When we teach by student-centred methods, we ask the students to search 
information individually. The teacher provides topics as homework. The 
student searches the answer and writes a report and sometimes presents to 
the whole classroom (Interview 5, lines 17-18, Psychology teacher, 
Lao Loum male, TTC). 

Another teacher stressed the importance of individual learning as a 
tool to build self-confidence among the students:  

When I am teaching, I stress that all students have to participate. I 
reduce my talking and ask the students for answers. The main purpose of 
asking students for individual answers is that I focus on building 
students’ self-confidence. If they dare to express their abilities and skills, 
they will become more self-confident in their future works (Interview 1, 
lines 12-14, Psychology teacher, Lao Loum female, NUOL). 

The psychology teachers drew equally on all three categories of 
individual learning.  

In relation to subcategory A, classroom based individual learning; the 
psychology teachers shared the same ideas. One of them explained 
that;  

When I teach; immediately after I have explained an issue I ask 
individual students for answers about the issue. I urge the students to be 
more alert and ready to answer. If I do not do that, the students become 
uninterested or unintended to learn. I want to create students, who dare 
to show their own abilities when we learn together in the classroom 
(Interview 3, lines 12-16, Psychology teacher, Lao Loum female, 
NUOL). 
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One issue which was touched upon was that some teachers found it 
important to remind all students to prepare themselves for answering 
the teacher’s during lesson time: 

When we teach, we want to ask each student to speak up. This way of 
urging students to become active to learn, demands that each student 
have to prepare the knowledge before attending the classroom (Interview 
7, lines 33-36, Psychology teacher, Lao Loum male, TTC).  

The absolute main part of the psychology subject is taught in one 
lecture room with more than 100 students together. It is difficult for 
the teachers to give attention to each student. This means that the 
teacher cannot ask every student or allow every student to give their 
opinion. Therefore the teachers often draw on category B, classroom 
based individual learning and individual assignment, and asks students 
to write a report each on the issues given. One benefit is that they 
also can assess the students by scoring their individual reports.  

Nowadays, I almost always teach by student-centred methods. For every 
lesson I prepare questions for the student to find answers to. I mainly 
give the assignments as homework. Each student should write a report. 
We do not often discuss in the classroom, because I cannot ask every 
student for an answer and score them from the answers given in the 
classroom (Interview 4, lines 21-22, Psychology teacher, Lao Loum 
female, NUOL). 

There was however teachers who focused less on aspects such as class 
size and instead saw other benefits with using the strategies included 
into subcategory B: 

For the report, I mainly give a topic to each student to write about on 
their own, to let them practice responsibility for their own learning. I 
have not focused on group learning, because I expect that some students 
would be passive and let active students work for them. So I prefer to 
give them individual assignments. That is better. Individual learning 
develops their responsibility for their own learning, and they learn to 
reflect and to solve problem on their own (Interview 3, lines 41-44, 
Psychology teacher, Lao Loum female, NUOL). 

There were also teachers who expressed that much responsibility had 
to be put on students when using subcategory B: 

We can only explain, and give question to be answered by each single 
student. For me; I give them questions or I advice how to work with a 
topic. Then it is up to each student to search the information 
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independently. To ensure that every student take responsibility for their 
own learning, I check their individual written report. And I pass 
judgments and I grade them (Interview 2, lines 21-29, Psychology 
teacher, Lao Loum female, TTC).   

Subcategory C, classroom based individual learning, individual 
assignment and oral presentation, were also utilised by the teachers and 
one of them discussed how this strategy was connected to student-
centred strategies:  

Teaching by student-centred methods [means that] besides organising 
group learning; I also advise students to learn by writing a report 
individually. The points of departure are the lesson in the textbook and 
the teacher’s explanations of each topic. For example, in lesson 4 and 5 
there are many topics, so I asked the students to choose one topic each 
and then write a report. Then they will present to the others in class and 
I will score them. This is individual work. Every student is active to do 
this work. They compete for high scores (Interview 6, lines 22-27, 
Psychology teacher, Lao Loum female, TTC). 

The process with an oral presentation in combination with a written 
report gives students from ethnic minorities, who do not have Lao 
language as their mother tongue, a second chance. If they have 
problems with writing, they have a chance to explain themselves with 
the support of the teachers during the oral presentation:  

For ethnic minority students I have special ‘Nayobay’ [policy]. For 
example, I have many Hmong students16. They have problems with the 
language, to understand and to write; they misunderstand a lot of things 
when I teach. And I do not understand them either. Sometimes, I do not 
understand what they say. But, I must have special ‘Nayobay’ for them, 
so that when they answer questions even through their pronunciations is 
not clear I try to encourage them and make them feel good but I still 
stress that their spelling should be correct. This is a way to support them 
to become brave enough to take part in discussions, to share ideas in the 
classroom. […] If the students are active in the classroom and try hard to 
express themselves, I try to understand and I will not cut this student’s 
score because of language problems. I have told my point of view to all 
my students (Interview 1, lines 99-112, Psychology teacher, Lao 
Loum female, NUOL).  

                                                      
16 Hmong is part of the Lao Sung-group. 
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Some teachers had also developed systems in accordance with 
individual learning, to make everyone active even in very big student 
groups. We give two examples from one such teacher. As we can see 
the prescribed model of assessment is used to promote activity from 
everyone:  

I have my own way to ensure that every student has participated in 
asking or answering questions. When I teach I do not only ask for 
volunteers. I call one by one to make everyone active, and my way is to 
use numbers on students. For example: Today I will focus on students 
with number 1: 1, 11, 21 up to 151, next day I focus on students with 
number 5: 5, 15, 25 up to 105, and the day after that on number 2, 
and so on until I have reached everyone. I secure this system by not 
telling them in advance what number will be on the stage. So they are 
aware of that they have to be prepared all the time, because they are 
afraid of being unprepared when called. If this doesn’t work, I have to 
ask for volunteers. This way to work will reveal who has enough capacity 
to answer the questions, and who will volunteer to answer. This will 
give an indication of who will get better scores (Interview 1, lines 59-
67, Psychology teacher, Lao Loum female, NUOL). 

This teacher also gave high values to volunteer activities. The more 
voluntarism, the higher scores:  

I inform the students before I start teaching, that students will get 
volunteer’s scores. Volunteer’s scores means that those who volunteer to 
answer, even though the answer is wrong, will get scores. This is a way to 
encourage students’ active learning, and also a way to promote students’ 
awareness that if they dare to express themselves and their abilities 
everyone will learn more together in the lecture room. For weak students 
I motivate them by giving them scores for trying, even though their 
answer is not always correct, but I have to promote them to dare to talk 
in public. When they become braver they will get scores when they 
answer correctly. I have to do like that. I give higher scores to students 
who volunteer to answer. They get higher scores compared to those who 
have to be asked. This is a rule! (Interview 1, lines 73-88, Psychology 
teacher, Lao Loum female, NUOL). 

When asked about what a correct answer means, the same teacher 
responded: “The correct answer is to refer to the textbook” (Interview 
1, lines 73-88, Psychology teacher, Lao Loum female, NUOL). 

One reflection is that the teachers to a lesser extent mentioned class 
size when discussing individual learning (if compared with group 
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learning). Instead there is a greater focus on empowerment and 
development of students’ responsibilities for their work. Teachers in 
other words use subcategory C as a strategic means to reach students 
that might otherwise choose to remain in relative anonymity.  

Individual learning - gender and ethnicity in the psychology 
classroom 
Many teachers identified challenges with the interpretation of 
individual learning as a strategy for student-centred education. One 
challenge was connected to students’ willingness to express their 
opinions in public. According to the teachers, female students were 
more hesitant to orally give voice to their experiences and opinions. 
This is because of the traditions for females in the Lao culture which 
teaches young girls to be polite and keep quiet. This became a 
problem, especially when teachers drew on the meaning of individual 
learning according to category A.  

Females are quite calm. If the teacher asks for volunteers, it is almost 
always males who answer or ask the teacher. Shy students also like to sit 
at the back, far from the teacher. Especially females rarely volunteer to 
express their ideas, even if they have knowledge about what is on the 
agenda. They do not make themselves visible if the teacher doesn’t invite 
them to answer. I try to invite females to answer, to encourage them to 
become brave and I also urge them to show abilities to compete for the 
opportunity to answer the question. I give the female precedence, if both 
a female and a male student volunteers to speak (Interview 4, lines 28-
33, Psychology teacher, Lao Loum female, NUOL). 

One teacher especially connected this to customs common to the 
country side:  

The customs in Lao culture cause females to keep quiet and therefore 
become unexpressed. This is more common especially in the countryside, 
where family traditions are important. We see this among girls who 
come from the countryside. They are very calm and shy (Interview 4, 
lines 85-87, Psychology teacher, Lao Loum male, TTC).   

Another teacher pointed out that women and ethnic minority 
students share common challenges: “Students from ethnic minorities 
and women have the same problems. They dislike to volunteer to ask 
or answer [questions] or express their ideas when learning together in 
the classroom” (Interview 3, lines 37-38, Psychology teacher, Lao 
Loum female, TTC).  



NEW METHODS OF TEACHING?  
REFORMING EDUCATION IN LAO PDR 

112 

There were however teachers who stressed the high ambitions among 
ethnic minority students:  

Ethnic minority students, especially Lao Sung students try hard, have 
high ambitions. They focus on their learning, even though they have 
problem with the language. If I compare, they work harder than Lao 
Loum students (Interview 2, lines 61-65, Psychology teacher, Lao 
Loum female, NUOL).  

Some teachers also discussed the ways in which they tried to support 
ethnic minority students. One of the for instance explained that:  

I encourage the student by stimulating them to express themselves, to 
discuss or answer questions. Even though they do things wrong, I 
encourage them; especially the ethnic students. Their speaking is not 
clear, they often spell wrong. Even so, I try to understand and I also 
mobilise their class mates to become friendly. I do not cut their scores and 
I encourage them to become more active. I believe that Lao Sung 
students struggle very hard with their learning; they really want to get 
more knowledge. For example: one man is lacking a hand but he is very 
active in learning. Another thing; during their Hmong’s New Year the 
school allows them to go back home for celebration. But they don’t do 
that. When I ask them: why don’t you back home for your New Year? 
They say: No, I cannot be absent from class. This indicates that they 
have high ambitions (Interview 2, lines 73-81, Psychology teacher, 
Lao Loum female, NUOL).  

Another teacher elaborated on the issue of previous education 
backgrounds of students which according to her created problems in 
the classroom:  

Especially with students in the 11+1 courses, because there is a mix of 
students from upper secondary schools and French donor supported 
students from ethnic minorities. These students have only graduated 
from primary school, but were previously adopted as school teachers in 
the area and now upgraded at this TTC. The main problems with 
individual learning for these students are that they cannot read. They do 
not understand many words. They cannot calculate and they lack basic 
knowledge. The teachers got problems, because teachers have to help 
them and teach slowly and they cannot do that (Interview 6, lines 47-
59, Psychology teacher, Lao Loum female, TTC).  

These backgrounds will, according to some respondents, explain why 
students from remote areas need more teacher support to become 
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self-confident and able to perform individual learning. One teacher 
said that:  

If we focus on individual learning; student who come from remote areas 
have language difficulties. They are not familiar with how to summarise 
information on their own (Interview 5, lines 29-31, Psychology 
teacher, Lao Loum male, TTC).  

Other teachers referred to their observation of teaching in remote 
areas especially reflecting on gendered patterns in the observed 
classrooms:  

In remote areas, and according my observation from when I brought my 
students to do apprenticeship in remote areas, it became apparent that 
girls attended school to a lesser extent than boys. Almost every boy 
attended school, but girls especially from the mountainous areas rarely 
attended school (Interview 4, lines 69-71, Psychology teacher, Lao 
Loum male, TTC).  

Individual learning and assessment 
The psychology teachers saw many benefits with individual learning 
since it was also in accordance with the assessment models that they 
had to follow. These stipulated that the three main aspects to take 
into the assessment process was attendance, and group and individual 
performance. Of these three aspects the individual performance made 
out 70 percent of the total assessment:  

Now, our TTC change; we do not stress midterm and final exam, but 
we give opportunity to students to collect scores in relation to the 
assessment model. Students get 10 percent for attendance, 20 percent for 
group learning and 70 percent for individual efforts. The 70 percent for 
individual efforts means that a student can collect scores from every 
activity that the teacher organises. The teacher could for example give 
homework or assignments to each student to work on individually and 
then present to the whole class. Sometimes the student just sends the 
report to the teacher for judgment and scoring (Interview 6, lines 30-
39, Psychology teacher, Lao Loum female, TTC).   

Many psychology teachers take notice of the possibilities to fulfil 
assessment claims through student-centred education as individual 
learning: “We provide each student with a topic to be presented in a 
written independent report, […] it is an opportunity for each student 
to collect the 70 percent scores for individual effort” (Interview 7, 
lines 39-43, Psychology teacher, Lao Loum male, TTC).  
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It seems as if the assessment model in individual learning is 
advantageous for females. If they are shy to volunteer, they show their 
abilities when they know they will be scored: “For the examination 
score, men and women perform quite the same. There are no 
differences. Females get good scores too” (Interview 4, lines 73-77, 
Psychology teacher, Lao Loum male, TTC).  

There are similar trends for students from ethnic minority groups 
and especially for Lao Sung students. They make strong efforts and 
work hard with individual learning in order to be prepared for 
scoring: 

Lao Sung students are the most active of all ethnic minority groups. 
During examination, Lao Sung students have higher scores. In 
Luangprabang TTC all teachers express that Lao Sung students are 
active and have ambitions to learn. And females’ learning is good too. 
[…] Lao Sung females have improved a lot this year (Interview 4, lines 
55-62, Psychology teacher, Lao Loum male, TTC).  

Another respondent also noted the hard working qualities among Lao 
Sung students: “Even though at the beginning they have many 
problems, they have aspirations, they work hard and they get good 
scores” (Interview 6, lines 62-63, Psychology teacher, Lao Loum 
female, TTC). 

Valuing group and individual learning 
Psychology teachers could see both benefits and draw-backs with 
group and individual learning. For group learning some of the 
benefits articulated by the teachers, were that student were given the 
opportunity work together and learn from each other’s experiences. 
Another benefit was that the group could support the individual. For 
ethnic minority students, teachers found group learning to be a good 
alternative for uplifting ethnic minority students, especially Lao Sung 
who were considered to be more active than Lao Loum and Lao 
Theung students. Despite this, psychology teachers seemed to use 
group learning more out of necessity than out of want, and a regular 
opinion was that the size of the groups forced them to opt for group 
learning. The teachers also pointed to the risk that individual 
students could benefit from the group’s efforts with much 
contribution to the process. 
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In general, the psychology teachers expressed more enthusiasm of 
individual learning as a student-centred strategy which could actually 
benefit individual students. The main benefits with individual 
learning were according to the teachers, that; 

[...] each student uses their own capacity and learns to find out answers 
to questions through their own research. They learn to make summaries 
of the most important findings. And the students especially practice to 
take responsibility for their own learning. They become more self 
confident when they manage to solve problem by themselves (Interview 
3, lines 21-32, Psychology teacher Lao Loum female, NUOL).   

Another teacher also pointed to an increasing independence as one of 
the positive aspects of individual learning:  

I think it is good; at least each student has used their own notion to 
manage their own learning. They do not have to wait for the teacher to 
dictate the knowledge to be learned by heart (Interview 2, lines 24-26, 
Psychology teacher, Lao Loum female, TTC).  

Teachers gave value to individual learning, because it allows students 
to take in knowledge based on their own experiences. This is 
something the teachers said they learn from the students.  

If we have more time to discuss with the students, we can ask them for 
information derived from their own situation. This is good, because I 
have learned many things from students, especially from students who 
come from the countryside. They have many interesting experiences. For 
example about social status and they know a lot about symbols, 
traditions, culture, living status in their own background. They also 
know a lot about agriculture. This knowledge I get from students 
(Interview 2, lines 95-99, Psychology teacher, Lao Loum female, 
NUOL).  

Psychology teacher stressed that the new methods of teaching 
through individual learning improved the quality of the teachers, 
especially since the teachers had to be competent enough in their own 
subject to be able to handle more competent students.  

Teaching by student-centred individual learning is good, because it has 
developed the students’ skills in thinking and reflecting. The teacher also 
gets more knowledge from teaching by student-centred methods. If the 
teacher does not have good understanding in their own field, the teacher 
cannot teach by this method. The teachers need to prepare more in 
detail, they have to plan more and it is also necessary that they know 
each student, that they understand the student. If teachers’ knowledge is 
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limited they are not able to use student-centred methods, because the 
students have their own textbooks and they do research more by 
themselves. And they will have many questions. So if the teachers’ 
knowledge is limited; how can they give responses to the students? 
(Interview 2, lines 89-96, Psychology teacher, Lao Loum female, 
NUOL). 

Science teachers constructions of group learning  

All science teachers agreed that new method of teaching or student-
centred education corresponded to group learning. In contrast to the 
psychology teachers who constructed group learning according to all 
three subcategories, the science teachers constructed it in line with 
two subcategories, A, classroom based group learning, and B, classroom 
based group learning and group assignment. The majority however 
implemented subcategory A. In relation to subcategory A, one 
teacher said: “We most often organise the students into groups to 
search, discuss and exchange ideas, then a representative of the group 
reports in front of the whole class” (Interview 4, lines 110-111, 
Science teacher, Lao Loum male, NUOL). The reason for this was, 
according to the teachers, that the science subject is an experimental 
subject taught in a laboratory, where there are some dangerous 
substances. It is therefore logic that science teachers choose to use 
group learning together with the students in the laboratories. They 
prefer to work closely with students to be able to watch over 
dangerous substances.  

However, a minority of them also implemented subcategory B to give 
additional topics to each group of students to work outside classroom 
or library and then write reports to the teacher.  

Student-centred education is when the teacher divides students into 
groups and each group choose topics to work with, search, discuss, and 
find contents from textbooks, outside classroom and then they write a 
report to the teacher (Interview 8, lines 251-253, Science teacher, Lao 
Loum male, TTC).  

These topics include assignments which could be found in books and 
other more safe sources of knowledge, which do not require close 
monitoring by the teachers. Another teacher also added that in 
relation to subcategory B, the teacher “functions as a facilitator with 
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the commission to find questions for students (Interview 2, lines 42-
45, Science teacher, Lao Theung male, NUOL). 

That subcategory A, classroom based group learning, was commonly 
used was also confirmed in classroom observation. The teachers 
divided students into groups, gave each group questions or topics to 
discuss, find answers after which representatives of the groups 
reported to the whole class.17 

Group learning - gender and ethnicity in the science classroom 
An aspect which was focused as one consequence of group learning 
was that it had an impact on gendered relations among students. One 
teacher described that “males give room to females to express 
themselves” (Interview 9, 305, Science teacher, Lao Sung male, 
NUOL). Equal distribution of speaking time does seem to have been 
a priority if one analyses the observations. Here it was clear that 
among reporting students, a practice which can be interpreted as 
gender mainstreaming was put in place since equal amounts of female 
and male students’ functions as reporters in front of the class18. Also 
during group learning, female students were more active. There were 
however teachers who presented a different picture. One teacher 
explicitly stated that females were not active during experimental 
work (Interview 16, 518 Science teacher, Lao Sung male, TTC).  

Another teacher gave an account of how gender and power relations 
were expressed in classrooms:  

Females have no comments on issues that are expressed or spoken by male 
students; but on the contrary males have comments on the issues that are 
expressed by females. I think females do not want to criticise males. That 
means that males still dominate females (Interview 8, lines 267-270, 
Science teacher, Lao Loum male, NUOL). 

Another respondent noted that: “Male students are active in 
answering questions, females are shy and do not want to express 

                                                      
17 Tape nr. 3, 21 December 2007. Time 1.00-21.08; Tape nr. 4, 27 December 
2007. Time 0.00-15.10 
18 Tape nr. 1, 20 January 2005, time 1.009 to 39.005; Tape nr. 4, 27 December 
2007. Time 15.10-32.26; Tape nr. 5, 7 January 2008, time 0.00-29.00; Tape nr. 
6, 10 January 2008, time 0.00- 18.00; Tape nr. 3, 21 December 2007. Time 1.00-
21.08 
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themselves or speak” (Interview 3, line 100, Science teacher, Lao 
Loum male, NUOL).  

The findings are therefore contradictive. Even though some male 
science teachers experience the good will of male students to give 
space to females, there are others who have experiences of situations 
where patriarchal gender patterns in society also affect the classroom 
situation.  

When it came to the situation for ethnic minorities there were two 
different patterns emerging among TTC and NUOL teachers. The 
TTC teachers claimed that having ethnic minority student in their 
class did not impact on their work with either before or during 
lessons. This attitude was shared by slightly more than half of NUOL 
science teacher who did not either discuss the situation of ethnic 
minority students. One of them explained that “I did not consider 
contents [questions and activities] for ethnic minorities. I used 
common knowledge for everyone” (Interview 1, lines 15-16, Science 
teacher, Lao Loum male, NUOL). However, just under half of the 
science teachers at NUOL did mention ethnic minority students. 
One of the teachers said: “I consider how to make them understand 
my teaching. I also give them topics or questions concerning their 
village situation or real experiences” (Interview 7, lines 219-226, 
Science teacher, Lao Theung male, NUOL). 

