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Abstract 

This thesis looks at the introduction of educational action research as part of the 
national education reforms in Lao PDR. National policies on education emphasise 
concepts such as ‘education for all’ and ‘student-centred education’ taken from the 
globalised education reform agenda. Action research became a tool to implement 
the new pedagogy of student-centred education that was labelled ‘the five-pointed 
star’. 

The thesis contributes to the field of global policy studies. It combines global and 
contextual aspects in order to analyse how action research travelled from policy to 
practice. This process was part of a Lao national education reform that developed 
after the introduction of the new economic mechanism, when the previous socialist 
planned-economy system was replaced by a globalised market-oriented system.  

Data were collected from national policy documents, international donor 
documents, instructional material, and interviews with Lao educators involved with 
action research in different ways. Furthermore, we carried out action research as 
part of our own teaching duties in Lao PDR, which were subsequently documented 
and analysed. 

In this study of educational reform in Lao PDR we have found that an educational 
approach like action research that is introduced as part of a taken-for-granted 
global agenda of change, is reduced to a technical rationality and practices that 
resemble previous experiences. Our findings are explained from the theoretical 
perspectives of hidden policy ensembles and policy backlashes. Hidden policy 
ensembles reduce action research to a technical rationality due to their alien 
cultural and social connections that are not brought into the open at the reform 
arena. Policy backlashes become a way for practitioners to create meaning based on 
previous contextual practices, conceptions, and discourses as a consequence of the 
technical rationality created by the hidden policy ensembles and the use of the 
cascade model. 

The thesis concludes with an outline of a possible future educational development 
in the form of a critical and educative action research network in Lao PDR that is 
inspired by cross-cultural dialogue, a critical pedagogy of place, and our own action 
research experiences. 

 

Keywords: action research, teacher education, globalisation, technical rationality, 
hidden policy ensembles, policy backlashes, context, Lao PDR 
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PROLOGUE 

We, the authors of this thesis, are born in the Lao People’s 
Democratic Republic (Lao PDR), but under different conditions. 
One of us grew up in a family where the father initially worked for 
the previous Royal Lao Government (RGL) in one of the larger 
communities in the northern part of the country, while the other 
grew up in a farmer’s family in the south, where the father was close 
to the early Lao nationalist movement called Lao Issara or Free Lao.  

We both went through primary education during the periods of the 
Royal Lao Government (RGL) and the American war. The languages 
of instruction were both Lao and French, and teachers were trained 
mainly by French colonisers. The colonial education system that we 
experienced was autocratic in the sense that everything was dictated 
by the teacher and there was little room for students’ voices and 
initiatives.  

After the proclamation of Lao PDR in December 1975 we both 
experienced the new sides of socialist education and mobilisation for 
the first time, one of us as a secondary student and the other as a 
political mobiliser of local communities. The new characteristics of 
secondary education included the abolition of corporal and mental 
punishment of students, the introduction of collective work, and the 
inclusion of manual work as part of the school curriculum. The social 
and political mobilisation of communities also included the 
mobilisation of teachers as important role models for the new 
socialist society.  

After a few years both of us were selected for further studies, one in 
Vietnam and the other in Soviet Union, where we stayed for nine 
and seven years respectively. This period gave us further experiences 
from established socialist education systems that through time had 
changed character and become both rigid and authority-bound and 
with less concern for the students’ well-being, even though still 
applying collective aspects of education. 



At our return to Lao PDR one of us became involved in the training 
of educational managers organised by the Ministry of Education 
(MOE) and the other became a teacher educator at the only higher 
education institution in the country, the Pedagogical Institute, the 
forerunner to the present National University of Laos (NUOL). At 
that time the initial traits of collective socialist education had started 
to fade away and were replaced by a kind of academic and assessment 
pseudo-practices coupled with parallel influences from organisational 
structures and control mechanism, but still under rather difficult 
constraints with constant lack of educational material and textbooks.  

Later on when the effects of the New Economic Mechanism (NEM) 
- the Lao version of marketisation introduced in 1986-started to have 
an impact also in the field of education we both worked at NUOL as 
lecturers. The main experience from this period was the many and 
diverse donor projects that seemed to operate in all areas of 
education, applying different project approaches, and introducing 
alien methodologies from ‘all over the world’ at the same time as the 
old control system prevailed.  