The great majority of NUOL science teachers explained that the 
classrooms are largely dominated by Lao Loum and Lao Sung 
students. One respondent noted that: “Lao Loum and Lao Sung 
students are active, but Lao Theung are passive” (Interview 5, line 
153, Science teacher, Lao Loum male, NUOL). Another respondent 
made connections between the level of difficulty and the activity 
among different ethnic groups: “During easy lessons Lao Theung are 
as active as Lao Loum, while during difficult lessons only Lao Loum 
are active” (Interview 6, lines 185-186, Science teacher, Lao Theung 
female, NUOL). Among the teachers mentioning ethnic background, 
this is done in such a way that the different groups are hierarchically 
place in relation to each other.  
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Science teachers constructions of individual learning 

Besides group learning, individual learning is also mentioned by the 
science teachers as one way to work with student-centred education. 
Here there is a difference however because while everyone discussed 
strategies of group learning, only a few of the science teachers 
mentioned individual learning. Furthermore, there is also a marked 
difference between the psychology and the science teachers. While 
the psychology teachers all described how they used individual 
learning, only a few of the science teachers acknowledge this as a used 
strategy. TTCs science teachers, who mentioned individual learning, 
described student-centred education in accordance with the two 
subcategories A, classroom based individual learning, and B, classroom 
based individual learning and individual assignment, and most often 
with B, i.e., teachers give questions or topics to students to be 
elaborated individually and documented through a written report. 
Those who did mention individual learning were on the whole 
positive to it, because “students learn by themselves, they understand 
well and get more knowledge (Interview 21, line 680, Science 
teacher, Lao Loum female, TTC). 

There were very few traces of subcategory A, classroom based 
individual learning but the ones that did mention it described 
individual learning as the “teacher asking questions and letting 
students reflect individually. Each student finds answers on their 
own” (Interview 3, line 88, Science teacher, Lao Loum male, TTC). 
Another teacher simply said: “I ask questions individually” (Interview 
2, line 44, Science teacher, Lao Theung male, NUOL). 

It was clear that subcategory B was more commonly used among the 
science teachers. One of them explained that: “Student-centred 
education is, [that] the teacher gives student’s assignments then 
students search individually to find answers and then write a report 
to the teacher” (Interview 7, lines 221-222, Science teacher, Lao 
Loum female, TTC). 

Another teacher elaborated on this and also pointed to the 
importance of theoretical orientation for individual learning: 
“[Individual learning means to] organise students to read theories 
individually. Let students to have opportunity to search in library and 
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then write report to the teacher” (Interview 24, lines 762-763, 
Science teacher, Lao Loum male, TTC). 

There were also teachers who pointed to the possibilities for the 
students to incorporate their own life experiences into subcategory B: 

I try to connect students’ previous knowledge with the topics of the 
lessons. I ask the students to search individually for information and 
then write a report to the teacher (Interview 8, lines 247-248, Science 
teacher, Lao Loum male, NUOL). 

One can reflect over the reasons why group learning is more referred 
than individual learning among the science teachers. One possible 
explanation is that science is an experimental subject most often 
performed in laboratories. Since there is a lack of equipment, it is not 
possible for each student to execute single laboratory work. Group 
learning might therefore be more suitable for science teachers. 

Individual learning - gender and ethnicity in the science classroom 
Regarding gender aspects some science teachers said that when they 
ask questions during their teaching process, male students were more 
active than female students. To stimulate females to participate in the 
teaching and learning process, teachers claimed that they give special 
attention to females and encourage them to become more active. 

One science teacher said that: “Females are shy and do not want to 
speak in front of the whole class. I therefore call them individually 
and encourage them to express themselves” (Interview 10, lines 826-
827, Science teacher, Lao Loum male, TTC). Females however, seem 
to do themselves better justice when they present reports from 
individual learning at home: “Female students are more active with 
homework and report writing than male students” (Interview 8, line 
274, Science teacher, Lao Loum male, NUOL). Thus, male students 
make themselves justice when teachers draw on subcategory A, while 
females perform better when the teaching is line with subcategory B.  

Regarding ethnic minority aspects; the majority of the science 
teachers who highlighted individual learning pointed out that Lao 
Loum and Lao Sung students are more active compared to Lao 
Theung students who are more passive. One teacher elaborated on 
underlying explanations to this asserting that:  

Lao Sung and Lao Loum are more active, but Lao Loum are more 
competent than Lao Sung because they live in big cities and have access 
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to the library and Internet. Lao Theung students are the most passive 
students (Interview 5, lines 153-154, Science teacher, Lao Loum 
male, NUOL).  

This imbalance was especially noticed when the teachers evaluate the 
students’ knowledge, during for instance, oral examinations: “Lao 
Loum and Lao Sung are active, but Lao Theung are passive. They do 
not want to express themselves” (Interview 7, lines 834-835, Science 
teacher, Lao Loum female, TTC). Another teacher made difference 
between ‘easy’ and ‘difficult’ lessons and the engagement of students 
from different ethnic groups: “During ‘easy’ lessons Lao Theung are 
as active as Lao Loum. For ‘difficult’ lessons Lao Loum are the most 
active” (Interview 10, lines 821-822, Science teacher Lao Loum male, 
TTC). One teacher explained this phenomenon saying that: “They 
[Lao Theung] do not understand Lao language well” (Interview 18, 
lines 846-847, Science teacher, Lao Theung male, TTC). The same 
respondent went on to explain that this does not mean that Lao 
Theung students are not active in the learning process. On the 
contrary; ongoing through the actual course content, assignments 
and home work; “Lao Theung students like to ask and answer 
questions about subject contents and the meanings of the 
assignments” (Interview 18, lines 846-847, Science teacher Lao 
Theung male, TTC). 

Thus, it seems that mainly Lao Loum but also Lao Sung students 
have an advantage when it comes to individual activity in the 
classroom, while the teachers experienced a common feature of 
difficulties for Lao Theung students, both with regards to oral and in 
written performances. Thus it seems as if individual learning does not 
benefit Lao Theung students, while the teachers take them more into 
consideration during group learning.  

Valuing group and individual learning 
It is interesting to note that even though the science teachers mention 
both group learning and individual learning as strategies for achieving 
student-centred education, value is only concretely attached to group 
learning. This might well be an effect of the relationship between the 
science subject and its focus on laboratory work, which primarily is 
done in groups. Thus, many of the science teachers talked about the 
advantages of group learning: “In group learning teachers are not 
tired because they speak less. Students have to discuss and share ideas 
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with group members and they get more knowledge” (Interview 1, 
lines 34-35, Science teacher, Lao Loum male, TTC). Group learning 
is also good for students’ learning processes, because the students 
have time to discuss and share ideas. This process improves students’ 
knowledge: They learn more, when the teacher speaks less.  

Besides the advantages of group learning, the science teachers at the 
TTCs quite often also talked about disadvantages. This marked a 
difference compared with the science teachers at NUOL who did not 
discuss either advantages or disadvantages. The TTC science teachers 
experienced as many disadvantages as there were advantages. 
Arranging group learning activities was more demanding on the 
teachers, as well as the students who were not accustomed with group 
learning. Since the teachers usually lecture and the students take 
notes, the students were not accustomed with writing reports on their 
own. As one teacher noted regarding student-centred education: 
“There is a lack of materials and equipments, and students are not 
accustomed with this teaching method, they cannot write reports” 
(Interview 10, lines 327-329, Science teacher, Lao Loum male, 
TTC). 

The majority of the NUOL science teachers did construct group 
learning as central to the understanding of student-centred 
education. Despite this, there were no reflections regarding the pros’ 
and cons’ of this teaching process. Drawing on experiences from 
working as a science teacher at NUOL, an interpretation of this 
silence could be that it signals an acceptance from the teachers to do 
what they are expected to do and in line with the textbooks and 
teachers’ guides, which promote group learning approaches.  

Student-centred education - form and content among science teachers 
It is clear that a student-centred strategy has given rise to changes in 
how things are done when it comes to teaching and learning. In the 
case of the TTCs, this is most clearly expressed through the 5-
pointed star. At NUOL, new methods of teaching is the rhetoric used 
to describe the process, but in both cases group and individual 
learning are strategies through which student-centred education is 
hoped to be achieved. Despite the changes in form, none of the 
science teachers talked about changes in content as a consequence of 
student-centred education. All of them continued to use content 
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from the textbooks. With one exception, they did not mention 
anything about how their students’ own life experiences could be of 
importance in teachers’ teaching processes. The teacher who differed 
from the majority said he held the view that it indeed was important 
to relate science to the daily lives of the students: “I try to connect 
previous knowledge or daily life experiences of students with lessons 
or topics” (Interview 8, lines 247-248, Science teacher, Lao Loum 
male, NUOL). 

Observations at both the TTCs and NUOL corroborated the 
teachers’ stories that in practice, they follow instructions from 
textbooks and teachers’ guide and these documents focus on 
laboratory work in line with subcategory A19. The observations 
further showed that the contents referred to were very general and 
followed the textbook closely. These claims are relevant for the 
lessons generally20. It is also interesting to note that the science 
teachers are not preoccupied with assessment, which the psychology 
teachers are. One possible reason for this can once again be attributed 
to class size. Teachers having to organise assessment for 100-120 
student will probably see this as a greater challenge than for student 
groups of approximately 25 students. Therefore this is probably 
much more of an issue among psychology teachers than among 
science teachers.  

RESPONSES FROM STUDENTS AT TTC’S AND NUOL 

Some interesting patterns appeared from the interviews with the 
social science and the science students. As with the teachers, two 
main categories, i.e. group and individual learning emerged among 
all the students. This suggests that group learning and individual 
learning are established education practices at both the TTCs and at 
NUOL. There were however differences. One such difference was 
that while group learning and individual learning was closely 
connected to the 5-pointed star among the TTC teachers, this was 
                                                      
19 Tape nr. 1, 20 January 2005, time 1.009 to 39.005; Tape nr. 2, 19 April, 2006, 
time: 8.44 – 8.52; Tape nr. 4, 27 December 2007, time 15.10- 32.00; Tape nr. 5, 
7 January 2008, time 0.00-29.00; Tape nr. 6, 10 January 2008, time 0.00- 18.00 
20 Tape nr. 1, 20 January 2005, time 1.009 to 39.005; Tape nr. 2, 19 April, 2006, 
time: 8.44 – 8.52; Tape nr. 4, 27 December 2007, time 15.10- 32.00; Tape nr. 5, 
7 January 2008, time 0.00-29.00; Tape nr. 6, 10 January 2008, time 0.00- 18.00 
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not the case among the TTC students. Regarding the NUOL 
students, they did not, in line with NUOL teachers, discuss new 
methods of teaching as the 5-pointed which again marked the 
differing rhetoric activated at the TTCs and at NUOL. One 
potential reason for this is that the 5-pointed star is a donor 
generated concept and donor projects have traditionally focused 
general and not higher education. Thus, NUOL has not been 
introduced to the five-pointed star in the same concrete manner as 
the TTCs. 

Social science students constructions of group learning  

All social science students have experiences from group learning and 
as the psychology teachers, the social science students drew on all 
three subcategories A, classroom based group learning, B, classroom 
based group learning and group assignment, and C, classroom based 
group learning, group assignment and oral presentation, to the same 
extent.  

A social science student said in relation to subcategory A: 

After the teachers have explained, they provide the topic or question to 
the students. Then they advice the students to search for information in 
groups with five or six students working together. When each group has 
found the answer, the group has a presentation to the whole class. 
Sometimes we have a formal presentation in front of the classroom, 
sometimes we just sit together in the classroom and answer the teachers’ 
questions. The teacher asks us to discuss the answers with the whole class. 
The teacher wants written notes from each group with the findings 
together with a list of all group members. Finally, the teacher 
summarises and presents the correct answers to the students for them to 
copy (Interview 4, lines 43-47, Social science student, Lao Loum 
male, NUOL).  

Another gave an account of the group assignment process described 
in subcategory B: 

Teachers give question for each group to choose from. Sometimes the 
groups choose different question sometimes two or three groups choose the 
same question. It depends on the lesson in the textbook, and then we 
together search for the answer in the textbook. After that, we send to the 
teacher who checks our answers (Interview 1, lines 35-37, Social 
science student, Lao Loum female, TTC). 
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This strategy was also explicitly identified as student-centred 
education: 

We learn at TTC that teachers teach by student-centred education. They 
first divide the students into groups. Then they provided questions for 
each group to choose from and then the groups find answers to the 
teacher’s question and send the answers to the teacher for control 
(Interview 13, lines 8-10, Social science student, Lao Sung male, 
TTC). 

The students are aware of the problem with too many students in 
psychology classes, and like their teachers they give this as an 
argument for group assignments according to category B, i.e. work 
primarily performed outside the classroom and reported in written 
assignments: 

Teachers organise group learning and provide us with topics or questions 
for us to choose between. Then we discuss and summarise the answers to 
the teacher in a report. There are too many students in psychology classes 
and therefore not enough time for discussion in the classroom. The 
teacher lectures and selects main points for the students to develop 
through group learning outside the classroom. We find answers from the 
textbook and we write a report to the teacher (Interview 17, lines 43-
48, Social science student, Lao Theung male, NUOL). 

There is however also examples of how this kind of group 
assignments not always amount to collaborative work between 
students:  

The teacher organises groups who should present their findings about 
selected topics in a report. Almost all psychology teachers advice the 
students to summarise the findings they got from the textbook in a 
written report. We have to submit the findings two or three weeks before 
final exams. In our group we have divided the work between each 
student. That means that each student work with two lessons each from 
the textbook. That is two of totally twelve lessons, since we are six 
students in our group. After that we combine everything together in one 
report and send it to the teacher (Interview 13, lines 12-15, Social 
science student, Lao Loum male, NUOL).  

Subcategory C, classroom based group learning, group assignment and 
oral presentation, was also described as a student-centred strategy but 
it was also identified as a remedy to too little time: 

The teacher provides the questions. Each group can choose. One question 
per group, the answers to the questions are found in the textbook. The 
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majority of the teachers ask us to work outside the classroom, because 
there is time pressure. There is not enough time during the lesson. After 
we have found the answer, each group present to whole class and discuss 
with each other (Interview 8, lines 14-17, Social science student, Lao 
Loum male, TTC). 

This description was however also added to by a student who pointed 
to how subcategory C also opened up for students to develop more 
skills during the learning process: 

Our teachers always remind us, that in student-centred learning every 
student has to take responsibility for the learning process. The teacher 
organises group learning and offer questions. After that each group have 
chosen questions, we find the answers and write the report outside the 
classroom. The teacher decides a time for oral an presentation in front 
the whole class. During the presentation the teacher promotes the other 
students to ask questions (Interview 12, lines 28-33, Social science 
student, Lao Loum female, NUOL). 

Group learning - gender and ethnicity in the psychology classroom 
The psychology teachers highlighted the potentials with group 
learning, especially for students from ethnic minorities and for shy 
students like females. The students from the TTCs did not explicitly 
discuss this as a benefit, even though some students commented on 
gains such as solidarity and commitment in group learning. Students 
from NUOL however explicitly discussed the benefits of group 
learning in relation to female students and students from ethnic 
minorities. 

One student pointed to the possibilities of group learning, especially 
if there was a decreased focus on textbooks and an increased focus on 
life experiences:  

I would like the teachers to have issues about real life experiences. It is 
important, because we will get knowledge from relevant real life 
situations. For example, in psychology we want to search for real life 
situations when we learn about human development; or about Lao 
people, all the ethnic groups, such as my real life. I have experienced in 
my real life and in society that men and women still have problems. I 
have thought about the developments in the society; about men and 
women, but the teachers hardly give any space to these issues. They do 
not ask us to learn about this. Almost always we have to follow the 
textbook (Interview 3, lines 36-41, Social science student, Lao Sung 
male, NUOL). 
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One reason why they want to learn more from each others’ life 
experiences is because they have become aware that they have 
different living conditions: 

It is new knowledge! That we get from other students’ descriptions of real 
life situations. These discussions give us extended knowledge and 
understanding about ethnic groups, their traditions and culture. It is a 
good opportunity to understand the issues from the lesson (Interview 16, 
lines 44-46, Social science student, Lao Loum female, NUOL). 

One student explicitly pointed to how ethnic and gendered patterns 
could be challenged through group learning: 

Actually, ethnic minorities and especially females, they are very quiet in 
the class room, but in group learning they are more active and take more 
responsibility compared to male students (Interview 15, lines 29-30, 
Social science student, Lao Sung male, NUOL). 

Students from the dominating Lao Loum group also saw benefits 
with group learning for these students.  

Ethnic group students have problem with the language. Because of that 
they keep quiet in the classroom. But if we consider that and give 
priority to them in group learning; it is obvious that Lao Theung 
students were very enthusiastic and willing to present their living 
conditions. Lao Sung students also brought new knowledge about their 
tradition and culture. I especially remember a female Lao Sung student 
from group learning. If the teacher will ask the students to search 
information from real life all students will become active in group 
learning. But when we sit in a big lecture room, the majority is quiet 
(Interview 18, lines 40-46, Social science student, Lao Loum female, 
NUOL). 

Social science students constructions of individual 
learning 

In line with the psychology teachers all social science students drew 
on individual learning as a way to work with new methods of 
teaching.  

Besides teaching in small groups the teachers teach student-centred 
methods by giving us questions to be answered by us individually. We 
should learn by ourselves. The teachers provide the topics or questions 
and the student searches the answers by oneself (Interview 4, lines 27-
29, Social science student, Lao Sung female, TTC). 
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Many social science students also mentioned that individual learning 
is an important part of student-centred education: 

Teachers always remind us that now education is about promoting 
student-centred education. So, the student has to learn a lot by oneself, 
do exercises or search by oneself more than learn from teachers 
(Interview 4, lines 7-9, Social science student, Lao Loum male, 
NUOL). 

All social science students, like their teachers, drew on all three 
subcategories.  

The following quote illustrate the students’ experiences in relation to 
subcategory A, classroom based individual learning:  

The teachers explain the whole lesson and ask about some crucial points 
from the textbook. Maybe the teacher explains and gives question to each 
student. The teacher lets the students think it over and ask them to give 
relevant examples from the textbook. Then the teachers orally give the 
students answers or discuss the topics together with the whole class 
(Interview 5, lines 20-22, Social science student, Lao Loum male, 
NUOL). 

Regarding subcategory B, classroom based individual learning and 
individual written assignment, one student said: “For the psychology 
subject, they teach by explaining and giving homework to do by 
oneself and then we send a report to the teacher” (Interview 11, lines 
11-13, Social science student, Lao Loum male, TTC). Another 
student said:  

We have learnt at TTC that teachers teach by student-centred, when the 
student learns by themselves. The teachers provide topics or questions for 
everyone. The students find answers to teachers’ questions individually 
and then send to the teacher for control (Interview 12, lines 26-29, 
Social science student, Lao Sung female, TTC). 

As with group learning, there were claims made that individual 
learning was used partly as a consequence of large student groups 
taking the psychology subject:  

For the psychology subject, it is hard to organise group learning in the 
classroom, because there are too many students and we most often are 
together in the lecture room. The teachers have lectures and then select 
main points for each student to develop individually outside the 
classroom. Then the students find information from the textbook and 
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write a report to the teacher (Interview 10, lines 46-49, Social science 
student, Lao Sung female, NUOL). 

One student described the strategies utilised under subcategory C, 
classroom based individual learning, individual assignment and oral 
presentation, in the following way: 

The teachers give question to each student to search individually and 
present in a written report. Almost all the questions that teachers give us 
are taken from the textbooks and we look for answers in the textbook. 
Then each student present the findings to whole class and discusses with 
the others (Interview 10, lines 14-18, Social science student, Lao 
Loum female, TTC). 

Another one said: 

Sometimes the teacher gives assignment to individuals, then each student 
writes a report to the teacher, and teacher will determine when it should 
be delivered and when it is time to orally present the finding  in front of 
class and discuss with the other students in whole class (Interview 10, 
lines 66-70, Social science student, Lao Sung female, NUOL). 

As the students’ narratives regarding group and individual learning 
show, the rhetoric is very similar with the principal difference being 
one of focus, either on the group or the individual.  

Individual learning - gender and ethnicity in the psychology 
classroom 
The students have seen both gender and ethnic patterns in the 
classroom:  

The majority of the Lao Sung female students rarely volunteer to ask or 
answer questions when the whole class learns together in the classroom. 
They are quite shy and Lao Loum women are too. If the teacher 
especially asks them, they can answer. But if it is voluntary to answer, 
they do not do that (Interview 11, lines 45-46, Social science student, 
Lao Sung male, NUOL). 

The students were aware that teachers had to give individual scores to 
students. They also reflected over the problems this might cause for 
students who are shy or quiet in the lecture room, which often times 
were female students or students from ethnic minority groups. This 
student gave examples of how the teachers tried to overcome this 
problem:  



NEW METHODS OF TEACHING?  
REFORMING EDUCATION IN LAO PDR 

130 

Individual reporting mainly takes place in a whole class situation. The 
teachers stress that every student should express their own abilities and 
skills to the other students in class by answering and asking questions. 
But only some students talk. Teachers will especially focus on students 
who are shy and dislike asking and answering. When teachers teach, 
students are given opportunities to prepare the lesson to become more 
ready to present in front of other students (Interview 10, lines 66-70, 
Social science student, Lao Sung female, NUOL). 

Another student described what strategies the teachers used to 
encourage ethnic minority and female students to present and thus 
get participation scores: 

Those who never ask or answer during lessons cannot get participation 
scores from the teachers. So they either remind them to prepare the lesson 
or they give them topics to prepare outside classroom. Then the students 
can come to present to the class. The teachers create brave students who 
dare to express their ability and skill to other students, who practice to 
talk, who show their ideas to other students (Interview 7, lines 30-34, 
Social science student, Lao Sung male, NUOL). 

Ethnic minority students also pointed to difficulties that were shared 
by many students who did not have the majority language as their 
mother tongue:  

I am not familiar with how to make summaries of many books or 
documents. These things are difficult for me. Before, when I went to 
secondary school, the teacher dictated all lessons or they made summaries 
for student to copy. But here [NUOL] students have the responsibility to 
learn by themselves (Interview 3, lines 20-22, Social science student, 
Lao Sung male, NUOL). 

Even if there were students from ethnic minorities who found 
individual learning challenging, they still found it to develop their 
skills:  

Individual learning it is good. It makes us practice working and we 
become responsible for our own learning. But sometimes I am afraid to 
make mistakes or to leave wrong answers or to do mistakes in summaries 
(Interview 11, lines 23-24, Social science student, Lao Theung male, 
NUOL). 

Quite often students from ethnic minority groups discussed positive 
aspects of individual learning in relation to previous education 
experiences: 



V. RESPONSES TO EDUCATION REFORM AMONG TEACHERS & STUDENTS 

131 

The teacher gives each student topics to individually search for 
information. This has made me well informed, because I have looked for 
the answers by myself. And I have discussed with other students. I have 
tested my own capacity. It is different from how I learned at formal 
school. During all lessons the teacher provided us and we only learned by 
rote from our notebook, which consisted of copying from teachers reading 
loud (Interview 2, lines 29-33, Social science student, Lao Sung 
male, TTC).  

As with the teachers, ethnic minority students discussed the potential 
benefits and constraints that female and ethnic minority students 
face. However, the benefits of student-centred methods and in this 
case individual learning, seems to outweigh the constraints, rendering 
more positive than negative feedback. This was generally 
acknowledged among students discussing the values of individual 
learning. 

Valuing group and individual learning 
As we have mentioned previously the psychology teachers saw many 
possibilities with both group and individual learning, because they 
could fulfil the demands from the assessment model. During the 
interviews with the students this was confirmed. It also became 
confirmed that the teachers closely followed the other governing 
documents such as textbooks and teacher guides.  

When the teachers teach they follow their lesson plans and guide the 
students to search for and follow the information in the textbooks. These 
are the main teacher guides, which are used for all situations whether 
the situation is group learning, individual presentations, homework or 
when students individually should look for information (Interview 9, 
lines 37-40, Social science student, Lao Loum male, TTC).  

When the students valued group learning they attached both negative 
and positive values to it. Some expressed that it necessary simply 
because there was a lack of textbooks: “Many students do not have 
their own psychology textbook, so the teacher has to organise group 
learning, because there is just one textbook per one group” (Interview 
7, 14-18, Social science student, Lao Sung male, TTC). Others had 
experienced problems with some inactive group members as was 
described by this student: 

Some students are not active in group learning. They wait to benefit 
from others’ work. They are neither interested to cooperate with finding 
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answers nor to write the report. They let others work and finally receive 
the same benefit (Interview 12, lines 43-46, Social science student, 
Lao Loum female, NUOL). 

The majority of the students however, attached positive value to 
group learning, because it contributed to good scores for everyone.  

There are no problems with group learning. On the contrary, we help 
each other to share ideas. Since each group compete with the other groups 
to get good scores, we are afraid to get bad scores. So we have to help each 
other (Interview 1, lines 42-43, Social science student, Lao Loum 
female, TTC). 

The students also positively valued group learning because the 
method promoted discussions, so that they could share ideas and 
exchange experience with one another. They wanted more of group 
learning, but understood the difficulties for the teachers to handle the 
big student groups. 

Group learning is important. We discuss, share ideas and exchange 
experience when we search for information or try to answer the question. 
But in some subjects, mainly social science subjects and especially 
psychology, the teachers organise group learning too seldom, because we 
are too many students. It is more common that all of us sit and listen to 
the teacher’s lecture in the big lecture room (Interview 11, lines 44-47, 
Social science student, Lao Sung female, NUOL). 

Solidarity among group members was also valued as important: 

When I have participated group activity, I have to use my own idea to 
answer the questions and when I share with other students I also get 
more knowledge from other students. In my class room we also have 
solidarity; because we help each other in our class room (Interview 4, 
lines 25-28, Social science student, Lao Sung female, TTC). 

Students recognised that the governing documents still had much 
influence over pedagogical practice. Despite this, the students were 
generally positive to the change and for instance compared individual 
learning with how teaching was performed earlier.  

I get more knowledge. And we dare to express ourselves and as students 
participate more together with the teacher. Before the teacher was the 
only one who talked, but now we have to talk too. I’m happy to be able 
to learn by myself, because I learn more and get more knowledge. And 
the major importance is that we do research and find information by 
ourselves. This is better than waiting for dictation and copy from the 
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teacher (Interview 16, lines 16-17 &23-24, Social science student, 
Lao Sung male, TTC). 

Another student pointed to the development of abilities both for the 
individual but also in the group context: 

The teacher asks each student to express their ability. It is good for us to 
practice because we dare to show our abilities to other students. 
Therefore the teachers urge us to be aware of the importance to prepare 
each lesson in advance to be able to answer the teachers’ question 
(Interview 8, lines 14-17, Social science student, Lao Loum male, 
TTC). 

Other benefits related to individual written assignments were also 
identified: 

[To] learn by oneself is good for understanding the subject, because I 
learn more by myself and when I have shared my ideas with other 
students. The teacher most often gives homework or assignment to each 
student. Then we send a report to the teacher for checking and scoring. 
We search more by ourselves and that make us more self-confident in our 
learning than when we only copy from others (Interview 6, lines 16-19, 
Social science student, Lao Loum male, TTC). 

Despite these positive reviews of individual learning, there were still 
some more general concerns that students voiced regarding new 
methods of teaching.  

One social science students at NUOL reflected on student-centred 
practices at the university, questioning if it in fact was any different 
from his previous teacher-centred education experiences: 

I am not sure if I have done student-centred learning or not because 
when the teachers teach they explain and read out loud, or sometime 
they write on the black board so that student can copy […] We have 
learnt like that since primary school. The only change now is that it has 
moved from teachers dictating to students, to teachers providing textbook 
for students to copy from by themselves, under the teachers’ instructions 
(Interview 6, lines 12-15, Social science student, Lao Loum male, 
NUOL). 

Another student elaborated on the same topic, saying that: 

Teachers always remind us, we learn by student-centred education but 
most teachers [still] describe the whole lesson and ask or advice students 
think to answer and search all answer in the textbook. Teachers 
determine the lessons and activities and students follow the teachers. I my 
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feeling, I would like to learn things of relevance to our situation, we 
want to know or create new knowledge or learn from real life situation. 
[...] According to my opinion, teachers use teacher-centred practice 
(Interview 9, lines 6-9 & 27-32, Social science student, Lao Loum 
male, NUOL). 

These examples confirm the students’ experiences that teachers 
mainly followed the instructions and underlined the content in the 
textbooks. Also, in the old education system the teachers summarised 
and asked the students to write the main message down in their 
notebooks. These examples also illustrate how the teachers 
transformed the 5-pointed star method, which promote for example 
asking questions and using real life situations in the learning process, 
into classroom practice. The teachers mainly asked questions, the 
answer of which could be found and confirmed in the textbooks. 
They seldom followed up or summarised students’ answers and 
experiences. On the contrary, to be sure that plans, textbooks and 
assessment models were followed, the teachers dictated the content 
from the textbooks and students copied. It thus seems as if the 
discourse is new but the practice remains much the same. 

Science students constructions of group learning  

If the majority of the science and psychology teachers and social 
science students highlighted group learning as an example of the new 
student-centred method of teaching, only half of the science students 
did. Those who mentioned group learning, however, draw in line 
with their teachers on the subcategories A, classroom based group 
learning, and B, classroom based group learning and group assignment, 
with the majority of them on A.  

One student explained subcategory A in the following way: “Teachers 
divide students into group to do activities and after that each group 
presents their idea to the whole class” (Interview 1, lines 8-9, Science 
student, Lao Loum male, TTC). 

Explaining subcategory B another student said:  

The teacher divides the students into groups and presents a lot of issues, 
among which the students can choose to work with. Then each group of 
students search in the library and write a report to the teacher 
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(Interview 9, lines 274-276, Science student, Lao Loum male, 
NUOL). 

The science students in general were very close to the ‘official’ 
descriptions of group learning and did not elaborate much on this 
matter. This was also the case with regards to both gender and 
ethnicity where students pointed to issues previously raised by the 
teachers.  

Group learning - gender and ethnicity in the science classroom 
The students confirm their teachers’ experiences of how gendered 
patterns are expressed in the classroom. On the one hand there is a 
hierarchy between men and women, where men (primarily Lao 
Loum men) are more visible and outspoken in the classroom. On the 
other, there are spaces open for women and ethnic minorities, and 
some students expressed that there were signs of progress made 
possible through group learning strategies:  

I think most female students are too shy to orally express their knowledge. 
Me too! I am shy to speak. But now my group-mates urge me to speak up 
and I attempt to speak up. When they do that I feel I am courageous to 
speak more (Interview 3, lines 98-99, Science student, Lao Loum 
female, NUOL). 

Another female student agreed with this saying: “My group’s 
members give me room to express myself. I felt comfortable in group 
learning. Male students give room to female students” (Interview 10, 
lines 325-327, Science student, Lao Loum female, NUOL). 

Two students from ethnic minority groups also expressed positive 
experiences of group learning as a strategy for distributing power 
among students of different ethnicities. One Lao Theung student 
said: “Everyone respect each other. My group members give me room 
to express myself. I feel comfortable in group learning. Lao Theung 
and Lao Sung students have equal room as Lao Loum to express 
ourselves” (Interview 8, lines 260-261, Science student, Lao Theung 
male, NUOL). Another respondent from the Lao Sung group said 
that: “Each ethic minority [person] can participate in the teaching 
and learning processes. My group mates give me the opportunity to 
express my ideas (Interview 4, lines 109-110, Science student, Lao 
Sung male, TTC). One student also pointed to the differences 
between secondary school and the university: “Everyone respects each 
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other. At secondary school Lao Theung and Lao Sung were afraid to 
speak but now we can speak up more” (Interview 6, lines 193-195, 
Science student, Lao Sung male, NUOL). 

Science students constructions of individual learning 

If only a few science teachers drew on individual learning as a new 
student-centred method, half of the science student group regarded 
individual learning as one way of organising student-centred 
education. Individual learning was described as an activity where the 
students searched for information individually which was the 
common definition of individual learning among the students. 

Like the science teachers, the science students just draw on two of the 
sub categories; A, classroom based individual learning, and B, classroom 
based individual learning and individual assignment, and in line with 
the teachers they mainly draw on subcategory B which one student 
described in the following way: “Search data or contents in library 
individually about topics suggested by the teacher, such as questions 
concerning the subject of study, chemistry, physics and biology. After 
that we write a report to the teacher” (Interview 12, lines 327-329, 
Science student, Lao Loum female, TTC). 

Only a few drew on subcategory A which according to one student 
was about “[...]teachers asking students questions individually to 
stimulate them to participate in the teaching and learning process” 
(Interview 25, lines 714-715, Science student, Lao Theung male, 
TTC). Another student specifically pointed to the participatory 
aspects within subcategory A: 

According to my understanding student-centred education is when the 
teacher asks questions to the student individually in the classroom to 
stimulate the student to participate in the teaching process (Interview 3, 
lines 77-78, Science student, Lao Loum female, NUOL). 

The majority of the science students agreed with the teachers that 
individual learning is good, because it is a better way of learning the 
subject; “students have time to search knowledge individually. We 
understand and learn well” (Interview 25, line 731, Science student, 
Lao Theung male, TTC). Another student said: “I would like to 
learn by individual learning because I have time to search knowledge 
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from different sources like the library and Internet” (Interview 14, 
lines 449-450, Science student, Lao Loum male, NUOL). 

Individual learning - gender and ethnicity in the science classroom 
One interesting difference between the students and the teachers was 
that while majority of the science teachers explicitly highlighted both 
gendered and ethnic patterns in the classroom, this was not to any 
extent discussed by the science students. Regarding gendered 
patterns, teachers stated that male students were more active than 
female in answering teachers’ questions, while female students 
prepare their homework much better i.e. writing reports. This aspect 
is not discussed by the students. When the students talk about 
individual learning, they mainly activate subcategory B, classroom 
based individual learning and individual assignment. This 
subcategory, according to the students, focused on individual report 
writing and therefore a common response was the following: “In 
individual learning we did not know how female and male students 
studied. We search and write report individually” (Interview 1, lines 
27-28, Science student, Lao Theung male, NUOL). 

Regarding ethnic minority aspects, the majority of the science 
teachers highlighted a hierarchy between the ethnic groups with 
advantages for Lao Loum students, disadvantages for Lao Theung 
students and Lao Sung students neither advantaged nor 
disadvantaged. The students did not make any comments on 
advantages and disadvantages in relation to individual learning. They 
regarded this as a question of scoring and individual scoring is a duty 
for teachers: “In individual learning we did not know exactly how 
Lao Sung, Lao Theung and Lao Loum studied because everyone 
search and write report individually” (Interview 2, lines 64-65, 
Science student, Lao Loum male, NUOL). 

Around one third of the students however indicated that their life 
experiences were taken into account in the teaching and learning 
process. “I have the opportunity to express my daily life experiences” 
(Interview 6, lines 168-169, Science student, Lao Theung male, 
TTC). This could be interpreted to also include both gendered and 
ethnic experiences.  
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Valuing group and individual learning  
On the whole, the science students did not express any complaints 
about group learning. They did not either comment on the size of 
the groups. This is probably because there are only around 20 to 30 
students in a science class compared with more than 100 in a 
psychology class. Instead science students seem to be in favour of 
group learning and expressed only positive values. It was expressed 
that in group learning contexts, students have time to speak, discuss 
and share ideas with their group member. One student made the 
following point: “I would like my teacher to teach by student-centred 
education. Because I have time to think and express myself, especially 
in group learning, so this method improves my skills” (Interview 3, 
lines 78-79, Science student, Lao Loum male, TTC). Another 
student said that: “In group learning we have time to reflect, to speak 
and discuss more together” (Interview 4, lines 123-124, Science 
student, Lao Theung male, NUOL). 

Many students liked individual learning because it was considered a 
positive contrast to the old methods of teaching, where teachers 
dictated content to be copied by the students:  

I would like to learn by individual learning because I have time to 
search, think and answer the questions or topics given by teacher instead 
of copying from teachers’ dictation; this makes me understand deeply 
(Interview 11, lines 359-360, Science student, Lao Sung female, 
NUOL). 

The students also appreciated to be given responsibility for their own 
learning: “I like individual learning because I am responsible for my 
own learning, I search knowledge by myself, this makes me 
understand well” (Interview 13, lines 419-420, Science student, Lao 
Loum female, NUOL).  

There were however students who pointed to negative aspects with 
individual learning such as how time-consuming the task of finding 
information and writing a report was:  

I think individual learning can be used only in some subjects. Because if 
every subject teaches by this method; students will not have enough time 
to search and write all these reports. So, they will hate this teaching 
method (Interview 21, lines 611-613, Science student, Lao Loum 
male, TTC). 
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There were in other words aspects of individual learning that both 
opened up possibilities for students’ creativeness but which were also 
considered time consuming. This reaction is understandable since 
student-centred education demanded more effort by the students if 
compared to old methods where teachers dictated content to 
students. Despite this, the general pattern among both students and 
teachers were that student-centred education had made a qualitative 
difference to teaching and learning practices even though certain 
issues, such as the organisation and control of the education system, 
created challenges for implementing new methods of teaching.  

CONCLUSIONS 

From the total amount of 119 interviews supported by observations 
from teacher education in Lao PDR we can conclude that even 
though much remains the same, our data suggests that teachers and 
students have started to use new methods of teaching and engage in 
student-centred education. There seems to be an agreement on how 
to implement student-centred education i.e. new methods of 
teaching and learning or the 5-pointed star. There is further a striking 
similarity to how student-centred education is defined; namely as 
either group or individual learning. If teachers earlier dictated the 
main content to be copied in notebooks by the students, they now 
give the students opportunities to discuss, share ideas and they have 
become entrusted with the task of searching for information 
individually or in groups. There is also an expressed wish among both 
students and teachers to make connections between subject contents 
and life experiences in order to make the teaching more relevant to 
the lives of students. From interviews and observations at NUOL and 
TTCs we summarise differences and similarities from the old and the 
new method of teaching in the following way: 

 

OLD METHODS NEW METHODS 

Differences  

Only teachers have textbooks Both teachers and students 
have textbooks 

Students listen to the teachers Students can raise their voices 
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Teachers read the contents for 
students to copy 

Students can copy the 
contents from textbooks by 
themselves 

Teachers answer all questions 
using the textbooks 

Students can find answers 
from textbooks by themselves 

Teachers are active and 
students passive during 
lectures 

Students are active and learn 
by themselves while teachers 
step back somewhat 

Students learn the contents by 
heart 

Students can sometimes select 
what questions to answer 

Individual presentations of 
rote learning 

Collaborative work between 
student  

Teacher dictation is the rule  Students are included into 
discussions 

Assessment only stress testing 
and control of the students’ 
homework 

Assessments vary more, from 
individual learning and group 
learning to monthly, midterm 
and final tests 

Similarities  

All contents studies follow the 
textbooks 

 

All the right answers belong 
to teachers 

 

 

Even though there are changes in both rhetoric and practice among 
students and teachers, the overarching theme appearing among both 
teachers and students within teacher education at TTCs and NUOL 
is that there is a continued reliance on old routines dating back from 
before the education reform. This means that teachers continue to 
follow ‘new’ detailed instructions from higher levels in the 
administration and control systems. The main steering documents 
which have been of importance to our informants are 
curricula/syllabi, textbooks, teacher guides, and assessment models 
rather than policy documents and ministry decrees. In 
curricula/syllabi the borders of the subjects are defined and for each 
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subject detailed main topics and subtopics are presented along with 
timetables and assessment models. Textbooks for each subject follow 
the main topics and subtopics from the curricula and syllabi and 
present in detail content to be learned, and teacher guides determine 
in detail the teaching activities for each topic. Also the ways to assess 
students are specified. This means that curricula, syllabi, teacher 
guides, textbooks and assessment models are the main constructers of 
how and what teachers teach. According to chapter IV, a 
combination of both student-centred ideology as well as national and 
moral ideologies come with the governing documents. Teachers 
become the transferors, presenters and disseminators of an already 
produced message rather than researchers, creators, producers of 
knowledge and designers for teaching. Teachers thus continue to be 
followers.  

Since these routines continue in Laos, they may explain why the 
possibilities of 20 percent local freedom of space to develop more 
autonomous teaching and learning are rarely used at either the TTCs 
or at NUOL. The teachers don’t seem to have enough confidence to 
break the routines, utilising the space of 20 percent autonomy to 
become their own professional constructers of education settings. 
The fact that teachers mainly use textbooks and teachers’ guides 
rather than policy documents, contributes to the interpretation. The 
20 percent local autonomy stressed in the policy documents are not 
followed up either in syllabi, textbooks, teachers guides or in 
assessment models. Therefore one conclusion is that without concrete 
guidelines from the MOE and other related education government 
agencies, local curricula will not be developed. Based on guidelines 
from curricula, textbooks, teacher guides, and assessment models, 
most informants at both TTCs and NUOL have transformed 
student-centred education into, what we have interpreted as a 
combination of two main categories: group learning and individual 
learning. These two main categories can further be broken down into 
three subcategories which constitute strategies activated by the 
teachers in their attempts to reach student-centred education through 
group learning and individual learning.  

Both teachers and students at the TTCs and NUOL agree on the 
definition of student-centred education as group and individual 
learning. What is however one marked difference is that the TTC 
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teachers lean on the concept of the 5-pointed star, when they argue 
for their ways of working with student-centred education, while 
NUOL teachers call it new methods of teaching. As was suggested 
previously this can be understood as one concrete effect of donor 
cooperation, where previous research, for instance of the TTEST 
project, show how successfully the concept has been spread among 
TTCs and TTSs nationwide in Laos.  

However, even though the informants use somewhat different 
arguments, they all draw on the same main categories and they all 
highlight student-centred education as a means of getting more active 
students in group and individual learning. This does not mean that 
teachers have given up the control of content to the students. The 
topics to work with are determined by the teachers, and in regard to 
this the teachers give more or less freedom to students to choose 
among these topics. Some teachers decide in advance who is going to 
work with what and some teachers construct a smorgasbord from 
which students can choose topics. Another interesting note to make is 
connected to the activation of the different subcategories. Psychology 
teachers and social science students activated all three sub categories 
under both group and individual learning while the science teachers 
and students only activated subcategories A and B. One explanation 
for this difference can be found in the varying group sizes. One of the 
motivations among the psychology teachers for activating 
subcategory C was that it gave them the opportunity to focus on 
students who would not volunteer to do oral presentations in the 
classroom. Since the psychology classes were so large, some type of 
strategy had to be used which incorporated all three subcategories. 
Given that the science classes were much smaller it is reasonable to 
think that the teachers could cover both discussions in class and 
written reports by activating subcategories A and B. 