At that time we had experienced different types of formal education 
systems, at different places, and with different emphases. As 
educators we started to reflect over our own pedagogical experiences. 
We found that much of the educational practices we had met were 
composed by dictates from somewhere else being it from the colonial, 
the socialist, or the capitalist quarters of influences, and we started to 
wonder whether action research was going to keep its promise to 
create something from within, or if it was just another donor-driven 
event in the history of education that would ‘Phai mai phuang’ (burn 
like a rice stem) and then disappear? 



 

 

CONTENT 

I. A NEW ERA OF EDUCATION AND ITS CONTEXT ............... 17 

Lao People’s Democratic Republic ............................................... 19 

Education in Lao PDR – an overview ........................................... 21 

Aim and research questions ........................................................... 25 

The historical education context ................................................... 26 

The traditional period ........................................................................ 27 

Informal education ............................................................................ 27 

Royal education ................................................................................ 28 

Buddhist education ............................................................................ 29 

The colonial period ............................................................................ 30 

The war period ................................................................................. 32 

The socialist period ............................................................................ 35 

The neoliberal period ......................................................................... 38 

Reflection on the starting point .................................................... 43 

II. BUILDING A THEORETICAL FOUNDATION -  
LEGACIES AND REGIMES OF INFLUENCE ................................ 45 

The legacies of globalisations and donors ..................................... 45 

The global EFA doctrine ..................................................................... 50 

Student-centred education - global variations of western modernity? ........... 53 

International legacies of action research ........................................ 58 

Technical approaches in teacher education and action research ................... 61 

Practical approaches in teacher education and action research .................... 62 

Critical approaches in teacher education and action research ..................... 62 



Legacies and regimes of influences - a beginning of a  
theoretical foundation ................................................................... 64 

Hidden policy ensembles ..................................................................... 65 

Policy backlashes ................................................................................ 66 

Perspectives emanating from a cross-cultural dialogue ............................... 68 

Mindfulness, connectedness, and impermanence ............................................. 68 

Meaningful learning and production ......................................................... 69 

The complex method .......................................................................... 71 

Critical pedagogy of place .................................................................... 72 

An outline of a theoretical foundation ................................................... 74 

Reflection on our theoretical foundation ...................................... 75 

III. METHODOLOGICAL CONCERNS OF INQUIRY ............... 77 

About our research design ............................................................. 78 

Data collections ............................................................................. 80 

Document analysis ............................................................................. 82 

Interviews and narrative analysis .......................................................... 82 

Observations ..................................................................................... 82 

On the production of trustworthy texts ........................................ 83 

Reflections on methods ................................................................. 85 

IV. REFORM AS A TRAVERSE FROM POLICY TO  
PRACTICE .................................................................................... 87 

In search of a policy framework .................................................... 87 

National policy documents with reference to action research ....................... 87 

Donor project reports within the area of action research ............................ 91 

Between policy and practice .......................................................... 93 

Instructional documents for action research ............................................. 93 

Representation of action research through reporting .................................. 97 



 

 

Constructors’ and re-constructors’ narratives ............................. 100 

Constructors’ narrative ..................................................................... 100 

Re-constructors’ institutional narratives ............................................... 104 

Re-constructors at the Central Institution .................................................. 105 

Re-constructors at the Northern College ................................................... 108 

Re-constructors at the Eastern College ...................................................... 111 

Re-constructors at the Southern College .................................................... 113 

Further institutional development related to action research ...... 115 

Action research towards participation and empowerment .......... 116 

Policy considerations ........................................................................ 117 

Broad contextual situation ................................................................ 120 

Series of action research inquiries ........................................................ 123 

First series of action research ................................................................ 123 

Second series of action research ............................................................. 128 

Third series of action research............................................................... 131 

Fourth series of action research ............................................................. 134 

Reflection on the traverse from policy to practice ....................... 136 

V. MATTERS OF REDUCTION AND  
RECONSTRUCTION – IS THERE A LAO WAY? ....................... 139 

Hidden policy ensembles ............................................................ 141 

Policy backlashes ......................................................................... 143 

On a reflective note ..................................................................... 145 

Is a future vision of an action research approach possible in  
Lao PDR? .................................................................................... 146 

Challenging curriculum and classroom power ....................................... 147 

Space and visibility .......................................................................... 149 

Information and truth ....................................................................... 150 

Lessons learnt from our own action research .......................................... 151 

Lessons learnt from cross-cultural dialogue and critical pedagogy of place .... 152 



An outline of a Critical and Educative Action Research  
Network in Lao PDR .................................................................. 152 

Reversing the flow ............................................................................ 153 

The network ................................................................................... 154 

The critical and educative action research process at district and  
provincial levels ............................................................................... 154 

A reflection before the future starts ............................................. 155 

Epilogue ...................................................................................... 156 

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

REFERENCES ............................................................................. 171 

APPENDICES ............................................................................. 183 

 



I. A NEW ERA OF EDUCATION AND ITS CONTEXT  

17 

I. A NEW ERA OF EDUCATION AND ITS 

CONTEXT 

We both worked as lecturers at the Faculty of Education (FOE), 
NUOL, when the concept ‘action research’ started to appear at the 
end of 1990s. At first we thought that action research was just 
another version of ordinary research including testing of hypothesis 
and something that academics carried out by the collection of survey 
data and statistics. We soon understood that action research was 
something else, when we heard that it was introduced at the colleges 
of education as a way to develop the new methodology of student-
centred education1. Student-centred education became known as the 
‘five pointed star’, presented in an early reform document as activity-
based learning, improving teacher questioning, using illustrations 
effectively, application to daily life, and group learning and group 
discussion (Teacher Development Centre, 1994).  

Towards the end of 1990s one of us was asked by our Dean to carry 
out action research together with colleagues and teachers at the 
demonstration school attached to the university. The Dean had 
attended a seminar on action research and found it helpful for the 
introduction of the new methodology. However, none of us had any 
training in action research at that time and our colleagues did not 
want to participate. So this effort ended with some activities together 
with two lower secondary teachers in an attempt to introduce aspects 
of the new methodology. Today, we would not call these activities 
action research as they only included the introduction of some 
alternative methods of teaching, including the involvement of the 
students in the teaching and learning process without any further 
considerations. 

                                                      
1 Student-centred and learner-centred education is used interchangeably in this 
thesis. 
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Towards the end of 2003 we were selected for a PhD programme 
that was part of the cooperation between our government in Lao 
People’s Democratic Republic (Lao PDR) and the Government of 
Sweden through the Swedish International Development 
Cooperation Agency (Sida). We were selected together with two of 
our colleagues and before the PhD programme started we worked in 
Lao PDR with our PhD tutors from Sweden during 2004. This was 
organised as a series of seminars for the preparation of our studies in 
Sweden and as curriculum development at our workplace. During 
the seminars we also discussed international articles that we had 
studied. We prepared and carried out contextual studies at our own 
workplace as a preparation for future activities. At this time action 
research had become an acknowledged way to implement the new 
methodology of student-centred education by donors like Sida 
(Nagel, Fox & Vixaysack, 2000). We started to develop an interest in 
action research, and decided to focus on it in our PhD studies, while 
two other colleagues involved in the Sida-project choose to focus on 
the introduction of student-centred education in Lao education 
(Chounlamany & Khounphilaphanh, 2011). 

Our doctoral studies started in 2005 and became a new experience 
for us, in spite of the preparations in Lao PDR. We were not used to 
the type of academic dialogue and reasoning, or including different 
perspectives within educational research. Our previous experiences 
were influenced by a research perspective with a strong positivistic 
bias from natural sciences, a perspective that was far from what we 
met at the Department of Education in Umeå. However, many of 
the courses that we attended were well suited for our situation as well 
as our research interest. The courses could all be related to our 
research area, addressing issues such as education policies, 
globalisations, and donors; gender and education; and action research 
and third world education. Our studies helped us to broaden our 
research perspective and we started to understanding that what 
happened within education policy and reform in Lao PDR was only a 
small part of a larger picture. 

We attended three annual international conferences on action 
research organised through the Collaborative Action Research 
Network (CARN) in 2006-2008. These conferences helped us to 
broaden our view on action research and we also met many of the 
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authors on action research that we have referred to in our thesis like 
Stephen Kemmis, Julio Diniz-Pereira, and Ken Zeichner to name a 
few.  

After this introduction we will give a brief presentation of our home 
country, Lao PDR. 