In concrete teaching practices, teachers have mainly made changes in 
form, method and content which are in line with the 
recommendations in the new textbooks. The government asserts that 
it wants changes and has, as we pointed out above, made sure that 
these changes are visible in governing documents, on all levels down 
to school practice, as well as in textbooks. However, even though 
governing documents, and especially those focusing on teaching 
methods per se, stress students own life experiences and culture, there 
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are just small traces of this in observations and interviews. Our 
interpretation of why this happens is that our informants are teachers 
in science and psychology, subject content of which do not especially 
focus on teaching methods per se. Even though this is not explicitly 
mentioned by the respondents, our experience of higher education is 
that knowledge about teaching methods is mainly developed in 
textbooks about teaching methods. The teachers responsible for 
teaching this are teachers in pedagogy. Since the assessment models 
mainly focus on content to be assessed, subject teachers pay most 
attention to the content in the textbooks and less attention to 
experiences which are not mentioned in the textbooks, i.e. students’ 
own experiences. This becomes especially clear in relation to didactics 
were textbooks stress the importance for teachers to incorporate 
students life experience into their teaching. This is also tested on and 
part of assessment models for didactics. However they seldom have 
real opportunities to present and discuss their own local context 
experiences. Subject teachers are focused on their own textbooks and 
on the task of covering all chapters during the course period, that 
they seem to feel it impossible to spend much time on knowledge 
which is not supposed to be brought up in the final testing and 
scoring. Further, what is not changed from previous times is that 
teachers are still authorities and end every lesson with a summary of 
what the correct answers are. The correct answers are still to be found 
in the textbooks.  

Who will benefit from the new methods of teaching as student-
centred education? Who will have problems? Are teachers and 
students aware of these tendencies? Do they do anything to overcome 
the difficulties?  

Both teachers and students claim that students on the whole benefit 
when they are able to be more active in the learning process. They 
also find that power relations between students with regard to gender 
and ethnicity tend to decrease in smaller groups. Females are 
encouraged to become more talkative in smaller groups. Those 
language problems that students from ethnic minorities have in 
speaking and writing in Lao language do not become as obvious 
when a whole group of students cooperate. However, some students 
complain that certain students do more work than others, that some 
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students could profit from others’ work during group learning and 
that scoring could be unfair.  

Individual learning seems to benefit especially men from the 
dominating Lao Loum group. This is valid especially when the lesson 
focuses on oral presentations. In contrast to men, Lao females 
traditionally are not supposed to be too outspoken and they are 
consequently described by the informants as more quiet and shy 
compared with male students. Females and especially Lao Loum 
females perform better in individual learning and report writing. 
Females and males from ethnic minorities have more problems in 
individual learning than in group learning because of language. The 
teachers hold the view that these students work hard and become 
better and better. Some teachers especially express confidence in 
students from the Lao Sung group and expect less from Lao Theung 
students. What is however worth noting is that the way the 
respondents discuss issues of gender and ethnicity suggests that there 
is an established discourse which positions women as shy and quiet, 
while certain ethnic minority students are described as either lazy or 
hard working depending on which ethnic minority group they come 
from. Another pattern appearing in the interviews with the teachers is 
that teachers seem to expect less from female, ethnic minority and 
disabled students. As a consequence, the teachers also, knowingly or 
unknowingly, construct hierarchies placing the Lao Loum male 
students at the top followed by female and ethnic or other minority 
students.  

We have also found that the students on the whole agree with the 
teachers on perceived obstacles to student-centred strategies. One 
obstacle could broadly be attached to ethnicity. For student who do 
not have Lao language as a mother tongue, old practices where 
students copied from teachers and learn facts by heart might be easier 
than having to find the right answer on their own in textbooks 
written in Lao. Further, the traces of how some students complain 
that there are those benefitting from others work, could also be 
interpreted as traces of power relations based on ethnicity.  

Teachers and students in psychology have special problems with the 
too many students. In psychology the classes there are often more 
than 100 students, compared with around 20 to 30 students in 
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science. The working environment is therefore much nosier in 
psychology class rooms. In psychology it is extremely difficult for 
teachers to pay attention to every single student, while that is much 
easier for science teachers.  

What do the teachers do to overcome these problems? It seems as if 
the science teachers mainly lean on the benefits that emanates from 
group learning. During laboratory group learning in science both 
females and students from ethnic minorities do themselves more 
justice. Those who discuss ways to overcome obstacles in the new 
methods of teaching are teachers and students in psychology. The 
psychology students are those who complain that there should be 
more attention paid to their own life experiences during the learning 
processes. They also pay special attention on how to solve gender and 
ethnic power relations. The problem with too many students and 
noisy working conditions are probably the reasons why the 
psychology teachers to a greater extent use the possibilities for 
students to study outside the lecture room. To meet the complaints 
that some students’ benefits from others, some teachers ask every 
student to finally write an individual report by hand. The idea is that 
the handwriting will secure that everyone writes his/her own report 
or have equally contributed in a group report. On the whole teachers 
and students in psychology are more reflective about problems for 
student and teachers with the new methods of teaching, maybe 
because of the subject focus. This can be an example of how 
important it is to contextualise education reform since there can be 
significant differences even at grassroots level.  
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VI. AN EMERGING STUDENT-
CENTRED APPROACH IN TEACHER 

EDUCATION IN LAO PDR 

This chapter sets out to discuss and analyse the three issues that have 
been central to this thesis; education reform in policy and 
organisation of the education system; teachers’ and students’ 
narratives of reform; and how gender and ethnicity is discussed in the 
reform context. The research questions presented in chapter I are the 
following:  

• How is the education reform and the new methods of teaching 
governed in policy and through the formal education organisation 
from ministry level to school level? 

• How do teachers and students in teacher education respond to the 
education reform and the new methods of teaching? 

• What attention is put to gender and ethnic minorities in these 
matters? 
 

In order to answer the research questions, we will discuss the 
empirical findings from chapters IV and V, relating these to 
contextual factors, and Gita Steiner-Khamsi’s theory regarding 
education reform as understood from a consensus, a conflict or a 
culturalist perspective. This presentation should be regarded as an 
empirical construction that highlights tensions occurring within 
policy and practice.  

RETURNING TO THE RESEARCH QUESTIONS 

How is the education reform and the new methods of teaching 
governed in policy and through the formal education organisation 
from ministry level to school level? 
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The education reform efforts, after the introduction of the NEM and 
increased cooperation with mostly Western donors, have in policy 
been focused on creating a system of education for all based on new 
methods of teaching or student-centred approaches (Guthrie and 
Pierce, 1990; Steiner-Khamsi, 2000). Policy has stressed the 
perspectives of local conditions and needs, and values of decentralism 
have been formulated in policy. The MOE has in policy acted to 
spread the decision responsibilities to local levels by setting up local 
departments, institutes and centres. Organisationally there is a 
vertical coordination from the MOE to PES, DEB and school levels. 
Decentralisation of education policy has been acknowledged and 
enforced by the government at large; with the aim of increasing 
ownership and responsibility of each administrative level. However, 
simultaneously with these decentralising efforts tensions are still 
created because every level is, as we have shown in chapter IV, 
hierarchically organised and controlled through the MOE. 
Traditionally, education in Laos is a centralistic hierarchical activity 
and the government has been and is still responsible for the overall 
central and unified management of education through its MOE. We 
will below revisit some of the major areas creating tensions between a 
traditional teacher-centred approach and an emerging student-
centred approach in Lao PDR. 

In policy, MOE allows development of 20 percent local curriculum, 
content of which should reflect the real need and situation of local 
communities. Our research, and experience as teacher educators 
however reveal that this is not done at local level. The absence of 
locally produced curricula might however not be too difficult to 
understand if the organisation of the educations system as a whole is 
taken into account.  

As our research has shown, teachers’ teaching is guided and 
controlled through detailed national curriculum, textbooks, teacher 
guides and lesson plans. This creates a tension at classroom level with 
regards to how more bottom-up student-centred methods are 
negotiated against top-down routines and directives from the 
governing system. This tension is also apparent in the examination 
system which is controlled by the MOE through prescribed 
assessment models which follow the curriculum, textbooks, teacher 
guides and lesson plans very closely. In practice, it thus becomes very 
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difficult to sway away from the formal organisation and control 
which is exercised throughout the system. Even though new methods 
of teaching were recognised as a corner stone in education reform in 
Lao PDR already in the beginning 1990s, people in administration 
and teachers still work through old routines. The administrators 
deliver and demand teachers to follow syllabus, textbooks and teacher 
guides. Teachers on the other hand feel obliged to follow the ‘top’ 
even though some of them express a need of change. This was 
recognised by Souvanixay et. al. (2002) and the situation is still the 
same.  

One needs, based on the above, reflect over whether the government 
really aims at pushing decision making powers down through the 
system. Decentralisation is done more or less within the control 
system, apparently exercised through notions of democratic 
centralism (Stuart Fox, 2008) which we interpret as a local 
translation of decentralisation. According to this model, information 
flows up through the system and decisions down which would 
potentially mean that central directives are already informed by local 
ambitions. The extent to which this is feasible needs however to be 
discussed since our interviews with both teachers and students 
revealed that both groups called for more opportunities to integrate 
students’ experiences in the teaching-learning process.  

How can we understand the tension between a decentralisation-
rhetoric in policy and a centrally governed education system? A 
straightforward answer is difficult to find and explanations need to be 
sought in both historical and present structures (Anderson-Levitt, 
2003). Lao PDR is currently in close cooperation with the donor 
community. At surface level there is great consensus with 
international community and one example of this is the extent to 
which Lao policies correspond with Western policies which 
emphasise learner-centred perspectives. To this point, it would be 
tempting to understand reform from Steiner-Khamsi’s consensus 
perspective, i.e. that the Lao PDR has taken over an education 
model, based on the assumption that this is the best available (Boli 
and Ramirez, 1992; McNeely, 1995, in Anderson-Levitt, 2003). 
However, the political directions of Western policies are neoliberal, 
and can in this sense be understood as in conflict with Lao national 
policies which in essence are socialist. In these, specific values are 
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identified which are closely connected to nationalism, collectivism 
and patriotic values and where the party visions are emphasised. In 
the Lao context, this is understandable since much of Lao history has 
been marked by invasion and colonial relationships, and therefore, 
the liberated Lao PDR has a great interest in maintaining whatever 
levels of independence is possible. However, Laos is a poor country 
and in need of funding from the outside. Therefore, in policy, it is 
not surprising to see a consensus with Western policy. From this 
perspective, reform could indeed be understood from the conflict 
perspective which assumes that there is resistance locally, but the 
options for resisting are, in practice, few since that would mean a loss 
of funding, which Lao PDR is in need of. Thus, education reform 
could be understood as a neo-colonial endeavour which could explain 
the remaining hierarchal organisation in the face of the strong 
discourse of decentralisation in policy (Tabulawa, 2003; Tikly, 2004; 
Wrigley, 2007). We however opt for a third explanation understood 
from the Steiner-Khamsi’s culturalist perspective; one where Lao 
PDR, from a historical perspective is a young nation trying to 
respond to local and global contexts to the best of its ability. This 
response includes considerations on many different levels which can 
give some explanations to the tensions which we have identified. Lao 
society has a long tradition of teacher-centred education practices, 
which have built on transfer models of education which position the 
teacher as the authority. We claim that this position is not only 
reserved for teachers but applies all through the system, i.e. everyone 
has an authority which he/she relates to. This position becomes 
visible in Lao policy formulations, discussed in chapter IV, which 
point to the importance of Lao people respecting elders, leaders and 
teachers, putting ones own interests aside for the sake of the collective 
good. Moving towards a situation where the teacher is no longer 
expected be the authority but the facilitator, where curriculum and 
textbooks do not alone formulated content to be learned, and where 
students, despite their young ages, are expected to become co-
constructors in the teaching and learning process, is without a doubt 
a challenging task for all involved. This constitutes a challenge which 
involves both the giving away of authority and the accepting of 
agency on behalf of people on different positions of the system.  
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The potential of this being possible is visible among teachers and 
students, who further proved examples of the tensions between ‘the 
old and the new’ which we elaborate on below.  

How do teachers and students in teacher education respond to the 
education reform and the new methods of teaching? 

The vast majority of both teachers and students talk about new 
methods of teaching or student-centred education and they define it 
as group learning and individual learning. The strategies involved in 
the group and individual learning are also very similarly described 
with only small variations along subject lines where more strategies 
are activated among psychology teachers and students than among 
science teachers and students.  

One possible explanation to the striking consensus is that student-
centred education was first sketched in the concept paper in 1994 
(MOE & TDC, 1994) as the 5-pointed star. This was incorporated 
into Lao education policy and as we have previously discussed, this 
method was successfully spread to TTCs and TTSs across the 
country and also made into the university as new methods of 
teaching. As previous research has shown (MOE, 2004) the 5-
pointed star was not only very well known across the country, it was 
also most commonly translated into one of the points of the star, 
group work. One way of understanding this is that the group is a 
privileged unit in Lao society and collectivism has been a societal 
mark over history. Another issue is that teachers could by 
concentrating on group work; also address the other points in the 
star, i.e. activity-based learning, improved questionings, using 
illustrations effectively and application to daily life. However, since 
activities, questions, illustrations/materials were decided by central 
levels, the strategies in the five pointed star did not have the intended 
effect of focusing on the student, or necessarily being relevant to daily 
life. Rather new forms and methods are used to disseminate old 
content and in this respect, both teachers and students become 
followers. This highlights the importance of defining what is meant 
with student-centred education before entering into reform (van 
Harmelen, 1998).  

Another possible explanation to the wide-spread use of group 
learning is possible to draw from the interviews. In science, there is 
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already a tradition of work in groups during experimental sessions. In 
psychology the motivation is however different. Here, group learning 
is used as a strategy to deal with the large group sizes and therefore 
functions as a way of managing the class. 

The second translation of student-centred educations is individual 
learning and here we can draw a number of conclusions regarding its 
link to the current education reform. The NEM formulated a new 
policy which identified citizens as individuals who through their 
efforts could contribute to the growth of the country. In the 
education policy, the new methods of teaching support the 
socialisation of the ideal citizen who is described as an independent 
self-reliant, self-confident problem solver. This is well in line with 
international neo-liberal discourses which privileges the individual. 
The focus on the individual in current Lao education policy is 
however quite different from how the government in period between 
1975 and 1986, defined the ideal citizen. Then the ideal citizen was 
described as the new socialist man who through collective efforts, 
together with the government, would contribute to the prosperity of 
the country. In this rhetoric, the individual was never more 
important than the collective, and in this system education had the 
specific aim of educating the people so that they could participate in 
the building of the country. The aim of the current policy is still to 
create a citizen who can contribute to society but the focus has as we 
have shown changed. Despite this, in education practice both 
teachers and students recognise that group and individual learning 
are two important strategies which support new methods of teaching 
or student-centred education.  

The result however also highlights some tension surrounding group 
and individual learning. On the one hand, many teachers and 
students express that these new methods of teaching do represent a 
change in education practice that gives more room to both students 
in general and females and ethnic minorities specifically. Despite this, 
both teachers and students point to the structuring effects of the 
curriculum, the teacher guides, lesson plans and assessment models 
which make it difficult for teachers to modify the content in order to 
make it more student-centred. In the end, the student must pass the 
exams and theses are structured according to textbook content which 
directs the gaze of both students and teachers, which the no child left 
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behind act is another example of (Darling-Hammond, 2007). 
Accommodating a general content to local conditions and 
experiences of students can therefore be difficult from two 
perspectives: Firstly, the general framework around education creates 
limitations for what is possible. Secondly, we also suggest that 
students themselves can oppose moving outside this since their results 
are at stake. As long as provisions are not made at higher levels in the 
system, it is fair to assume that local practices will not be changed to 
become more ‘local’, since neither teachers nor students stand to gain 
from that.  

What attention is put to gender and ethnic minorities? 

As previous research has found, there are still unequal access to 
education in the Lao PDR (Kanstrup-Jensen, 2007; Phouxay, 2010; 
Sisavanh, 2003) and gender mainstreaming is difficult to grasp for 
policy makers (Bäcktorp 2007; Silfver, 2010). According to the 
current policy MOEs goal is to improve access to education for 
female and ethnic minority students (Guthrie and Pierce, 1990; 
Steiner-Khamsi, 2000). The goal includes both an increased 
enrolment rate amongst girls, ethnic minority group children and 
children from poorest families and also to create better opportunities 
for moving from primary to lower secondary school. There is also a 
goal of increased enrolment into higher education institutions where 
the target is set at increasing female enrolment with 50 percent. For 
teacher students accepting postings in remote areas, an increased level 
of scholarship provision is made available. For the university level, 
the goal is to improve access for poorer students, so that this group 
represents 20 percent of the total enrolment by 2015. 

New methods of teaching have according to our respondents opened 
up for both females and members of ethnic minorities, who 
experience different possibilities and constraints with group learning 
and individual learning. For ethnic minority students, group learning 
was described as a strategy that supported their learning, not in the 
least because they could help each other with language issues. By the 
same token, ethnic minority student expressed that individual 
learning was more difficult simply because they did not have the 
support of the group. For female students, the picture was slightly 
different. On the one hand small group constellation were thought to 
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be supportive, but they also found individual learning to be positive 
since this gave them the opportunity to show the individual 
capacities without being constrained by societal norms for how 
women should behave.  

The situation of female and ethnic minority students can be 
understood from a number of different perspectives. Laos is a multi-
ethnic country where one ethnic group, the Lao Loum, historically 
has been in a privileged position (Pholsena, 2006). As we showed in 
chapter II, education reform has over time privileged male Lao Loum 
and despite the efforts of the Lao government post 1975 to create an 
education system for all (Kosonen, 2005), these patterns still persist. 
Women contributed to the revolution and nation building mainly 
through their work in the families and ethnic minorities were 
included into the building of a common national identity by being 
educated, however not in their mother tongue but in Lao language, 
the language of the Lao Loum group (Fox, 2003). Despite the 
continued goal of providing education for all, the current education 
system still has the same inequalities built into it which remains as a 
challenge for the future.  

EDUCATION REFORM IN LAO PDR: POSSIBILITIES 
AND CONSTRAINTS 

In line with a pragmatic philosophy we continue to discuss whether 
this new education reform works satisfactorily or not. We will bring 
up practical consequences of accepting it, and those impractical ideas 
that should be rejected. We will discuss those possibilities and 
constraints we have seen. We also discuss how the new methods of 
teaching could be more developed in Lao PDR.   

According to our findings and our experiences of being teachers at 
teacher education at NUOL, student-centred education would 
become more developed and the teachers more professional if the 
teachers feel obliged to construct 20 percent of local curriculum. We 
also mean that the present assessment model needs further reforming. 
It is not enough with the new ‘participant scores’ which can be 
understood as one adjustment in the formal system which we have 
discussed in chapters IV and V. Assessment should focus on high 
cognitive skills that encourage students to reflect and become more 
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creative. Instead of closed questions there should be more open-
ended questions. The assessment models should also leave spaces for 
students’ own former experiences and knowledge and for them to do 
inquiries on their own. To make teachers more professionalised, we 
also recommend in-service training for teachers with focus on 
discussions about how to deeply understand the meaning of student-
centred education. This is a way to encourage teachers to sometimes 
leave the standardised textbooks and teacher guides and leave room 
for experiences on the margin of these standards. To be able to do 
that there is a need for acceptance among the administrative staff. We 
therefore also recommend the administrative staff to join these in 
service courses. Also the Lao government has to support reasonable 
incentives to the teachers in order for them to be a driving force 
behind reform.  

To support shy and quiet Lao females, teachers could pay more 
attention to female students. If they feel it is easier to express 
themselves in smaller groups, teachers should use these as often as is 
needed. This could be combined with individual work especially for 
Lao Loum women, since they feel freer to express themselves in 
writing. The latter does not, however, always work for students from 
ethnic minorities if they have difficulties to express themselves in 
written Lao. For these students, both females and males, group 
learning seems most beneficial. To promote ethnic groups to evolve 
more in student-centred education teachers should ask them about 
their traditions, culture, and their previous experiences instead of 
focusing on report-writing. Teachers should also stimulate all group 
members to support and help them in group learning.  

To sum up, we mean that teachers need to become more flexible and 
adapted to what their own student group needs in terms of education 
form, methods and content (Berge, 2001). However, this will be 
difficult to realise without also accommodating the organisation and 
governance of the education system. What Laos share with many 
other poor countries is that this reform can never be a national affair. 
We however do not believe that any education system, be it in an 
affluent country or a low-income country, can ever be unaffected by 
global trends in education and education reform. What is an added 
circumstance for low-income countries involved in development 
cooperation, is the dependence for support, which we understand as 
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financially conditioned. From this perspective, we argue that there is 
little support for understanding reform from a consensus perspective, 
assuming that Lao PDR simply has chosen the model which is 
considered best. The reform instead has to be understood from both 
a conflict and a culturalist perspective, where reform can be seen as a 
neo-colonial endeavour which Lao PDR has little ability to resist. A 
culturalist perspective however allows us to understand reform both 
within a cultural and historical perspective which encompasses a pre-
colonial, a colonial heritage and a socialist liberation struggle. All 
systems have operated within a multi-ethnic, multi-linguistic and 
multi-religious context. Each system has, and will continue to use 
education as an important means to advance society according to the 
perceived goals. In the case of Lao PDR, this has to be done in 
collaboration with international and national stakeholders and in this 
process, we hope that all involved, critically will ask themselves why, 
how, where and for whom education reform work is undertaken.  

REFLECTIONS ON METHODOLOGY AND FUTURE 
RESEARCH  

Coming from a developing country, and a faculty under development 
with regards to research experiences, to a university in the Swedish 
context where research is a developed part of academia, has been an 
opportunity but also a challenge for us. Working with qualitative 
research has also been a new and challenging experience for us since 
our former experiences from Master level have been from quantitative 
research. For this project we however wanted to get more in depth 
knowledge about why the reform of education have taken the shape it 
has in Lao PDR. Therefore, qualitative research was an appropriate 
methodology. After a long period of learning by laying a jigsaw 
puzzle with our qualitative data, we have been able to inductively 
analyse how the new methods of teaching are governed and 
understood in policy and by teachers and students at Lao teacher 
education. The benefits are that our qualitative research has made us 
reflect over similarities and contradictions and not take things for 
granted. Quantitative presentations are also imbedded with deep 
premises and values, which we haven’t really thought of before. We 
have also found it important to come behind the figures and get to 
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learn about real cases and how people experiences education change 
in local practices.  