Lao People’s Democratic Republic 

Lao PDR is a landlocked (nowadays also called land-linked) and 
multi-ethnic country in Southeast Asia. The Mekong River forms 
much of its western border with Thailand while the mountainous 
eastern part of the country borders Vietnam. Lao PDR also shares 
borders with Myanmar and China in the north and with Cambodia 
in the south.  

The population of Lao PDR is estimated at 6.3 million in 2009 
according to the World Bank databank2. Most of the population live 
in rural areas and 40% are children under the age of fifteen. School 
attendance amongst boys is 75% while it is 66% amongst girls. Most 
people confess to Buddhism or Animism; more than every fourth 
grownup person is illiterate, and almost equally many have never 
been to school (Department of Statistics, 2007).  

The differences between urban and rural areas in Lao PDR are 
reflected in many ways. Lao PDR is dominated by an agrarian 
economy with the majority of the population living in rural villages 
and being dependent on their own agricultural production 
(Khouangvichit, 2010). The development of infrastructures like 
roads and the exploitation of natural resources like rivers for dams 
and electricity plants, ore for mines, and forestry for logging as part 
of what is called the Greater Mekong Sub-region (GMS) 
development are often looked upon as self-evidently good and 
unavoidable in the present globalisation era. However, this 
development might also create new dependencies and inequalities as 
households become more dependent on the market and agricultural 
systems more dependent on cash inputs, according to Jerndahl & 
Rigg (1999). Infrastructural development through road development 
is mainly taking place in the lowland areas and might therefore 

                                                      
2 World Bank, http://data.worldbank.org/country/lao-pdr, retrieved 2011-01-17. 
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further the inequalities between majority and minority population 
groups as the lowland areas are largely populated by the majority 
ethnic group. There are also fears that the transformation of Lao 
PDR to a crossroads state as part of the GMS development might 
bring fewer economic benefits to the country in comparison with its 
neighbours, particularly Thailand, Vietnam, and China (Jerndal & 
Rigg, 1999). 

Lao PDR is an ethnically diverse country with forty-nine (49) 
officially recognised ethnic groups in the national census from 2005 
(Department of Statistics, 2005). Ethnicity and the attached language 
issue are controversial in Lao PDR and not only amongst 
international scholars like Benson (2003) and Kosonen (2005:1).  

Historically, the division of the Lao people into the three 
geographical rather than cultural groups of Lao Lum (lowland), Lao 
Theung (upland), and Lao Sung (highland) was introduced by the 
Royal government in the 1950s as an attempt to brush off the 
previous racial division of the people in Lao PDR. However, in 
reality it was a reproduction that referred to the same ethnic groups 
as defined by the colonial administration. These concepts are today 
forbidden in official texts but “nevertheless still widely used, even by 
state newspapers” (Pholsena, 2006, p. 47). A more culturally relevant 
identification of people in Lao PDR was carried out in connection 
with the census for 2000 which was based on ethno-linguistic 
categories and eventually ended up in the forty-nine ethnic groups 
officially recognised today. The forty-nine groups are divided into 
four ethno-linguistic clusters in the background material to the 2005 
census and are named Lao-Tai, Hmong-Mien, Sino-Tibetan, and 
Mon-Khmer (Pholsena, 2006). 

The language issue is a highly relevant aspect for education in Lao 
PDR as the mother tongue of the 55 % of the population that are 
ethnic Lao is also the official language used in the educational system 
throughout the country (Department of Statistics, 2007). The 
consequence of this policy is that a large portion of the school going 
population is officially taught in a language that they do not use in 
their homes.  

There are some attempts to remedy the situation of education for 
minority groups in Lao PDR. Kosonen (2005:2) refers to an 
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approach called the Concentrated Language Encounter that is based 
on the oral skills in Lao language of minority learners and the 
consideration of that learners are not native speakers of Lao. There 
have also been attempts to set up district schools intended for 
minority learners who are taught by two teachers, one Lao speaking 
teacher and one teacher with the same ethnicity as the learners. There 
are 18 schools for minority students that accommodate a total of 
9.357 students (Ministry of Education, 2002). The teachers have also 
gone through specific training programmes, funded by the Australian 
Government until 2007, with a target towards the training of female 
teachers from minority communities (AusAID, 2008).  

Even though education for minority groups is an important aspect of 
inclusive nation building we have to look beyond that aspect to be 
able to paint a broader picture of education in Lao PDR. 

Education in Lao PDR – an overview 

According to the Lao People’s Revolutionary Party (1996), a new era 
of education started in the beginning of 1990 after the introduction 
of the NEM in 1986 that opened up for market forces and donors 
from the west. The new era coincided with the ‘World Declaration 
on Education For All’ that turned ‘Education For All’ (EFA) into a 
global slogan for education that was manifested in Jomtien, Thailand 
in 1990 (UNESCO, 1990). This slogan was turned into a powerful 
agenda since it was ratified by 155 countries in the world and 150 
donor organisations and non-governmental organisations (NGOs). 
Lao PDR was one of the ratifying countries who in return for 
supporting the EFA-agenda, was eligible for receiving support from 
the international community. This era is still in place and the main 
characteristics are the influences and budgetary support from western 
donor organisations and the organisations that financed the original 
world event in 1990. These are the World Bank, the International 
Monetary Fund (IMF), the Asian Development Bank (ADB), and 
the World Trade Organisation (WTO). These organisations have 
continuously taken over the global initiative in the field of education 
from UN organisation, even though UNESCO still remains as the 
official coordinator of the EFA agenda (Dahlström, 2009).  
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We will attend to this agenda in chapter II after this initial 
introduction to the education system in Lao PDR. 

The education system in Lao PDR comprises of five years of primary 
education, three years of lower secondary education, and three years 
of upper secondary education. After secondary education students 
have the options of two to four years of vocational or technical 
education, one to five years of teacher education, or five years of 
university education. The majority of children in the school-going 
age attend school, even though almost every third girl and every 
fourth boy do not attend formal schooling (Lachanthaboune et al, 
2008). 

There are a total of eleven teacher education institutions (TEIs) in 
addition to the FOE at NUOL in the capital Vientiane, Champasack 
University in the south and the Souphanouvong University in the 
north (UNESCO, 2008). Eight of these TEIs offer different 
undergraduate programmes for pre-school, primary, and lower 
secondary teacher education. The university faculties offer graduate 
programmes for upper secondary teacher education. Three 
institutions are also specialised in the education of teachers in 
physical education, arts teachers, and monk teachers respectively. 

In spite of the presence of such an elaborate education system, there 
are still challenges within the system as described by a joint report 
from the World Bank and the MOE covering primary and lower 
secondary education in Lao PDR (Benveniste, et.al. 2007). The 
report focuses on primary and lower secondary school teachers that 
together comprise 87% of the teaching force in the country. Access to 
primary education is relatively high in Lao PDR as 84% of the 
population live in a village with a primary school. Most of the villages 
without primary education are situated in the upland and 
mountainous areas. In addition, the primary schools that are available 
in these areas are often incomplete, meaning that they do not offer 
the full five grade cycle of primary education. This opportunity gap 
widens as children grow older and creates a sharp contrast between 
the Lao-Tai urban youth of whom more than 30% have access to 
lower secondary education, while only 3% of the non Lao-Tai rural 
youth are in the same position. Completion rates after five years of 
primary education are very low (around 33%) and a high repetition 
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rate in primary classes that is close to 20% might contribute to the 
low completion rates as an extra year in one or more grades is 
probably not affecting school attendance in a positive way. The 
report states that repetition is a structural problem that even has 
generated discussions about automatic promotion at least for the first 
three years of the primary cycle.  

It is also important to note the disruptive effect on social life that 
modern schooling can have when it is introduced in social situations 
that in principle follow a pre-modern way of life. This is the case in 
many so-called developing countries, including Lao PDR, which can 
be characterised as multi-layered societies, in the sense that pre-
modern and modern life are lived in parallel (Dahlström, 2002). 
Isoutha (2006), for example, studied a rural village in Lao PDR and 
the considerations that parents have to make when they decide about 
their children’s schooling. The study showed that parents are well 
informed about the options they have to consider in contrast to the 
view expressed by the local educational authorities. Parents make 
strategic choices to send some children to school and loose the 
children’s working capacity within the family, and to let other 
children remain with the parents at home to help them with the daily 
workload for survival. Local authorities however, have the idea that 
the parents must be ‘educated’ to understand the importance of 
formal education for their children. The dilemma that this study 
points at is a daily struggle for many parents, who live a rural life far 
away from national enclaves of modernity. This dilemma can only be 
solved by an education system that is flexible enough to take into 
account the living conditions of all habitants. This includes those 
who have not yet been included in the globalised modernity of 
societies, unless we accept a calculated human loss or marginalisation.  