We understand this thesis as a starting point for doing more 
education research in order to systematically collect knowledge that 
can influence both policy making and practice. This would 
encompass both the development of research methodology, modes of 
analysis and research questions. One issue that needs further 
investigation is the education situation for women and men from 
ethnic minorities in Lao PDR.  

As educators we fully believe in our collective responsibility to work 
towards providing education for all. Our thesis work has however 
underscored the importance of placing reform in an ‘informed 
context’ i.e. a context where decisions are based on the best available 
information derived from both practice and research. We hope to be 
able to continue contributing with research based information, and 
that we can disseminate our knowledge to our colleagues and 
students, and promote, but also critically investigate student-centred 
education in Lao PDR.  
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SUMMARY IN LAO LANGUAGE 

ÀàÌ×éæÄåÌẤÃÌ̧ãÓŠÌ ÓêÄîÈÎßÅíÃ âÑ²ÜÅëÀÅàÅßÑàÍÀàÌÀàÌÎßÉéÝïÍ ÀàÌ 
ÅëÀÅàäÈÇãÌåÅŠÂ×àÓâÁòíàåÄÉ¡ÀèÍÀàÌÎßÉéÝïÍÀàÌÝÞÌ-ÀàÌÅÜÌ åÌÖß 
ÍíÍÅ‹àÃÂï (×éËßÇàæÖÂï ãÖßÂßÌßÅëÀÅàÅàÈ ÓßØà×éËßÇàæÖãØŠÃÆàÈ) 
åÌ ÅßËàÖßÌßÖèÈ ÎßÆàËéÎßæÉ ÎßÆàÆíÌÖà× (ÅÎÎ.Öà×). 

Â×àÓâÎèÌÓà ãÖß âØÈÏíÌÂ×àÓâÎèÌÓà ãÖß âØÈÏíÌÂ×àÓâÎèÌÓà ãÖß âØÈÏíÌÂ×àÓâÎèÌÓà ãÖß âØÈÏíÌ    
ÅßÑàÍÀàÌÅëÀÅàÖà× ÀŠÜÌÅßæÚÐṎÃÎíÀÂÜÃ ãÓŠÌÀàÌÅëÀ äÈÇâÎèÌæÎ 
ÉàÓËáÓßÆàÈ; Í¡ÓêØÖèÀÅïÈ, Í¡ÓêÎ¹ÓÉáÖàØÖìÎ¹ÓãÍÍÝÞÌ, ÀàÌÅÜÌãÍÍ 
â×¿àØÖìâÖ³àÅïŠÀèÌÒèÃ ÎàÀÉ¡ÎàÀ ÄàÀÝîŠÌÂíÌÌ̧ É¡åÅŠÝîŠÌÂíÌÜ²Ì ãÖßÅÜÌÄàÀ 
ÑàÀÎßÉéÍèÈÉí×ÄéÃ, âÑàßÅßÌ́Ì ÄëñÃÀàÇâÎèÌÌéÈæÅÁÜÃÂíÌÖà× Ë̄Í¡ÂŠÜÇÅíÌ 
åÄåÌÀàÌÜŠàÌãÖßÍèÌËëÀâÖ²ÜÃÖà×ÉŠàÃƒÀàÌÅëÀÅàÉàÓãÍÍãÏÌÀàÌÈá
ÖíÃÆê×éÈÁÜÃãÉŠÖßÂÜÍÂí×. ÂïÏïòÅáÂèÌËêÙ±ÃÂì Ñ¡ãÓñ, ÝÜÃÖíÃÓàÂìÜ‹àÇ,âÜºÜÇ 
ãÖßÇàÈÑ̄Ì‹ÜÃ,ÄàÀÀàÌÅÜÌÑàÇåÌÂÜÍÂí×ãÖ‹×,×èÈÁÜÃÎßÆàÆíÌÖà×Çè
ÃâÎèÌÅßÊàÌË̄åØ‹ÀàÌÅëÀÅàË̄ÅáÂèÌãÖßâÎèÌÅïÌÖ×ÓÄéÈåÄÁÜÃÏï‹Ë̄ÌèÍÊìÑ
ßÑîÈËßÅàÈÅßÙà. ÅßÌ́Ì ×èÈÄ±ÃâÎèÌÅßÊàÌË̄ÅáÂèÌ ÁÜÃÆà×Öà×, Ê‹à 
Í‹àÌåÈØàÀÍ¡Óê×èÈ Êì×ŠàÍ‹àÌÌ́Ì ÇèÃâÎèÌÍ‹àÌË̄Í¡ÅíÓÍïÌãÍÍ.Öà×ÇèÃâÎèÌÎß 
âËÈË̄ÓêÛàÀÛàÇÆíÌâÏ³à (49) ÓêÅéÖßÎß×èÈËßÌßËá ÝêÈÂÜÃÎßâÑÌê,âÃ²ÜÌ 
æÁÀàÌÈáÖíÃÆê×éÈãÖßÑàÅàÎàÀâ×¿àãÉÀÉŠàÃÀèÌÄëñÃâÝèÈåØ‹ÀàÌÄèÈÀàÌÅëÀ
ÅàÑíÍÁ§ØÇî‹ÃÇàÀãÖßÏíÌË̄ÉàÓÓàÀçÂìÂ×àÓÍ¡âËíñàËÞÓÀèÌ.ÎßÆàÆíÌÏï‹Ë̄ÌèÍ
ÊìÑßÑîÈËßÅàÅßÙàÓêäÜÀàÈæÈòÝèÍÀàÌÅëÀÅàÛàÇäÈÇÅßâÑàßÏï‹ÆàÇ;Ñ¡
ãÓŠÌéÇíÓÅíñÃâÅêÓÖïÀÆàÇâÁíòàÍ×ÈâÑ²ÜÅëÀÅàØàÂ×àÓÝï‹ãÖßâÎèÌË̄âÂíàÖíÍÌèÌ
ÊìÁÜÃÅèÃÂíÓãÖßÀàÇâÎèÌÏï‹ÌáÂÜÍÂí×åÌÜßÌàÂíÈ(ÅáÖéÈÍí×ÅêÅßØ×èÈ19
96).ÅŠ×ÌÏï‹ÇéÃÄßÊìÀÅÜÌåØòâÎèÌÏï‹Ë̄ÓêÄéÈåÄâÛºÜÓåÅÅèÈËàåÌÀàÌåØòËàÌ,
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åØ‹Â×àÓâÂíàÖíÍÌèÍÊì, åØ‹Â×àÓÅßÈ×À ãÖßÅßÙèÍÅßÙïÌÏï‹ÆàÇ, äÈÇÎà 
ÅßÄàÀÀàÌÄ³Ó×Šà, ÉÜÍäÉòåÈƒËèÃÚíÈ Éí×ÔŠàÃ: Ïï‹ÆàÇæÎÍ×ÈÏï‹ÇéÃâÎèÌÏï‹Üî 
ÎßÊáÂŸÆïÄ̈ÃØèÌ-âÑÌ âÆªÃâÎèÌÀàÌËáÍîÌåØ‹ËàÌ, ÅèÃÂíÓÄßâÍªÃÏï‹ÇéÃ ÄàÀ 
ÀàÌÀßËáË̄ÅîÑàÍÂìÀàÌÀßËáËîÀÔŠàÃ Ë̄ÎàÅßÄàÀÀàÌÄ³Ó×Šà, ÝòàÇÈñàÌ́Ì 
ãÓŠÌÏï‹ÇéÃË̄ÅèÃÂíÓÇÜÓÝèÍ×ŠàâÎèÌãÓŠÇéÃË̄Èê,ÅàÓàÈâÎèÌâÓÇãÖßãÓŠâÝìÜÌË̄
ÈêåÌÜßÌàÂíÈæÈ‹(ÓßäÌÖêâØÃ¿àÅê×èÈ1995)ãÖßÑ‹ÜÓÀèÌÌ́ÌåÌÂÜÍÂí×ÄßÍ¡
ÅÜÌâÖ²ÜÃÂ×àÓâÎèÌÏï‹ÌáåØ‹Ïï‹ÇéÃ. ÅŠ×ÌÎßÆàÆíÌÖà×ÍèÌÈàâÏ³à Ë̄Í¡ÊìÅà 
ÅßÙàÑîÈÄßÍ¡ÅíÌåÄåÌÀàÌÅëÀÅàËàÃÅàÈÅßÙàÑîÈÄªÃÍ¡æÈ‹âÁ¿àæÎÝœÝÞÌ
åÌ×èÈ, Ñ×ÀâÁíàÑÞÃãÉŠÅëÀÅàÀèÌÑàÇåÌÂÜÍÂí× ãÖß ÆîÓÆíÌÉàÓÎßÅíÍ 
ÀàÌÆê×éÈÉí×ÄéÃ (KanstrupJensen,2007).ÅßæÚÐຣ ¨ÃÎíÀÂÜÃÖà×; ÐṎÃÍ¡ 
æÈ‹ÁßØÇàÇÀàÌÅëÀÅàÖíÃÅïŠËòÜÃÊªÌÔŠàÃË³×âÊéÃ,ÅŠ×ÌåØÇŠÁßØÇàÇåÌâÁÈ
Éí×âÓìÜÃåØÇŠãÖßÏï‹Ë̄æÈ‹ÝèÍÀàÌÅëÀÅàÅŠ×ÌÛàÇãÓŠÌÂíÌË̄ÓêÊàÌßÈê.ÀÕèÌ-
Üê×èÌ (Evans,1999)æÈ‹ÇíÀåØ‹âØèÌ×Šà ÐṎÃ âØèÌÆíÌâÏ³àÀëÓÓî (Öà×âËéÃ) 
âÎèÌÑ×ÀË̄Í¡ÓêÅßÉéÎèÌÇàãÖßâÎèÌÑ×ÀË̄Í¡ÓêÂ×àÓÅê×éæÖåÌÆê×éÈÄ±ÃÊìÀâÜêÌ
âÏ³àÌ̧×Šà “Á‹à” “Slave” “Á‹àËàÈ” (Evans,1999:25).ËŠàÌÂáâÑíàÑÜÌãÀ‹× 
æÈ‹ ÇíÀåØ‹âØèÌ×Šà ØÖèÃÄàÀÎíÈÎŠÜÇÄàÀÀàÌÎíÀÂÜÃÁÜÃÐṎÃ åÌÎê1954, 
ÐŠàÇãÌ×Öà×ÝèÀÆàÈÑßÇàÇàÓØèÌâÜíàãÌ×ËàÃÀàÌÅëÀÅàâÎèÌÎèÈæÄÅá 
ÂèÌåÌÀàÌÎíÀÎèÀÝèÀÅàãÖßÅ‹àÃÅàÎßâËÈÆàÈ.åÌÌ́ÌÀàÌÅëÀÅàÉ‹ÜÃÅíñÃ 
âÅêÓåØ‹åÆ‹ÑàÅàÖà×“ÑàÅàâÎèÌÅèÌÇàÖèÀÁÜÃÂ×àÓâÎèÌÆàÈ”(Evans,199
9:158).ÄîÈÎßÅíÃãÓŠÌâÝèÈåØ‹ËîÀÂíÌæÈ‹ÝèÍÀàÌÅëÀÅàâË³àËÞÓÀèÌ äÈÇÍ¡Äá 
ãÌÀÆíÌǼÌ,ÆíÌÆàÈ, ÅàÈÅßÙàâÌºÜåÌÀàÌÅëÀÅàãÓŠÌãÌåÅŠÅ‹àÃÂíÌ Öà× 
åØ‹ÓêÄéÈåÄÝèÀÆàÈ ãÖß É‹àÌÄèÀÀßÑèÈÏï‹ÝîÀÝàÌ, ÀàÌÅëÀÅàÉ‹ÜÃÅÜÈÂŠÜÃ 
ãÖß ÉéÈÑèÌÀèÍÆê×éÈÎßÄá×èÌÁÜÃÎßÆàÆíÌÖà× (ÂáâÑíàÑÜÌãÀ‹×1996). 
Ì̧ÂìÂ×àÓÉ‹ÜÃÀàÌÁÜÃÐŠàÇãÌ×Öà×ÝèÀÆàÈ ãÖß Å‹àÃâÎèÌãÏÌÎßÉéÝïÍ 
ÀàÌÅëÀÅàÁ¹ÌåÌÎê1962 ãÖßåØ‹âÎèÌãÏÌÀàÌÎßÉéÍèÈâÜÀßÑàÍÀèÌË³×Îß 
âËÈ.âÊéÃãÓŠÌ×Šà ÎßâËÈÖà×æÈ‹ÎßÀàÈâÜÀßÖàÈ åÌ×èÌËê12 ÅéÃØà1954 
ÀçÉàÓãÉŠÀàÌÎíÀÂÜÃÎßâËÈÀçÇèÃÓêØÖàÇÐŠàÇâÆ̈Ì:ÐŠàÇÁ×à×ÞÃÄèÌäÈÇÓê
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ÜàâÓÖéÀàåØ‹ÀàÌÅßÙèÍÅßÙïÌ,Ñ×ÀâÁíàâØèÌÈêÝèÍâÜíàãÏÌÎßÉéÝïÍÀàÌ 
ÅëÀÅà1962 ãÉŠâ×ÖàÎßÉéÍèÈãÏÌÇèÃÌáÝïÍãÍÍÁÜÃÐṎÃËèÃÚíÈ. ÅŠ×ÌÐŠàÇ 
ãÌ×Öà×ÝèÀÆàÈ æÈ‹ÎßÉéÍèÈÉàÓãÏÌÎßÉéÝïÍÀàÌÅëÀÅà1962 äÈÇÑßÇà 
ÇàÓÅ‹àÃËîÀâÃ²ÜÌæÁ âÑ²ÜâÝèÈåØ‹ÂíÌÖà×ËîÀÂíÌæÈ‹ÝèÍÀàÌÅëÀÅà.ãÉŠÀçÎß 
âÆêÌÀèÍÍèÌØàÅíÃÂàÓÝîÀÝàÌÁÜÃâÓÖéÀàÔŠàÃÝòàÇãÝÃâÝèÈåØ‹ÎßÆàÆíÌÖà×
Í¡ÓêäÜÀàÈæÈ‹ÝèÍÀàÌÅëÀÅàÉàÓË̄É‹ÜÃÀàÌ. ÓàÝÜÈÎê1975 âÆªÃâÎèÌÎêãØŠÃ 
æÆÆßÌßÜèÌåØÇŠÛ×ÃÎßâËÈÖà×æÈ‹ÀàÇâÎèÌÎßâËÈÅßËàÖßÌßÖèÈÎßÆà
ËéÎßæÉÎßÆàÆíÌÖà× (ÅÎÎ.Öà×) ÌèÍãÉŠÌ́ÌÓà (1975-1986) æÈ‹10 
À×ŠàÎêÀàÌÅëÀÅàãÓŠÌÎßÉéÍèÈÉàÓãÍÍÖßÍíÍÅèÃÂíÓÌéÇíÓ.È̈ÃÌ́ÌÀàÌÅëÀÅà
ÀçÇèÃâÎèÌÎèÈæÄË̄ÅáÂèÌ ÁÜÃÀàÌÑèÈËßÌà âÅÈÊßÀéÈ-ÅèÃÂíÓ ÁÜÃÎßâËÈ, 
ËŠàÌÂáÓêÍí×ãÅÃËÜÃ æÈ‹ÇíÀåØ‹âØèÌ ÀàÌÑèÈËßÌàÀàÌÅëÀÅà äÈÇØèÌâÜíà 
ÀàÌÅëÀÅàæÎåØ‹Ë³×âÊéÃËîÀÑïÓêÑàÀ; âÁÈØŠàÃæÀÅÜÀØÖêÀ, âÁÈÑïÈÜÇ âÆªÃ 
âÎèÌâÁÈË̄ÎßÆàÆíÌÍèÌÈàâÏ³àÜàæÅÔïŠÀßãÄÀÀßÄàÇ ãÖß ÎßÉéÍèÈÌßäÇ 
ÍàÇÉ¡ËîÀƒÂíÌ åØ‹æÈ‹ÝèÍÀàÌÅëÀÅàâË³àËÞÓÀèÌ (Íí×ãÅÃËÜÃ1996) ãÖß 
ËñàÌÂáÏàÇÅêÅßØ×èÈæÈ‹ÇíÀåØ‹âØèÌÀàÌÎßÉéÝïÍÀàÌÅëÀÅàãÓŠÌæÈ‹ÎßÉéÝïÍ
ËèÃÖßÍíÍãÖßâÌºÜåÌÁÜÃÀàÌÅëÀÅàåÌÅßæÚÀŠÜÌÎê1975.(Éí×ÔŠàÃ:ÖßÍíÍ
ÀàÌÅëÀÅàÁÜÃÐṎÃÁ́ÌÎßÊíÓÓê6Îê,ÖßÍíÍÀàÌÅëëÀÅàÐŠàÇãÌ×Öà×ÝèÀÆàÈ
4+3+3)åØ‹âÎèÌÀàÌÅëÀÅàÁÜÃÖà×äÈÇÅßâÑàßâÆ̈Ì:ÖßÍíÍÅàÓèÌ11Îê,Á́Ì
ÎßÊíÓÓê 5 Îê, ÓèÈËßÇíÓÉ¿Ì 3 Îê ãÖßÓèÈËßÇíÓÎàÇ 3 Îê(5+3+3) 
âÌ²ÜÃÄàÀ×ŠàÅßÑàÍÀàÌÁàÈâÁêÌËàÃÈ‹àÌÈ‹àÌ×èÈÊî ÜîÎßÀÜÌ, ÜàÂàÌÅß 
ÊàÌË̄ÉßØÖÜÈÌèÀ×éÆàÀàÌ, Âï, ÜàÄàÌ ãÖß ÃíÍÎßÓàÌË̄ÄßÜîÈÙïÌÂïâÝèÈ 
ÀàÌÑèÈËßÌàÀàÌÅëÀÅàÓéÂ×àÓÐìÈâÂ²ÜÃ(ÅêÅßØ×èÈ,2003).ÀàÌÑí×ÑèÌÀèÍ
ÉŠàÃÎßâËÈÅŠ×ÌåØÇŠãÓŠÌÀèÍÍèÌÈàÎßâËÈÅèÃÂíÓÌéÇíÓâÆ̈Ì:ÅßØßÑàÍäÆ 
×ÞÈ,Ø×ÞÈÌàÓ,ÀáÎïâÄÇâÎèÌÉ¿Ì.ÑàÇØÖèÃÀàÌØèÌÎŠÞÌãÌ×ËàÃÌßäÇÍàÇ
âÅÈÊßÀéÈãÍÍåÚñÄàÀâÅÈÊßÀéÈãÍÍÖ×ÓÅïÌæÎÅïŠÀàÌâÎêÈÀ×‹àÃâÅÈÊß
ÀéÈÀàÌÉßØÖàÈåÌÎê1986 âÎèÌÀàÌâÎêÈÀ×‹àÃ ãÖß âÜºÜÜáÌ×ÇåØ‹ãÀñÌèÀ 
ÖíÃËìÌËàÃÑàÇåÌãÖßÉŠàÃÎßâËÈ.âÑ²ÜâÝèÈåØ‹ÀàÌÅëÀÅàÅÜÈÂŠÜÃÀèÍÀàÌ
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ÑèÈËßÌàâÅÈÊßÀéÈÌ́Ì ÀàÌÅëÀÅà ÄªÃÓêÂ×àÓÄáâÎèÌÉ‹ÜÃæÈ‹ÝêÍÝ‹ÜÌÎèÍÎîÃ 
äÈÇÅßâÑàßãÓŠÌãÌ×ËàÃÌßäÇÍàÇÀàÌÅëÀÅàâÑ²ÜËîÀÂíÌäÈÇÀÜÃÎß 
ÆîÓÅëÀÅàäÖÀË̄ÄÜÓËÞÌÎßâËÈæËåÌÎê1990×àÃÜÜÀ.ÄàÀÌ́ÌÀàÌÎßÉé 
ÍèÈÌßäÇÍàÇÀàÌÁßØÇàÇÀàÌÅëÀÅàæÎÅïŠâÁÈØŠàÃæÀÅÜÀØÖêÀâÆªÃâÎèÌ 
âÁÈË̄ÎßÆàÆíÌÍèÌÈàâÏ³àÜàæÅÔïŠÀßãÄÀÀßÄàÇ,ÄàÀÅßÑàÍÈ̈ÃÀŠà×Ì́ÌæÈ‹
âÎèÌÍèÌØàË̄Ë‹àËàÇãÖßÉ‹ÜÃæÈ‹âÜíàåÄåÅŠâÎèÌÑéâÅÈ(ÀÅ,2003).ÀàÌÎèÍÎîÃ 
ÂîÌßÑàÍâÖ̈ÃåÅŠÀàÌÎèÍÎîÃÂîÌßÑàÍÁÜÃÂï;ÎèÍÎîÃÂîÌÌßÑàÍÀàÌÝÞÌÀàÌ
ÅÜÌâÖ̈ÃåÅŠÀàÌÎñÞÌÝïÍãÍÍÀàÌÅÜÌ äÈÇÎŠÞÌÄàÀÀàÌÅÜÌË̄âÜíàÂïâÎèÌ 
åÄÀàÃÓàâÎèÌÀàÌÅÜÌË̄âÌ́ÌÏï‹ÝÞÌâÎèÌÅáÂèÌ âÎ¿àÚàÇãÓŠÌâÖ̈ÃåÅŠÑèÈËß 
ÌàÂ×àÓÂéÈÅ‹àÃÅèÌÁÜÃÌèÀÝÞÌ (ÂáÏàÇ ÅêÅßØ×èÈ, 2003:8).ÄàÀÅßÑàÍ 
Ë̄ÀŠà×ÓàÁ‹àÃâËéÃÌ́ÌæÈ‹ÀàÇâÎèÌãÝÃÄïÃåÄåØ‹Ñ×ÀâÝíàÂ¿ÌØàÂ×àÓâÎèÌÄéÃ
ÁÜÃÁßÍ×ÌÀàÌÎßÉéÝïÍÀàÌÅëÀÅàåÌÅÎÎ.Öà×äÈÇâÖ̈ÃåÅŠâÎ¿àÚàÇÈ̈ÃÌ̧:  

• ÌßäÇÍàÇÀàÌÎßÉéÝïÍÀàÌÅëÀÅàãÖßãÌ×ËàÃÀàÌÅéÈÅÜÌãÍÍ

åÚŠåÌ ÅÎÎ Öà×âÎèÌãÌ×åÈ? 