The previously mentioned report on teaching in Lao PDR 
(Benveniste et.al., 2007) also looks at the teacher education system in 
the country and reports that students can enter teacher education 
programmes in four different ways, through quota, entrance 
examination, nayobay, or non-quota. These options operate in the 
following ways: The quota system selects students from different 
regions through a rather extensive application process including a 
reference to the students’ examination results from previous studies: 
Students in the entrance examination system are selected on the basis 
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of their scores on the TEIs entrance examination. The nayobay 
system is mainly constructed for children of certain groups in the 
society that are appreciated by the political system from an 
ideological perspective, like teachers, national heroes, leaders, retired 
persons, or poor families. The nayobay system works through an 
application letter that often is considered by an institutional 
committee. Finally, non-quota students are those who did not pass 
the entrance examination but are admitted anyhow as fee-paying 
students. Fee-paying students are often taught in separate course 
groups. In addition, all TEIs run so-called special courses. The special 
courses are usually offered in the evenings to fee-paying students and 
are often organised as upgrading courses in the English language and 
do not normally lead to teachers’ qualifications.  

In the year 2005-06 there was a total enrolment of more than 15.000 
students at the TEIs in Lao PDR. Most of these students had eleven 
years of schooling up to upper secondary examination and entered 
programmes that led to a qualification to teach English in lower 
secondary education after three years of professional education 
(11+3), a qualification to teach in primary education after one year of 
professional education (11+1), and a qualification to teach social 
sciences in lower secondary education after three years of professional 
education (11+3). Benveniste et.al. (2007) are doubtful about the 
conclusions made by the Education for All Action Plan Quantitative 
Projection Model (MOE, 2005) that claims that there will be more 
than enough teachers in 2015. The report’s claim is rather that;  

the most likely projection is one of teacher shortages in most years 
until 2015, ranging from 12 to 50 percent of total demand. 
Shortages could be particularly acute in rural and remote areas, 
once incomplete schools are completed and new schools are built 
where there are none (Benveniste et al., 2007, p.44).  

This projection of teacher shortages in Lao PDR will put heavy 
pressures on TEIs in the country and their main task to prepare 
teachers for the future.  

Benveniste et.al. (2007) also looks at the working conditions for 
teachers in Lao PDR and describe a system with heavy constraints in 
addition to the acute need of more teachers especially in rural and 
remote areas. Multi-grade teaching is applied in more than every 
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fourth classroom which challenges teachers who have not received 
proper instructions for that task. Teaching resources beyond 
textbooks and teacher’s guides are scarce and many rural teachers do 
not even receive their meagre salary or additional benefits regularly or 
according to the national regulations. This leaves many teachers in a 
situation where they become dependent on additional income for 
their survival. Therefore, it comes as no surprise that teachers make 
less efforts to prepare interesting and flexible teaching and learning 
situations, but follow the common instructional practices of;  

frontal lecturing, copying lessons on the blackboard and 
encouraging recitation and memorization. Students are mostly 
passive recipients of instruction, while there is some opportunity 
for copying exercises there is comparatively little time devoted to 
practical exercises or application of knowledge (Benveniste et. al. 
2007, p. 94).  

The policy of ‘education for all’ and its methodological practice of 
‘student-centred education’ has been adopted in Lao PDR since the 
beginning of the 1990s the traditional way of organising formal 
education through one-way communication and recitation seems to 
be the rule more than fifteen years later. As Sundgren (2008) writes 
in the preface to a publication based on thesis work produced by Lao 
educators as part of a professional master course: 

Judging by the knowledge produced by the graduates, a future 
challenge is to find reform strategies that are neither uncritically 
implementing favoured ideas in western educational philosophy 
and discourse, nor adhering to traditional practice, but rather 
taking in account the specific context, culture, language and 
general conditions of Laos when developing teacher education 
(Sundgren, 2008, p. 5-6). 

Our own educational ambitions are related to a search for such 
reform strategies and we hope that our inquiries into action research 
also will contribute to new strategies.  