• Âï ãÖßÌèÀÝÞÌâÁ¿àåÄ  ãÖßÎßÉéÍèÈÉ¡ÀàÌÝÞÌ-ÀàÌÅÜÌ ãÍÍåÚŠ 

ãÌ×–åÈ?   

• Â×àÓâÜíàåÅŠÉ¡ÆíÌâÏ³à, âÑÈ ØÖìÏï‹È‹ÜÇäÜÀàÈÓêØÇèÃãÈŠ? 

ËéÈÅßÈê ãÖß ×éËê×éæÄ ËéÈÅßÈê ãÖß ×éËê×éæÄ ËéÈÅßÈê ãÖß ×éËê×éæÄ ËéÈÅßÈê ãÖß ×éËê×éæÄ   
ÀàÌ×é–æÄ ÁÜÃÑ×ÀâÝíà ãÓŠÌÀàÌ×éæÄËàÃÂîÌßÑàÍ âÆªÃâÎèÌÀàÌ×éæÄ Ë̄Í¡ 
âÌ́ÌâÖ²ÜÃÁ§ÓïÌË̄âÎèÌÄáÌ×ÌÉí×âÖÀØÖìÅßÊéÉéãÉŠâÌ́ÌÂ×àÓâÁ¿àåÄåÌâÖ²ÜÃ
Öà×,ÅßÊàÌßÀàÌØÖìâØÈÀàÌË̄âÀêÈÁ¹Ì,ÄàÀÀàÌÍÜÀâÖ³àØÖìÅèÃâÀÈâØèÌ
äÈÇÉíÌâÜÃ,âÌ́ÌÀàÌÅëÀÅàÁ§ÓïÌÄàÀâØÈÀàÌÉí×ÄéÃâÑ²ÜÓàÝ×ÍÝ×ÓãÖß
ÅßØÖîÍåØ‹âÎèÌÜèÌÅßâÑàßØÖìâÜ̧Ì×ŠàÅëÀÅàÄàÀÜèÌÖ×ÓæÎØàÜèÌÅßâÑàß
(Inductive).ÜêÃÉàÓËéÈÅßÈêÖßÍíÍäÖÀãÜÌâÈêÆèÌâÖ×éÈ(AndersonLevitt,
2003). Æ̧åØâØèÌ×Šà âÅÈÊßÀéÈäÖÀÉßØÖÜÈÝÜÈËßÌàÂàÌäÖÀæÈ‹ÓêÜéÈ 
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ËéÑíÌÉ¡ÀàÌÑèÈËßÌàâÆ̈Ì–:ÀàÌÑèÈËßÌàäÝÃÝÞÌÁÜÃÆàÈåÈÙ±ÃæÈ‹ 
ÀàÇâÎèÌâÂ²ÜÃÓìåÌÀàÌÁßØÇàÇÜéÈËéÑíÌÁÜÃÏï‹ÅßÙèÍÅßÙïÌØÖìåØ‹ËëÌËèÃ
ØÖàÇ. Ì̧âÎèÌãÃŠÓïÓÙ±ÃË̄åØ‹Á§ÂéÈåÌÀàÌÅëÀÅà ãÖß ×éâÂàßÁ§ÓïÌÁÜÃÑ×À 
âÝíà âÑàß×Šà ÎßâËÈâÝíàæÈ‹ÓêÀàÌâÎêÈÝèÍâÜíàäÂÃÀàÌÉŠàÃƒ ÄàÀÅßÀíÌ 
ØÖàÇ–Á¹Ì.ÅßâÉÜéâÌê ÂáÅê (Steiner------ ----Khamsi 2000) æÈ‹â×¿à×ŠàÀàÌ×àÃâÎ¿à 
ÚàÇåÅŠÀàÌÎßÉéÝïÍÖßÍíÍÀàÌÅëÀÅàãØŠÃÆàÈæÎÉàÓâÃ²ÜÌæÁÁÜÃÅàÀíÌ
äÈÇâÍªÃÄàÀÅàÓÝïÍãÍÍ ÂìÝïÍãÍÍÁÜÃÂ×àÓÅÜÈÂŠÜÃÀèÌ, ÝïÍãÍÍÁÜÃ 
Â×àÓÁèÈãÇŠÃÀèÌãÖßÝïÍãÍÍËàÃÎßâÑÌê×èÈËßÌßËá.ÄàÀËéÈÅßÈêËèÃÅÜÃ
È̈ÃÀŠà×– æÈ‹ÀàÇâÎèÌãÌ×ËàÃåØ‹Ñ×ÀâÝíàÀ‹à×æÎÅïŠÀàÌÈá–âÌêÌÂ¿ÌØàÂ×àÓ 
âÎèÌÄéÃÁÜÃÁßÍ×ÌÀàÌÎßÉéÝïÍÀàÌÅëÀÅàÁÜÃÖà×ãÖßÑ×ÀâÝíàÇèÃÜêÃåŠÅŠ
ËéÈÅßÈêêÂÜÌãÌÖ (Connell, 2010) Ë̄×ŠàÀàÌÅ‹àÃÜíÃÂ×àÓÝï‹Ë̄ãË‹ÄéÃÂìÅ‹àÃ 
Á¹ÌÍíÌÑºÌÊàÌÁ§ÓïÌÄàÀÎßÅíÍÀàÌÅßâÑàß–ãØŠÃØÖìÅßÑàÍÉŠàÃƒË̄âÀêÈÁ¹Ì 
åÌË‹ÜÃÊªÌåÈÙ±Ã,Í¡ãÓŠÌÀàÌæÈ‹ÓàäÈÇÀàÌãÎÜÜÀÓàÄàÀÆà×Éàâ×èÌÉíÀ
ØÖìÆà×ÔïäÕÍ (Connell,2010)–ãÖß–ÜêÃåÅŠËéÈÅßÈêÑàÀÅßÙàÓÁÜÃ ÄÜÌ-
Èé×âÜ(Dewey,1929) Ë̄×Šà: ÀàÌÂ¿ÌØàÂ×àÓÄéÃÄàÀÑàÀÎßÉéÍèÈË̄ÅàÓàÈ 
âÜíàÓàâÎèÌÉí×ÔŠàÃãÖß ÅàÓàÈỐÃÔìÌâÊéÃÂ×àÓÊìÀÉ‹ÜÃË̄âÎèÌÙ‹àâÆ²ÜÊìæÈ‹. 
(John Dewey, 1929, quoted in Biesta & Burbules, 2003). 
ÀàÌâÀèÍÀáÁ§ÓïÌ ãÖß ÀàÌ×éâÂàßÁ§ÓïÌÀàÌâÀèÍÀáÁ§ÓïÌ ãÖß ÀàÌ×éâÂàßÁ§ÓïÌÀàÌâÀèÍÀáÁ§ÓïÌ ãÖß ÀàÌ×éâÂàßÁ§ÓïÌÀàÌâÀèÍÀáÁ§ÓïÌ ãÖß ÀàÌ×éâÂàßÁ§ÓïÌ    
Ñ×ÀâÝíà æÈ‹–ÈáâÌêÌ–ÀàÌ–âÀèÍ–ÀáÁ§ÓïÌËèÃÚíÈ äÈÇÉíÌâÜÃ ÄàÀÅÜÃ ãØÖŠÃ Âì 
Ý×ÍÝ×ÓÁ§ÓïÌÄàÀâÜÀßÅàÌ,ÅáÑàÈ ãÖßÅèÃâÀÈØ‹ÜÃ ÅÜÌÉàÓÅßÊàÍèÌ 
Å‹àÃÂï ÅàÓãØŠÃ (Û×ÃÑßÍàÃ, ÅßØ×èÌÌßâÁÈ ãÖß ÄáÎàÅèÀ) ãÖß ÂßÌß 
ÅëÀÅàÅàÈ ÓßØà×éËßÇàæÖãØŠÃÆàÈ 
ÖßÍíÍÀàÌÂî‹ÓÂÜÃÍçÖéØàÌ ãÖßÖßÍíÍÀàÌÂî‹ÓÂÜÃÍçÖéØàÌ ãÖßÖßÍíÍÀàÌÂî‹ÓÂÜÃÍçÖéØàÌ ãÖßÖßÍíÍÀàÌÂî‹ÓÂÜÃÍçÖéØàÌ ãÖß–– ––ãÌ×ËàÃÌßäÇÍàÇãÌ×ËàÃÌßäÇÍàÇãÌ×ËàÃÌßäÇÍàÇãÌ×ËàÃÌßäÇÍàÇ    
Ñ×ÀâÝíà æÈ‹Ý×ÍÝ×ÓÁ§ÓïÌ ÄàÀâÜÀßÅàÌ ÀŠÞ×ÀèÍÖßÍíÍÀàÌÂî‹ÓÂÜÃ ÍçÖé 
ØàÌ ãÖß–ãÌ×ËàÃÌßäÇÍàÇÉŠàÃƒ ãÉŠÎê 1994 âÊêÃ 2009, âÎèÌÉ¿ÌãÓŠÌ–
Á§ÉíÀÖíÃãÉŠÃÉ́Ã ãÖß ÀàÌÀáÌíÈÑàÖßÍíÈÍàÈÙòàË̄ ÁÜÃãÉŠÖßÑàÀÅŠ×ÌË̄ 
ÀŠÞ×ÀèÍÁÜÍâÁÈÀàÌ×éæÄÁÜÃÑ×ÀâÝíà ãÖßãÌ×ËàÃÌßäÇÍàÇÁÜÃÑèÀË ̄
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×àÃÜÜÀåÌãÉŠÖßÀÜÃÎßÆîÓË̄ÀŠÞ×ÁòÜÃÀèÍÀàÌÅëÀÅà,ÀíÈÚàÇÀàÌÅëÀÅà,
ÇîÈËßÅàÈãÖßãÏÌÑèÈËßÌàÀàÌÅëÀÅàÉŠàÃƒÉßØÖÜÈÝÜÈâÜÀßÅàÌË̄
ÊìÀÌáåÆ‹åÌØ‹ÜÃÝÞÌâÆ̈Ì: ØÖèÀÅïÈ, ÉáÖà, ÂïŠÓìÂïâÎèÌÉ¿Ì.Ñ×ÀâÝíàÉ‹ÜÃÀàÌ 
âÁ¿àåÄÅàÇÀŠÞ×ÑèÌÁÜÃÖßÍíÍÀàÌÂî‹ÓÂÜÃ,ÍçÖéØàÌãÖßÈáâÌêÌÃàÌÁÜÃãÉŠ
ÖßÑàÀÅŠ×ÌÉ¡ÀàÌÈáâÌêÌÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚŠ ãÖß ÌßäÇÍàÇÉ¡ÆíÌ 
âÏ³à ãÖß âÑÈÓêãÌ×åÈ? 
ÄàÀÀàÌÅëÀÅàÁÜÃÑ×ÀâÝíàåÌẤÃÌ̧ ÅàÓàÈÇíÀåØ‹âØèÌæÈ‹×Šà ÌßäÇÍàÇ 
ÀàÌÎŠÞÌãÎÃ ÀàÌÅëÀÅà ãÖß ãÌ×ËàÃÁÜÃÀàÌÅéÈÅÜÌãÍÍåÚŠ åÌ 
ÅÎÎÖà× ãÓŠÌæÈòÓêÀàÌÎèÍÎîÃâÑ²ÜåØ‹ãËÈâÚàßÀèÍÀàÌÑèÈËßÌàâÅÈÊß 
ÀéÈÅèÃÂíÓãÖßâÑ²ÜâÝèÈåØ‹ÀàÌÅëÀÅàÓêÂîÌßÑàÍåÀ‹ÂÞÃÀèÍÅàÀíÌâÆ̈Ì:ÑàÇ
ÛèÃÀàÌØèÌÎñÞÌÌßäÇÍàÇâÅÈÊßÀéÈãÍÍåÚŠÄàÀâÅÈÊßÀéÈãÍÍÖ×ÓÅïÌ 
æÎÅïŠÀàÌâÎêÈÀ×‹àÃâÅÈÊßÀéÈÀàÌÉßØÖàÈ åÌÎê1986, ÖèÈÊßÍàÌÖà×æÈ‹ 
ÝèÍãÌ×ËàÃÌßäÇÍàÇÀàÌÅëÀÅàâÑ²ÜËîÀÂíÌäÈÇÀÜÃÎßÆîÓÅëÀÅàäÖÀË̄ 
ÄÜÓËÞÌÎßâËÈæËåÌÎê1990,ÄàÀÌ́ÌÀçÓêØÖàÇäÂÃÀàÌâÁ¿àÓàãÉŠÀàÌ 
ÅëÀÅàÁÜÃÑ×ÀâÝíàẤÃÌ̧ãÓŠÌâÖ̈ÃåÅŠäÂÃÀàÌÎèÍÎîÃÂîÌßÑàÍÀàÌÅëÀÅàåÌ
ẤÃËêI âÆªÃâÎèÌäÂÃÀàÌË̄åØÇŠ ãÖß âÎèÌÀàÌÎèÍÎîÃËèÃÖßÍíÍÅ‹àÃÂïÄàÀ 59 
ãØŠÃ(Ë̄ÊìÀÅ‹àÃÁ¹ÌÓàåÌÆîÓÎê1960)ÓàâÎèÌ11ãØŠÃÖ×ÓËèÃÓßØà×éËßÇàæÖ
Å‹àÃÂï×ÞÃÄèÌâÑ²ÜÅßÈ×ÀåÌÀàÌÂî‹ÓÂÜÃÍçÖéØàÌ.âÑ²ÜâÝèÈåØ‹×ÞÀÃàÌÀàÌ 
ÎßÉéÝïÍÖßÍíÍÅ‹àÃÂïÅáâÖèÈÏíÌÌ́Ì ÖèÈÊßÓíÌÉê–ÀßÆ×Ã–ÅëÀÅà–ËéÀàÌ– ÄªÃ–æÈ‹–
ÉíÀÖíÃÅ‹àÃÉ́ÃÅïÌÑèÈËßÌàÂïÁ¹ÌÉàÓÁ§ÉíÀÖíÃâÖÀËê621/ÀÅ92,âÑ²ÜÝèÍÏéÈ 
ÆÜÍåÌÀàÌÑèÈËßÌàÍèÌÈàäÝÃÝÞÌ Å‹àÃÂï (8+3 ãÖß 11+1) ãÖß 
×éËßÇàæÖÂï(11+3).ÅïÌÑèÈËßÌàÂïæÈ‹ÝŠ×ÓÀèÍÀíÓÅ‹àÃÂï,ÍèÌÈà×éËßÇàæÖ 
ÂïãÖß äÝÃ ÝÞÌÅ‹àÃÂïÉŠàÃƒ æÈ‹Å‹àÃØÖèÀÅïÈ, Î¹ÓÉáÅÜÌ, Î¹ÓÂïŠÓìÂï ãÖß 
ÜîÎßÀÜÌÀàÌ ÅÜÌÑ‹ÜÓËèÃ×àÃÝïÍãÍÍÀàÌÅéÈÅÜÌãÍÍåÚñ âÆªÃâÜ̧Ì×Šà 
”ÀàÌÅÜÌãÍÍÈà×Ø‹àãÄ” (ÀàÌÅÜÌÉ‹ÜÃÓêÀàÌÎßÉéÍèÈÀéÈÄßÀá, ÓêÀàÌ 
åÆ‹ÂáÊàÓ,Óê×èÈÊîÎßÄèÀÉà,ÓêÀàÌÄèÈÌèÀÝÞÌâÎèÌÀîŠÓãÖßÓêÀàÌÉéÈÑèÌÀèÍÆê
×éÈÎßÄá×èÌ).(ÀÅorMOE,1998a:8), ËèÃâÎêÈÜíÍÝíÓ×éËêéÀàÌÌáåÆ‹ØÖèÀÅïÈ, 
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Î¹ÓÉáÖà 
ãÖß×éËêÀàÌÅéÈÅÜÌãÍÍåÚŠåØ‹ÍèÌÈàÂïÉéÈÉàÓËèÃÚíÈË̄ÅÜÌäÝÃÝÞÌÅ‹àÃ
Âï ãÖß ×éËßÇàæÖÂï åÌË³×ÎßâËÈ. Ñ‹ÜÓÈÞ×ÀèÌÖßÍíÍÅàÓèÌãÉŠÎßÊíÓâÊéÃ 
ÓèÈËßÇíÓÉ¿ÌÀçÊìÀÎèÍÎîÃåØ‹ÅÜÈÂŠÜÃÀèÍÖßÍíÍÅ‹àÃÂïäÈÇãÓŠÌÅßÊàÍèÌÂ¿Ì
Â×‹à×éËßÇàÅàÈÀàÌÅëÀÅà (Å×Å)âÎèÌÏï‹ÝèÍÏéÈÆÜÍ, Å×Å. æÈ‹Ýñ×ÓÀèÍÀíÓ 
ÅàÓèÌ Å‹àÃØÖèÀÅïÈ, Î¹ÓÉáÖà, ÂïŠÓìÂïÑ‹ÜÓËèÃÜíÍÝíÓ×éËêéÀàÌÌáåÆ‹ØÖèÀÅïÈ, 
Î¹ÓÉáÖàÎ¹ÓãÍÍØÖìÉáÖàÝÞÌË̄ÓêÂ×àÓÄáâÎèÌÉ‹ÜÃæÈ‹ÅßÙÜÃåØ‹ÌèÀÝÞÌ 
âÑàßÀàÌÝÞÌãÍÍ åÚŠÌèÀÝÞÌÉ‹ÜÃÓêÎ¹Ó âÑ²ÜÂòíÌÂ×‹àÈ‹×ÇÉíÌâÜÃ ãÖß ×éËê 
ÀàÌÅéÈÅÜÌãÍÍåÚŠåØ‹ÍèÌÈàÂïÎßÊíÓãÖßÓèÈËßÇíÓÉíòÌËèÃÚíÈåÌË³×Îß 
âËÈÓàÝÜÈÉ¿ÌÆîÓÎê2000äÂÃÀàÌÎèÍÎîÃÂîÌßÑàÍÀàÌÅëÀÅàẤÃËêÅÜÃæÈ‹ 
ÌáâÜíàäÂÃÀàÌ×éæÄÑàÀÎßÉéÍèÈ æÎÌáåÆ‹âÁ¿àåÌÀàÌ×éæÄ ÀàÌÝÞÌÀàÌ 
ÅÜÌåÌØ‹ÜÃÝÞÌ äÈÇËìÌÅßÚèÍÅßÚïÌÁÜÃäÂÃÀàÌÆêÈà ãÖß ÆŠ×ÇâØÖìÜ 
âÈèÀÌçã×äÈÇâÖ̈ÃåÅŠÀàÌÎßÉéÍèÈÀàÌÅÜÌãÍÍâÜíàÌèÀÝÞÌâÎèÌåÄÀàÃäÂÃ
ÀàÌÌ̧ÅŠ×ÌØÖàÇãÓŠÌÜíÍÝíÓåØ‹ÂïåÌÅßÊàÍèÌÅ‹àÃÂïË³×ÎßâËÈ.ãÉŠØÖèÀÅïÈ
ÇèÃâÎèÌÁ§ÀáÌíÈåØ‹ÂïÎßÉéÍèÈãÖßÌáæÎåÆ‹åÌÀàÌÅéÈÅÜÌåØ‹ÂíÍËîÀÁ́ÌÉÜÌ
ãÖß âÌºÜåÌË̄æÈ‹ÀáÌíÈ äÈÇ×àÃãÏÌÉàÓÂïŠÓìÂï. ×éËêÀàÌÅéÈÅÜÌãÍÍåÚŠ 