Aim and research questions 

Due to the central role of action research in the national teacher 
education reforms we wanted to look closer at this concept. Our pre-
understanding is that the official discourse about reform and change 
is often restricted to the policy arena in today’s donor driven world 
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and often stops as ‘political symbolism’, as Jansen (2002) has 
expressed it. From this follows that practitioners’ understanding and 
context are seldom recognised beyond their inclusion as the problems 
to reform efforts.  

Our overarching aim is to look into how action research, as a new 
idea and practice in education, entered the reform arena in Lao PDR 
and how it moved from policy to practice level. Furthermore, our 
aim includes a search for factors that influence this move from policy 
to practice level and this search will also make us enter into broader 
historical and social contexts beyond the immediate reform arena. 

We pose the following research questions:  

• How is action research described in national documents, donor 
documents, and action research reports produced by 
practitioners? 

• How do Lao educators perceive the introduction of action 
research into Lao education?  

• How do Lao educators understand action research as an 
educational approach? 

• What potentials and constraints are related to action research 
by Lao educators? 

• What are the broader contextual factors that influence action 
research on the educational reform arena? 
 

In addition, we will report and analyse our attempts to carry out 
action research as part of our own teaching duties. We will also 
elaborate a forward looking perspective on how action research can 
be used in the future for the benefit of education in Lao PDR, based 
on findings from our own action research as well as references from 
other international educational practices. 

Our inquiry starts with a historical description of the educational 
context in Lao PDR, as our research focus includes context as an 
important factor for educational development also in the present 
times of globalisations. 

The historical education context 

There is a need to look back into history if we want to understand 
recent teacher education reform efforts in a country, especially if that 
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country has gone through distinctly different periods of influences, 
which is the case for Lao PDR. There can be many reasons for 
looking back. Ours is based on the idea that previous periods of 
influences can have prolonged effects and even influence when new 
ideas are introduced long after the official end of previous periods. 

We have identified five periods that we have named (1) the 
traditional period, (2) the colonial period, (3) the war period, (4) the 
socialist period, and (5) the neoliberal period. These periods are 
identified mainly through their educational distinctions while 
overlaps and other types of bridges appear that the following 
description will show. 

The traditional period 

The traditional period is the time up to 1893, when the colonial 
French Indochina was established. Before the colonial period, present 
day Lao PDR was part of the kingdom of Lan Xang with its initial 
capital at Luangprabang (Stuart-Fox, 1997). The area was culturally 
influenced from India and China. The Indian culture brought the 
Brahma and Buddhist religions, while the Chinese culture foremost 
influenced trading and calculating practices. Education during the 
traditional period was carried out in three different modes, as 
informal education within the structures of families and villages, as 
feudal education within the kingdoms to serve the needs of the royal 
families and their rule, and as temple (wat) education following 
Buddhist traditions (Bouasivath, 1996). 

Informal education 

Informal education within the structures of families was mostly 
practically oriented towards life skills related to the needs of the 
families, according to Bouasivath (1996). The younger generations 
gained their life skills through observations and imitations as a kind 
of learning by doing within agriculture, animal husbandry, 
handicraft, hunting, daily household activities, as well as herbal and 
traditional medicine skills as often organised in traditional societies 
not yet affected by modern formal education. Many of the activities 
within the families were gender stereotyped following a division of 
duties that made girls learn from their mothers and boys from their 
fathers. Important cultural behaviours and attitudes were learnt as 
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integrated parts of the life skills learning, but also through specific 
social events like story telling within the family or as part of village 
life. Any grown-up person could in principle act as a teacher as 
learning was an informal activity related to daily duties in the family 
and the village, and not something divorced in time and space from 
daily life. Specific social skills and knowledge for example related to 
the practicing of traditional medicine, cultural, or religious 
behaviours that the community wanted to carry over to the next 
generation were often organised by specifically skilled persons or 
elders at certain social occasions (Bouasivath 1996). 

Lao PDR is still today a diverse country with many ethnic minorities 
living in the upland and mountainous areas of the country far away 
from the modern enclaves (Evans, 1999). The historical failure of the 
modern state to integrate marginalised social groups into the national 
modernization efforts has meant that informal traditional education 
continues to play an important role until today, even beyond the 
areas where modern schooling is still scarce or even lacking. This is 
true beyond the 23% of the population that live in communities with 
no access to modern schooling (Department of Statistics, 2005). 