(ÀàÌÅÜÌãÍÍ âÜíàÌèÀÝÞÌâÎèÌåÄÀàÃ)æÈ‹ÊìÀÌáÓàâÏêÇãÏŠâË²ÜËáÜéÈãÓŠÌ 
1993äÈÇäÂÃÀàÌÎèÍÎîÃÂîÌßÑàÍÀàÌÅëÀÅàẤÃËêI (First Education 
Quality ImprovementProjectI, EQUIP I) âÆªÃâÜ̧Ì×Šà”ÀàÌÅÜÌãÍÍ 
Èà×Ø‹àãÄ” ãÖßẤÃËêII äÂÃÀàÌÎèÍÎîÃÂîÌßÑàÍÀàÌÅëÀÅàẤÃËêII (EQUIP 
II)äÈÇãÓŠÌäÂÃÀàÌÀàÌ×éæÄåÌÑàÀÎßÉéÍèÈÌáÓàâÏêÇãÏŠâÑ²ÜåØ‹ÂïâÁ¿àåÄ
Â×àÓÚàÇÁÜÃÀàÌÅÜÌäÈÇâÜíàÏï‹ÝÞÌâÎèÌåÄÀàÃâÆªÃÄîÈÎßÅíÃÛèÀ“ãÓŠÌ 
ãÌåÅŠÂ×àÓÉ‹ÜÃÀàÌÁÜÃÏï‹ÝÞÌ” (ÀÅ, ÀíÓÅ‹àÂï, 2002:1). ÄîÈÎßÅíÃÁÜÃ 
ÀàÌÎèÍÎîÃÂîÌßÑàÍÁÜÃÅëÀÅàãÓŠÌãÌåÅŠÅ‹àÃåØ‹ÂíÌÖà×ÓêÌŸåÄÝèÀÆàÈ,Óê
Â×àÓÅàÓèÀÂêÀèÍÎßÆàÆíÌÍèÌÈàâÏ³àãÖßÀèÍÅàÀíÌ,Å‹àÃåØ‹ÂíÌÖà×ÓêÂ×àÓ
Ýï‹ËàÃÈ‹àÌâËèÀÌéÀ×éËßÇàÅàÈËáÓßÆàÈãÖßÅèÃÂíÓ,ÅàÓàÈâÑ̄ÃÉíÌâÜÃ, 
Àî‹ÓÉíÌâÜÃãÖßÀàÇâÎèÌÀáÖèÃãÝÃåØ‹ãÀŠÀàÌÅ‹àÃÅàÑèÈËßÌàÎßâËÈÆàÈ. 
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(ÀÅ, Ûì MOE, 2005:12). ÅŠ×ÌãÌ×ËàÃÌßäÇÍàÇÈ‹àÌÀàÌÁßØÇàÇ 
äÜÀàÈâÁ¿àÝÞÌÌ́Ì ÖèÈÊßÍàÌ æÈ‹âÜíàåÄåÅŠÁßØÇàÇäÜÀàÈ ÀàÌâÁ¿àÝÞÌ 
åØ‹Ë³×âÊéÃ ãÖßâË³àËÞÓÀèÌ äÈÇÍ¡ÄáãÌÀÆíÌǼÌÆíÌ âÏ³àãÖßâÑÈæ× 
ËèÃåÌâÓìÜÃ ãÖßÆíÌÌßÍíÈåØ‹æÈ‹ÝèÍÀàÌÅëÀÅàâË³à ËÞÓÀèÌ. (ÀÅ, Ûì MOE, 
2005:2)ÄàÀÌ́ÌÀàÌÅëÀÅàÇèÃÉ‹ÜÃâÜíàåÄåÅŠâÎèÌÑéâÅÈåÌâÁÈØŠàÃæÀÅÜÀ
ØÖêÀâÆªÃâÎèÌÍŠÜÌË̄ÎßÆàÆíÌÍèÌÈàâÏ³àÜàæÅÔïŠÀßãÄÀÀßÄàÇãÖßÅ‹àÃËîÀ
äÜÀàÈ åØ‹Ïï‹Ë̄È‹ÜÇäÜÀàÈæÈ‹ÝèÍÀàÌÅëÀÅà(ÀÅ, Ûì MOE, 2005:2) 
ãÖßÇèÃÓêÌßäÇÍàÇÑéâÅÈåØ‹ãÀŠÂïâÑÈÇéÃ,ÂïË̄Ýï‹ÑàÅàÆíÌâÏ³àãÖßÂïË̄ÅßÚèÀ
åÄæÎÅÜÌâÁÈØñàÃæÀÅÜÀØÖêÀäÈÇÊìÀÝèÍâÁ¿àâÎèÌÖèÈÊßÀÜÌãÖßÓêÌß 
äÇÍàÇÂŠà âÈêÌËàÃæÎÓàÔàÓÍ‹àÌ ãÖß ÓêË̄ÑèÀåØ‹Ñ‹ÜÓ (ÀÅ, Ûì MOE, 
2009a:26) ÖßÍíÍÀàÌÄèÈÉ́ÃÂî‹ÓÂÜÃÍçÖéØàÌãÓŠÌÓêÀàÌÄèÈÉ́Ã ãÖß âÂ²ÜÌ 
æØ×ÉàÓÑàÖßÍíÈÍàÈãÉŠÁ́ÌÅïÌÀàÃÖíÃÝÜÈäÝÃÝÞÌãÉŠÖßÍòàÌãÓŠÌÁ́Ì 
ÀßÆ×Ã âÎèÌÏïòÀáÌíÈÓàÈÊàÌÁÜÃÖßÍíÍäÝÃÝÞÌ ÌèÍÉ́ÃãÉŠÀàÌÜÜÀãÍÍ 
ÜàÂàÌÅàÊàÌË̄,ÜîÎßÀÜÌÝèÍåÆ‹ÀàÌÝÞÌÀàÌÅÜÌ,ÀàÌÆ̧ÌáÀàÌÄèÈÉ́Ã 
ÎßÉéÍèÈÀ×ÈÀà, ÎßâÓêÌÀàÌÎßÉéÍèÈãÏÌÀàÌ, ãÏÌÃàÌ, ÀàÌÅÜÍâÅèÃ 
âÖ²ÜÌǼÌ,ÄíÍǼÌ,ÀàÌÅÜÍâÅèÃâÁ¿àäÝÃÝÞÌãÖßÅßÊàÍèÌÀàÌÅëÀÅàÉŠàÃƒ.
äÝÃÝÞÌÁ́ÌÉŠàÃƒãÓŠÌÓêÙ‹àË̄ÎßÉéÍèÈÉàÓãÏÌË̄ËàÃÁ́ÌâËéÃÁÜÃÉíÌ×àÃ 
ÜÜÀ. (ÈáÖèÈãÉŠÃ É́ÃÀàÌâÂ²ÜÌ æØ×ÁÜÃÀßÆ×ÃÅëÀÅà 62/ÌÇ2008). 
ÄàÀÌßäÇÍàÇæÎÅïŠÑàÀÎßÉéÍèÈÄàÀÌßäÇÍàÇæÎÅïŠÑàÀÎßÉéÍèÈÄàÀÌßäÇÍàÇæÎÅïŠÑàÀÎßÉéÍèÈÄàÀÌßäÇÍàÇæÎÅïŠÑàÀÎßÉéÍèÈ    
âÑ²ÜÅëÀÅàÂ×àÓâÁ¿àåÌÉ¡ÀèÍÀàÌÝÞÌ-ÀàÌÅÜÌãÍÍåÚñÌ́ÌÑ×À âÝíàæÈ‹Åá 
ÑàÈãÖßÅèÃâÀÈØ‹ÜÃÅÜÌ;ÅáÑàÈÂï-ÜàÄàÌãÖßÌèÀÝÞÌ ÉàÓÅàÇ×éÆàÅß 
âÑàßË̄Ñ×ÀâÝíàÅÜÌÈ̈ÃÌ̧: ÂßÌßÅëÀÅàÅàÈ ÓßØà×éËßÇàæÖãØŠÃÆàÈ 
ãÖß ×éËßÇàæÖÂïÅàÓãØŠÃ âÆèñÌ: ØÖ×ÃÑßÍàÃ, ÅßØ×èÌÌßâÁÈ ãÖß 
ÎàÀâÆ âÆ̈Ì: ÂïÄéÈÉßÅàÈ 11 ÂíÌ ãÖßÌèÀÅëÀÅàÅàÇÅèÃÂíÓ 34 ÂíÌ. 
ÂïÅàÇËáÓßÆàÈ34 ÂíÌ ãÖßÌèÀÅëÀÅàÅàÇËáÓßÆàÈ40 ÂíÌäÈÇÀ×ÓâÜíà 
ËèÃÆíÌâÏ³àãÖßâÑÈ. Ñ×ÀâÝíàæÈ‹ÌáåÆòÀ‹ÜÃ 
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ÊŠàÇ×êÈêäÜ, À‹ÜÃÊŠàÇÝïÍ ãÖß âËèÍÍèÌËëÀÅÞÃ ÜîÎßÀÜÌËèÃÚíÈË̄ÌáåÆ‹ âÁ¿à 
åÌÀàÌâÀèÍÁ§ÓïÌÌ́Ì ãÓŠÌÓêÂ×àÓÅáÂèÌØÖàÇ âÑàßâÎèÌâÂ²ÜÃÆŠ×ÇÍèÌËëÀ 
ãÖß ÝèÀÅàÁ§ÓïÌ Í¡åØ‹âÅÇØàÇ.ÄàÀÌ́Ì ÄªÃÌáÁ§ÓïÌË̄æÈ‹ ÄàÀÀàÌÅáÑàÈ 
ÓàÄáãÌÀâÎèÌãÉŠÖßÁçò ÉàÓÂ×àÓÚàÇË̄æÈ‹ÄàÀÂï-ÜàÄàÌ ãÖß ÌèÀÝÞÌ 
ÌèÀÅëÀÅà, ÉàÓÂ×àÓâÁ¿àåÄÁÜÃÂï ãÖß ÌèÀÝÞÌÌèÀÅëÀÅà ÀŠÞ×ÀèÍÀàÌÝÞÌ 
ÀàÌÅÜÌãÍÍâÜíàÌèÀÝÞÌâÎèÌåÄÀàÃ Âì ÀàÌåØ‹ÌèÀÝÞÌ ÌèÀÅëÀÅà æÈ‹ÝÞÌ 
âÎèÌÀîŠÓ ãÖß ÝÞÌâÎèÌÖàÇÍîÀÂíÌÈ̈ÃÌ̧:  
ÖèÀÅßÌßÀàÌÝÞÌâÎèÌÀîŠÓ ãÓŠÌÂïÖèÀÅßÌßÀàÌÝÞÌâÎèÌÀîŠÓ ãÓŠÌÂïÖèÀÅßÌßÀàÌÝÞÌâÎèÌÀîŠÓ ãÓŠÌÂïÖèÀÅßÌßÀàÌÝÞÌâÎèÌÀîŠÓ ãÓŠÌÂï----ÜàÄàÌ æÈ‹ÄèÈÀîŠÓåØ‹ÌèÀÝÞÌÌèÀÜàÄàÌ æÈ‹ÄèÈÀîŠÓåØ‹ÌèÀÝÞÌÌèÀÜàÄàÌ æÈ‹ÄèÈÀîŠÓåØ‹ÌèÀÝÞÌÌèÀÜàÄàÌ æÈ‹ÄèÈÀîŠÓåØ‹ÌèÀÝÞÌÌèÀ    
ÅëÀÅàâÎèÌ 3 ãÍÍ ÂìÅëÀÅàâÎèÌ 3 ãÍÍ ÂìÅëÀÅàâÎèÌ 3 ãÍÍ ÂìÅëÀÅàâÎèÌ 3 ãÍÍ Âì     
- ãÍÍ A: ÂïåØ‹ÂáÊàÓâÑ²ÜåØ‹ÌèÀÝÞÌÌèÀÅëÀÅàãÉŠÖßÀîŠÓæÈ‹ÅíÌËßÌàÀèÌ 
åÌØ‹ÜÃÝÞÌäÈÇÀíÃåÌÁßÌßË̄ÂïÀáÖèÃÅÜÌ  
- B: ÂïÓÜÍ×ÞÀåØ‹ÌèÀÝÞÌÌèÀÅëÀÅàãÉŠÖßÀîŠÓÂ¿ÌÂ×‹àÌÜÀØ‹ÜÃÝÞÌ Ûì 
ÌÜÀäÓÃÝÞÌãÖ‹×âÝèÈÍíÈÖàÇÃàÌÅ³ÃÂï 
- ãÍÍ C: ÂïÓÜÍ×ÞÀåØ‹ÌèÀÝÞÌÌèÀÅëÀÅàãÉŠÖßÀîŠÓÂ¿ÌÂ×‹àÌÜÀØ‹ÜÃÝÞÌ 
ÛìÌÜÀäÓÃÝÞÌãÖ‹×ÓàÖàÇÃàÌåÌØ‹ÜÃÝÞÌâÑ²ÜåØ‹ÌèÀÝÞÌÌèÀÅëÀÅàËîÀÂíÌ 
æÈ‹ãÖÀÎŠÞÌÂáÂéÈÂáâØèÌÌáÀèÌ 
ÖèÀÅßÌßÀàÌÝÞÌâÎèÌÖàÇÍîÀÂíÌãÓŠÌÂïÜàÄàÌÄßãÌßÌáåØ‹ÌèÀÝÞÌÌèÀÅëÖèÀÅßÌßÀàÌÝÞÌâÎèÌÖàÇÍîÀÂíÌãÓŠÌÂïÜàÄàÌÄßãÌßÌáåØ‹ÌèÀÝÞÌÌèÀÅëÖèÀÅßÌßÀàÌÝÞÌâÎèÌÖàÇÍîÀÂíÌãÓŠÌÂïÜàÄàÌÄßãÌßÌáåØ‹ÌèÀÝÞÌÌèÀÅëÖèÀÅßÌßÀàÌÝÞÌâÎèÌÖàÇÍîÀÂíÌãÓŠÌÂïÜàÄàÌÄßãÌßÌáåØ‹ÌèÀÝÞÌÌèÀÅë
ÀÅàãÉŠÖßÂíÌÝÞÌâÎèÌ 3 ãÍÍ Âì ÀÅàãÉŠÖßÂíÌÝÞÌâÎèÌ 3 ãÍÍ Âì ÀÅàãÉŠÖßÂíÌÝÞÌâÎèÌ 3 ãÍÍ Âì ÀÅàãÉŠÖßÂíÌÝÞÌâÎèÌ 3 ãÍÍ Âì  
- ãÍÍ A: ÂïÊàÓÌèÀÝÞÌÌèÀÅëÀÅàãÉŠÖßÂíÌäÈÇÀíÃåÌÁßÌßË̄ÂïÀáÖèÃÅÜÌ. 
- ãÍÍ B: ÂïÓÜÍ×ÞÀåØ‹ÌèÀÝÞÌÌèÀÅëÀÅàãÉŠÖßÂíÌÂ¿ÌÂ×‹àÌÜÀØ‹ÜÃÝÞÌ 
ãÖ‹×âÝèÈÍíÈÖàÇÃàÌÅ³ÃÂï 
- ãÍÍ C: ÂïÓÜÍ×ÞÀåØ‹ÌèÀÝÞÌÌèÀÅëÀÅàãÉŠÖßÂíÌÂ¿ÌÂ×‹àÌÜÀØ‹ÜÃÝÞÌÛì 
ÌÜÀäÓÃÝÞÌãÖ‹×ÓàÖàÇÃàÌåÌØ‹ÜÃÝÞÌâÑ²ÜåØ‹ÌèÀÝÞÌÌèÀÅëÀÅàËîÀÂíÌ 
ãÖ‹×âÝèÈÍíÈÖàÇÃàÌÅ³ÃÂï        
ÅßÛïÍÏíÌÀàÌÂ¿ÌÂ×‹àÅßÛïÍÏíÌÀàÌÂ¿ÌÂ×‹àÅßÛïÍÏíÌÀàÌÂ¿ÌÂ×‹àÅßÛïÍÏíÌÀàÌÂ¿ÌÂ×‹à    
ÄàÀÀàÌÅëÀÅàË̄ÀŠà×ÓàÁ‹àÃâËêÃÌ́Ì ÅàÓàÈÅßÛïÍæÈ‹È̈ÃÌ̧:    
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1. 1. 1. 1. È‹àÌÌßäÇÍàÇ, ÀàÌÂî‹ÓÂÜÃÍçÖéØàÌÈ‹àÌÌßäÇÍàÇ, ÀàÌÂî‹ÓÂÜÃÍçÖéØàÌÈ‹àÌÌßäÇÍàÇ, ÀàÌÂî‹ÓÂÜÃÍçÖéØàÌÈ‹àÌÌßäÇÍàÇ, ÀàÌÂî‹ÓÂÜÃÍçÖéØàÌ    
È‹àÌÌßäÇÍàÇ, ÀàÌÂî‹ÓÂÜÃÍçÖéØàÌ ÓêØÖàÇÜèÌÀçÅÜÈÂŠÜÃÀèÍ 
×éËêÀàÌÅéÈÅÜÌãÍÍåÚŠ ãÖß ÓêØÖàÇÜèÌÀçÍ¡ÅÜÈÂŠÜÃ: ÜèÌË ̄
ÅÜÈÂŠÜÃÀèÍ×éËêÀàÌÅéÈÅÜÌãÍÍåÚŠãÓŠÌÖèÈÊßÍàÌÖà× 
- ÓêÖßÍíÍÀàÌÄèÈÉ́Ã, ÀàÌÂî‹ÓÂÜÃÍçÖéØàÌâÎèÌÖßÍíÍ É́ÃãÉŠÅïÌ 
ÀàÃÝÜÈË‹ÜÃÊªÌ (äÝÃÝÞÌ)  
- æÈ‹âØèÌÂ×àÓÅáÂèÌåÌÀàÌÅ³ÃâÅêÓ åØ‹Ïï‹ÝÞÌæÈ‹ÁßØÇàÇØí× 
ÂéÈÎßÈéÈÅ‹àÃÈ‹×ÇÉí×âÁíàâÜÃ. 
-æÈ‹ÌáâÜíàÝïÍãÍÍÀàÌÅéÈÅÜÌãÍÍåÚŠÓàÐëÀÜíÍÝíÓåØ‹Âï,ÜàÄàÌ 
ÔŠàÃË³×âÊêÃ. 
- Å³ÃâÅêÓåØ‹ÌèÀÝÞÌæÈ‹ÓêâÜÀßÅàÌ ØÖìÎºÓãÍÍÝÞÌ âÑ²ÜÝÞÌÈ‹×Ç 
ÉíÌâÜÃ. 
ÜèÌË¯Í¡ÅÜÈÂŠÜÃØÖì ÜîÎßÅèÀÁÜÃÀàÌÎßÉéÍèÈÀàÌÌáåÆ‹×éËêÀàÌ 
ÅéÈÅÜÌãÍÍåÚŠ 
- ÀàÌÅéÈÅÜÌãÍÍåÚŠ ãÓŠÌÜéÃÉàÓÂ×àÓÉ‹ÜÃÀàÌÁÜÃÏ‹ïÝÞÌ ãÉŠØÖèÀÅïÈ, 
ÉáÖà ãÖßÂŠïÓìÂïÇèÃâÎèÌÁ§ÀáÌíÈåØ‹ÂïÎßÉéÍèÈÉàÓÂíÍËîÀÁ́ÌÉÜÌ.  
- ÀàÌÅÜÍâÅèÃ, ÀàÌÎßâÓêÌÇèÃãÓŠÌÁ́ÌâËéÃâÎèÌÏï‹ÂÜÍÂîÓ. 
- ÇèÃÁàÈÂïåÌÍàÃâÁÈ ãÖßÂîÌßÑàÍÁÜÃÂïÇèÃÉœ (ÔïŠåÌãÏÌÑèÈËßÌàÀàÌ 

ÅëÀÅàâÑ²ÜËîÀÂíÌ 2003-2015 åØ‹âØèÌ×Šà Óê 25%ÂïË̄ÅÜÌÎßÊíÓÍ¡æÈ‹ÓàÈ 

ÊàÌ) 

- ÀàÌÁßØÇàÇÍíÈÍàÈÂ×àÓÅßâÚêÑàÍÇèÃÍ¡âË³àËÞÓ äÈÇÅßâÑàßâÁÈ 
ÆíÌÌßÍíÈ ãÖßâÑÈÇéÃ. 
- ÖßÍíÍÀàÌÄèÈÉ́Ã, ÀàÌÂî‹ÓÂÜÃÍçÖéØàÌ ÇèÃâÎèÌãÍÍÎßÉéÍèÈÉàÓÂáÅèñÃ  
ãÖßãÏÌÀàÌË̄ËàÃÁ́ÌâËéÃ×àÃÜÜÀåØò. 
2. 2. 2. 2. Â×àÓâÁ¿àåÄÁÜÃÂï ãÖß ÌèÀÝÞÌÉ¡ÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚŠÂ×àÓâÁ¿àåÄÁÜÃÂï ãÖß ÌèÀÝÞÌÉ¡ÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚŠÂ×àÓâÁ¿àåÄÁÜÃÂï ãÖß ÌèÀÝÞÌÉ¡ÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚŠÂ×àÓâÁ¿àåÄÁÜÃÂï ãÖß ÌèÀÝÞÌÉ¡ÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚŠ    
Âï-ÜàÄàÌãÖßÌèÀÝÞÌÌèÀÅëÀÅàâÁ¿àåÄÉ¡ÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚŠ ãÓŠÌ 
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ÀàÌÄèÈåØ‹ÌèÀÝÞÌÝÞÌâÎèÌÀîŠÓ ãÖßÝÞÌÈ‹×ÇÉíÌâÜÃ ÀàÌÄèÈåØ‹ÌèÀÝÞÌÝÞÌ 
ÌèÀÅëÀÅàâÎèÌÀîŠÓ ãÓŠÌâÑ²ÜåØ‹âÁíàâÄ¿àæÈ‹ãÖÀÎñÞÌÂ×àÓÂéÈâØèÌãÖßÝï‹ÄèÀ 
ÀàÌâÝèÈ×ÞÀÝñ×ÓÀèÌ (ÅáÑàÈâÍê1ÌèÀÝÞÌÅ‹àÃÂï) ãÖß åØ‹ÌèÀÝÞÌÝÞÌÈ‹×Ç 
ÉíÌâÜÃ ãÓŠÌâÌ́ÌÅ‹àÃåØ‹ÌèÀÝÞÌ ÀàÇâÎèÌÂíÌ Ë̄ÓêÂ×àÓÝèÍÏéÈÆÜÍÉ¡Ù‹àË¯ 
ãÖßÀ‹àÅßãÈÃÂ×àÓÂéÈâØèÌÁÜÃÉíÌÉ¡Ù‹àÓßØàÆíÌ âÝèÈåØ‹ ÌèÀÝÞÌÌèÀÅëÀ 
ÅàÓêÂ×àÓÅàÓàÈÀ‹àÅßãÈÃÜÜÀ, âÑ²ÜåØ‹âÁíàÅàÓàÈ âÑ̄ÃÉíÌâÜÃ, Àî‹ÓÉíÌ 
âÜÃãÖßâÑ²ÜåØ‹âÁíàæÈ‹ÀàÇâÎèÌÀáÖèÃãÝÃË̄ÅáÂèÌâÁ¿àåÌÀàÌÑèÈËßÌàâÅÈ
ÊßÀéÈÅèÃÂíÓåÌÜßÌàÂíÈ (ÅáÑàÈâÍê1 ÂïÓÆ) âÑ²ÜÍèÌÖîÉàÓÄîÈÎßÅíÃË̄ÀŠà× 
ÓàÌ́ÌÂïæÈ‹ÄèÈÀàÌÝÞÌåÌãÉŠÖßãÍÍ (ÝÞÌâÎèÌÀîŠÓ ãÖß ÝÞÌÈ‹×ÇÉíÌâÜÃ) 
âÎèÌ3ãÍÍÂì A, B, C È̈ÃË̄æÈ‹ÀŠà×ÓàÁ‹àÃâËêÃ.ÌÜÀÄàÀÌ́Ì ÂïæÈ‹ÌáåÆ‹×éËê 
ÀàÌÅéÈÅÜÌãÍÍåÚŠâÝèÈåØ‹âÑÈÇéÃãÖßÆíÌâÏ³àæÈ‹À‹àÅßãÈÃÂ×àÓÅàÓàÈ
ÁÜÃÉíÌØÖàÇÁ¹ÌâÆ̈Ì:ÀàÌÝÞÌâÎèÌÀîŠÓÄßâØèÌÏï‹ÇéÃÓêÂ×àÓÉ²ÌÉí×ãÖßÅß 
ãÈÃÂ×àÓÝèÍÏéÈÆÜÍÉ¡ÃàÌÀîŠÓÅïÃ.ÀàÌÄèÈåØ‹ÌèÀÝÞÌÝÞÌÈ‹×ÇÉíÌâÜÃãÓŠÌ
åØ‹ÌèÀÝÞÌãÉŠÖßÂíÌæÈ‹åÆ‹Â×àÓÅàÓàÈÁÜÃÉíÌ, À‹àÅßãÈÃÜÜÀ, À‹àÅß 
âÙêÂáÂéÈÂáâØèÌâÑ²ÜâÝèÈåØ‹ÀàÌÝÞÌÁÜÃÉíÌÅáâÖèÈ.ÂïÏï‹Ù±ÃæÈ‹ÀŠà××ŠàÊ‹à 
åØ‹äÜÀàÈÌèÀÝÞÌÌèÀÅëÀÅàæÈ‹ÌáâÜíàÍíÈÝÞÌÄàÀÎßÅíÍÀàÌÆê×éÈÉí×ÄéÃ 
ÁÜÃÑ×ÀâÁíàÓàÌáÅßâÙêÅïŠÀèÌÒèÃÌèÀÝÞÌÓêÂ×àÓÉ²ÌÉí×åÌÀàÌÌáÅßâÙêÓê 
ØÖàÇƒÜèÌË̄Ïï‹âÎèÌÂïÍ¡Ýï‹ ãÖßæÈ‹ÝÞÌÄàÀÑ×ÀâÁíà (ÅáÑàÈâÍê2ÂïÓÆ) ÅÜÈ 
ÂŠÜÃÀèÍËéÈÅßÈêÂÜÌãÌÖ (Connell, 2010) Ë̄×ŠàÜíÃÂ×àÓÝï‹Ë̄âÌ́ÌÀàÌÅ‹àÃ 
ÜíÃÂ×àÓÝï‹Ë̄ãË‹ÄéÃ ÂìÅ‹àÃÁ¹ÌÍíÌÑºÌÊàÌÁ§ÓïÌÄàÀÎßÅíÍÀàÌÅßâÑàßãØŠÃ 
ØÖìË‹ÜÃÊªÌÉí×ÄéÃ;Í¡ãÓŠÌÀàÌæÈ‹ÓàäÈÇÀàÌãÎÜÜÀÓàÄàÀÆà×Éàâ×ÌÉíÀ
ØÖìÆà×ÔïäÕÍ(Connell, 2010).âÊêÃãÓŠÌ×ŠàÂï ãÖß ÌèÀÝÞÌÄßâØèÌÂ×àÓ 
ÅáÂèÌÁÜÃÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚñ È̈ÃË̄æÈ‹ÀŠà×ÓàÁ‹àÃâËêÃ ãÉŠÅñéÃË̄ÛéÀ 
Ö‹ÞÃÍ¡æÈ‹ÀçÂìÜîÎßÅèÀÛìÅªÃÍ¡ÜáÌ×ÇÂ×àÓÅßÈ×ÀåÌÀàÌÈá âÌêÌÀàÌÝÞÌ-
ÀàÌÅÜÌãÍÍåÚñâÆ̈ÌÄáÌ×ÌÌèÀÝÞÌÉ¡Ø‹ÜÃÝÞÌÛàÇâÀêÌæÎ,ÌèÀÝÞÌÆíÌâÏ³à
ãÖßâÑÈÇéÃÍàÃÄáÌ×ÌÇèÃÉéÈÑèÌÀèÍÝêÈÂÜÃÎßâÑÌêÈ́ÃâÈêÓâÆèÌÍ¡À‹àÅßãÈÃ
ÜÜÀÄàÀÌ́ÌÌèÀÝÞÌÆíÌâÏ³àÇèÃÓêÍèÌØàÈ‹àÌÑàÅàÂïãÖßÌèÀÝÞÌÊìÀÀáÌíÈ 
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åØ‹ÅÜÌãÖßÝÞÌÉàÓÛèÀÅïÈ ãÖß ÎºÓÉáÖàË̄ÅïÌÀàÃ×àÃÜÜÀ. 
3. 3. 3. 3. ÌßäÇÍàÇÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚŠÉ¡ÀèÍâÑÈ ãÖß ÆíÌâÏ³àÌßäÇÍàÇÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚŠÉ¡ÀèÍâÑÈ ãÖß ÆíÌâÏ³àÌßäÇÍàÇÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚŠÉ¡ÀèÍâÑÈ ãÖß ÆíÌâÏ³àÌßäÇÍàÇÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚŠÉ¡ÀèÍâÑÈ ãÖß ÆíÌâÏ³à    
ÝïÍãÍÍÀàÌÝÞÌÀàÌÅÜÌãÍÍåÚñÇèÃâÎèÌÀàÌâÎêÈäÜÀàÈåØ‹ÌèÀÝÞÌÌèÀ 
ÅëÀÅàâÑÈÇéÃ ãÖß ÆíÌâÏ³àæÈ‹ÅßãÈÃÂ×àÓÅàÓàÈÁÜÃÉíÌâÁ¿àåÌÀàÌÝœ 
ÝÞÌ Éí×ÔŠàÃ: ÄàÀÀàÌÅèÃâÀÈØ‹ÜÃÝÞÌ, ÀàÌÖàÇÃàÌÀîŠÓäÈÇ–ÓêÌèÀÅëÀÅà– 5 
ÂíÌÅßÚèÀâÎèÌ–Éí×ãËÌãÉŠÖßÀîŠÓÁ¹ÌÖàÇÃàÌåÌÌ́Ì ÓêÏï‹ÇéÃ 4 ÂíÌ ãÖß Ïï‹ 
ÆàÇÑÞÃÂíÌÈÞ× (×êÈêäÜâÍê4B10/05/2006). ÜêÀÀîŠÓÙ±ÃÓêÄáÌ×ÌÑíÌËèÃÚíÈ 
21ÂíÌ, ÇéÃ7ÂíÌ, âØèÌ×ŠàÌèÀÅëÀÅàÇéÃâÏ³àÓ¿Ã (Öà×ÅïÃ) ÅàÓàÈÅßãÈÃÂ×àÓ 
ÂéÈâØèÌãÖß×àÃãÏÌÈáâÌêÌÃàÌÀîŠÓÄíÌâÝèÈåØ‹ÅßÓàÆéÀåÌÀîŠÓËèÃÚíÈâØèÌÈê 
ÇÜÓÝèÍ ãÖßÌáæÎÅïŠÑàÀÎßÉéÍèÈ (×éÈêäÜ âÍê1A 24/05/2006) ãÖßÀîŠÓÙ±Ã 
ÜêÀÓêÄáÌ×ÌÑíÌËèÃÚíÈ 142 ÂíÌ, åÌÌ́ÌÓêÌèÀÅëÀÅàË̄âÎèÌâÏ³àÖßã× 2 ÂíÌ 
(Öà×âËéÃ) âÊéÃ×ŠàÓêÄáÌ×ÌÑíÌåÌÀîŠÓÙ‹ÜÇË̄ÅîÈãÉŠâÁíàÀçÅàÓàÈÌáâÜíàÍíÈ 
ÝÞÌÄàÀÎßÅíÍÀàÌÆê×éÈÁÜÃÑ×ÀâÁíàÓàÌáÅßâÙêãÖßÅ‹àÃÂ×àÓÅíÌåÄåØ‹
ÀîŠÓÜ²Ìƒ ØÖàÇ–Ë̄–ÅîÈ äÈÇÅßâÑàßÈ‹àÌ×èÈËßÌßËá, Â×àÓâÆ²ÜÊì Ë̄Í¡ÂìÀèÍ 
âÏ³àÜ²Ìƒ (×êÈêäÜâÍê4 B10/05/ 2006).ÌèÀÅëÀÅàÇèÃæÈ‹ÓêäÜÀàÈÅíÌËßÌà, 
ãÖÀÎŠÞÌÂ×àÓÝï‹ãÖß ÎßÅíÍÀàÌâÆªÃÀèÌ ãÖßÀèÌ.ÄàÀÍèÌØàË̄Ñ¿ÌâÈ̈ÌÁÜÃ 
ÌèÀÅëÀÅàâÑÈÇéÃ ãÖßÆíÌâÏ³à åÌÀàÌÈáâÌêÌÀàÌÝÞÌ-ÀàÌÅÜÌ ãÍÍåÚñ 
Ë̄ÓêÀàÌÄèÈÀîŠÓåØŠÌèÀÝÞÌÌèÀÅëÀÅàæÈòÅßãÈÃÂ×àÓÂéÈâØèÌÁÜÃÉíÌãÉŠÀçÇèÃ
ÓêÍèÌØàåÌÀàÌÝÞÌåÌØ‹ÜÃåØÇ(ÝÞÌÖ×ÓÀèÌØÖàÇØ‹ÜÃ)âÑÈÇéÃÍ¡ÓèÀÜÜÀ
ÂáâØèÌØÖì ÅßãÈÃÂ×àÓÅàÓàÈÁÜÃÉíÌÉ¡ÆîÓÆíÌÀîŠÓåØÇŠ, ËèÃÌ̧ÀçâÌ²ÜÃÄàÀ 
×ŠàÑºÌÊàÌÀàÌÅëÀÅà Ïï‹ÇéÃÔïŠåÌÂÜÍÂí×æÈ‹ÊìÀÎïÀÐèÃåØ‹âÎèÌÂíÌÅîÑàÍÝÞÍ 
ÝÜ‹Ç,ÅßØÃñÞÓÂŠÞÓÂíÓ,Ì̧ÓÌ×ÌÜŠÜÌØ×àÌÓàãÉŠÇèÃÌ‹ÜÇÄªÃâÝèÈåØ‹âÁíàâÄ¿à
ÓêÌéÈ æÅÈ̈ÃÀŠà×ÉéÈÉí×ÓàÌá åÌâÓ²ÜÎßâÆêÌÙ‹àÀèÍÂíÌÄáÌ×ÌØÖàÇ (Í¡ËèÌ 
ÖºÃâÂêÇ)ÄªÃâÝèÈåØ‹âÁíàâÄ¿àÇèÃÍ¡À‹àÅßãÈÃÉíÌ.ÅŠ×ÌÆíÌâÏ³àãÓŠÌÇèÃÓê ÍèÌØà 
È‹àÌÑàÅàÀàÌâ×¿àâÎèÌÑàÖà×Í¡ãÄ‹Ã ÓêÅŠ×ÌË̄âÝèÈåØ‹âÁíàâÄ¿àÍ¡À‹àÅßãÈÃ 
Â×àÓÂéÈâØèÌÉ¡Ù‹àÂíÌË̄ÓêÄáÌ×ÌØÖàÇ. 
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Â×àÓÂéÈâØèÌ ãÖß Á§ÅßâÙêÂ×àÓÂéÈâØèÌ ãÖß Á§ÅßâÙêÂ×àÓÂéÈâØèÌ ãÖß Á§ÅßâÙêÂ×àÓÂéÈâØèÌ ãÖß Á§ÅßâÙê    
ÄàÀØÖàÇƒÍèÌØàË̄ÇíÀåØ‹âØèÌÅªÃË̄Ñ¿ÌâÈ̈ÌåÌÀàÌÅÜÌãÍÍåÚŠãÉŠÀçÇèÃÓê
ØÖàÇÍèÌØàË̄Í¡ÅÜÈÂŠÜÃÂìÂï-ÜàÄàÌâÁ¿àåÄÂ×àÓÚàÇÁÜÃ ÀàÌÅÜÌãÍÍ 
åÚŠãÖßÑßÇàÇàÓÎßÉéÍèÈãÉŠâØèÌ×ŠàÓêÂ×àÓÀ‹à×ÙòàåÌÈ‹àÌÝïÍÀàÌÎßÉé
ÍèÈ,ÅŠ×ÌÈ‹àÌâÌºÜåÌÂ×àÓÝï‹ËèÃÚíÈãÓŠÌâÜíàÓàÄàÀÎºÓÉáÖà, ÑÞÃãÉŠÎŠÞÌ 
ÄàÀÂïÜŠàÌâÌºÜåÌÍíÈÝÞÌåØ‹ÌèÀÝÞÌÄíÈÀŠàÇÓàâÎèÌÝïÍãÍÍåØ‹ÌèÀÝÞÌ ÌèÀ 
ÅëÀÅàÝÞÌâÎèÌÀîŠÓãÖßÝÞÌÈ‹×ÇÉíÌâÜÃÌèÀÝÞÌÓêÎºÓãÍÍÝÞÌ ãÖßÅàÓàÈ 
ÄíÈÍíÈÝÞÌØÖìØàÂáÉÜÍÈ‹×ÇÉíÌâÜÃÄàÀÎºÓÉáÖà.Â×àÓâÁ¿àåÄ×ŠàÂ×àÓÝï‹
Ë̄ÅáÂèÌËèÃÚíÈÔïŠåÌÎºÓÍ¡ÓêÑÞÃãÉŠÂïÅÜÌâË³àÌ́Ì ÉßØÖÜÈÝÜÈÏï‹ÍçÖéØàÌ 
ÀàÌÅëÀÅàÀçâÁ¿àåÄ×ŠàÂ×àÓÝï‹ËèÃÚíÈ ãÓŠÌÔïŠÌáÎºÓâÑàßÅßÌ́Ì, ÀàÌÆ̧Ìá 
ÀàÌÎßÉéÍèÈÙòàË̄ÀàÌÅéÈÅÜÌÁÜÃÂïÄ±ÃâÌ́ÌåØ‹ÂïâÝèÈÅáâÖèÈÙòàË̄ÂìÅÜÌÂíÍ
ËîÀÍíÈË̄ÀáÌíÈåÌØÖèÀÅïÈãÖßÎ¹ÓÉáÖà. È̈ÃÌ́Ì, ÀàÌÅÜÌÁÜÃÂïÄ±ÃÊìâÜíà 
ÉáÖàâÎèÌÅáÂèÌ.ËèÃƒË̄×éËêÀàÌÅÜÌãÍÍâÜíÌÌèÀÝÞÌâÎèÌåÄÀàÃ ãÓŠÌâÝèÈ 
åØ‹ÀàÌÝÞÌÁÜÃÌèÀÝÞÌÉéÈÑèÌÀèÍÆê×éÈÉí×ÄéÃ, ÌáâÜíàÂ×àÓÝï‹ ãÖß ÎßÅíÍ 
ÀàÌÁÜÃÌèÀÝÞÌÓàÌáåÆ‹âÁ¿àåÌÀàÌÝÞÌÀàÌÅÜÌ ÀàÌ×àÃãÏÌÀàÌÅéÈ 
ÅÜÌÁÜÃÂïÉ‹ÜÃÜêÃÉàÓÂ×àÓÉ‹ÜÃÀàÌÁÜÃÌèÀÝÞÌ ãÉŠâ×ÖàÎßÉéÍèÈÂïÑèÈ 
ÊìÀÀáÌíÈåØ‹ÅÜÌÉàÓ ØÖèÀÅïÈ, ÉàÓÉáÖà, ÀàÌÅÜÍâÅèÃ, ÀàÌÎßâÓêÌ 
ÇèÃãÓŠÌÁ́ÌâËéÃâÎèÌÏï‹Â×ÍÂîÓ,ÅŠ×ÌÌèÀÝÞÌãÓŠÌÎßÉéÍèÈÉàÓÂáãÌßÌáÁÜÃ
ÂïËèÃÚíÈ.ãÌ×ËàÃË̄Â×ÌâÎèÌæÎæÈ‹ ÁÜÃÀàÌÅÜÌãÍÍâÜíàÌèÀÝÞÌâÎèÌåÄ 
ÀàÃ Ì́ÌÏï‹ÍçÖêØàÌÂ×ÌÓÜÍåØ‹ÂïãÉŠÖßË‹ÜÃÊªÌæÈ‹ÅßâÙêÍíÈÝÞÌË̄ÄáâÎèÌ 
ÅáÖèÍËÜÃÊ̄ÌÁÜÃâÁíàâÄ¿à ãÖß Â×ÌÀáÌíÈÅßâÑàßÍàÃ×éÆàË̄ÄáâÎèÌÉ‹ÜÃ 
ÝÞÌâÜÀÑàÍÀèÌâÆ̈Ì: ÎßâÑÈ×éÆàË̄ÓêÅïÈÂéÈæÖŠÓêÀíÈâÀÌ, ÓêØÖèÀÀàÌÅß 
âÑàßâÄàßÄíÃ.ÅŠ×Ì×éÆàÜ²ÌƒË̄ÉéÈÑèÌÀèÍÀàÌÎŠÞÌãÎÃåÌÆê×éÈÎßÄá×èÌÀçÍ¡
Â×ÌÔìÈâÜíàÉáÖàÈÞ×Ë̄Å‹àÃÓàÉ́ÃãÉŠËíÈÅß×èÈÀŠÜÌ.Éí×ÔŠàÃ: ÂïåØ‹ÅáÑàÈ 
×ŠàâÜÀßÅàÌË̄Ñ×ÀâÁíàÌáåÆ‹âÁ¿àåÌÀàÌ ÅÜÌËèÃÚíÈ ãÓŠÌÊìÀÅ‹àÃÓàãÉŠÎê 
1993 ãÖß Ñ×ÀâÁíàÀçÈáâÌêÌÀàÌÅÜÌËîÀÁ́ÌÉÜÌ Ë̄ÀáÌíÈåÌÎºÓÌ́Ì (Åá 
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ÑàÈÂïâÍê 3 Å‹àÃÂï). ÜêÀÎßÀàÌÙ±Ã ÀàÌË̄ÄßÌáâÜíàÍíÈÝÞÌÄàÀË‹ÜÃÊ̄Ì 
ØÖìÄàÀÎßÅíÍÀàÌÁÜÃÌèÀÝÞÌÌèÀÅëÀÅàÓàÎßÅíÓÎßÅàÌÀèÌãÖßÅ‹àÃâÎèÌ
ÍíÈÝÞÌË̄ ãËÈâÚàßÀèÍÂ×àÓÉ‹ÜÃÀàÌÁÜÃÏï‹ÝÞÌÌ́Ì,Âï, ÜàÄàÌ ãÖßÏï‹ÍçÖé 
ØàÌÉ‹ÜÃÓêÂ×àÓÝï‹ËàÃÈòàÌ×éÆàÆêÍ ãÖß×éÆàÀàÌË̄âÁ́ÓãÁÃÅàÓàÈ×éâÂàß 
âØÈÀàÌ ãÖß ÅßÊàÌßÀàÌâÑ²ÜâÝèÈåØ‹ÀàÌÝÞÌ-ÀàÌÅÜÌÉÜÍÅßÙÜÃ 
ÉàÓÂ×àÓÝÞÀÝ‹ÜÃÉ‹ÜÃÀàÌåÌÀàÌÑèÈËßÌàâÅÈÊßÀéÈÅèÃÂíÓÁÜÃÎßâËÈ
ÆàÈÔŠàÃãË‹ÄéÃ.  
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