Royal education 

The feudal hierarchy of the traditional kingdoms demanded 
education of the elite for them to be able to carry out their duties 
related to the different administrative positions within the kingdom. 
Stuart-Fox (1997) prefer to describe the kingdoms as segmented 
structures with larger power centres called mandalas (circles of power) 
connected to smaller power centres named meuang that paid tribute 
to the mandala. The flexibility of this system followed the available 
sources of political, military, economic or ideological power that 
varied over time between the mandala and the meuang.  

The instructional documents used for legal purposes were 
documented as palm leaf manuscripts and contained instructions for 
the different positions in the royal patronage. Therefore, in a strict 
sense, the learning of this type of palm leaf manuscripts was the 
privilege of the royal elite. The close relation between the heritage of 
the royal family and religious beliefs afforded a strong position to 
Buddhist monks, who acted as the link between the royal family and 
its subject (Bouasivath, 1996). 
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Teachers or teacher education in a modern sense did not exist within 
the royal education system. Teaching functioned within the closed 
circles of the royal family and the group of highest monks as an 
internal privilege to keep the power within the kingdom. 

Buddhist education 

The Buddhist temples (wat) have for long played an important role 
in Lao PDR since Buddhism arrived during the kingdom of Lan 
Xang in the 14th century. A symbiotic relationship was developed 
between the kingdoms and Buddhism. The kingdoms supported the 
building of wats and the spiritual power of the monks, while the 
monks had an important role to officially acknowledge the royal 
heritage and the social power of the kingdoms. Temple (wat) 
education was carried out for different purposes. It had an internal 
purpose to educate monks on three different levels that corresponded 
to the duties within the temple, as well as towards the royal family 
and the people. The monks with the highest ranks were also the ones 
who carried out administrative work for the kingdom and acted as 
the teacher for the king. The leading monks also had the 
responsibility to translate and copy palm leave documents from Pali 
to Lao language for general educational purposes. (Bouasivath, 1996)  

Lockhart (2001, p. 6) claims that monks were an intellectual elite in 
Lao societies and “in addition to their educational role, temples had 
traditionally functioned as local cultural centres through the 
preservation of manuscripts”.  

Temple education was also extended as an activity for public 
education. Young boys usually spent some time in the temple to be 
educated in spiritual and cultural issues. Temple education also had a 
common role to play towards the community as it attended to 
matters such as mathematics, medicine, architecture, handicraft, and 
arts. Particularly male students from poor families have all along had 
the possibility to general education as the temples have offered 
education and livelihood for young boys while they have contributed 
to the temple life by assisting the monks with the daily duties. The 
possibilities for being educated in spiritual, cultural, and practical 
matters at a temple have also been extended to females. However, this 
possibility for females has often had a corrective purpose for what has 
been recognised as deviant social behaviour. 
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Teaching is until today part of the duties of Buddhist monks in Lao 
PDR and this responsibility corresponds to the positional hierarchy 
within the monkshood system as a higher monk position creates 
responsibilities to teach higher up in the society. The temple has 
lately also functioned as a students’ hostel, when modern education is 
available in a community. Children from poor backgrounds have got 
their livelihood from the temple and still attended modern schools in 
the community. 

Reagan (1996) points to an interesting aspect of traditional Buddhist 
educational practices based on documents referring to India, which is 
also relevant Lao PDR to a certain extent. Debate played an imported 
role in Buddhist education, according to Reagan, who points to 
ancient Buddhist text. This is an indication of that Buddhist 
education is not confined to the recitation of texts, but has also 
rhetorical functions to develop argumentation and logical thinking. 

In conclusion, during the traditional period there was no education 
or teacher education in forms known today, but people were 
educated anyhow. Some of these informal as well as formally 
organised educational activities like the ones organised within 
families and in the temples, have survived until this day. 

The colonial period 

In 1893, what is today Lao PDR was incorporated into the French 
colonial Indochina that already included Vietnam and Cambodia. 
The French authorities saw themselves as savers of the people of Laos 
from the aggressive and powerful Siam and Vietnam neighbours, 
according to Lockhart (2001)3. The French also saw ‘their territory’ 
French Indochina as a way to block further expansion eastwards of 
the British Empire.  

Education during the colonial period up until 1954 was influenced 
by the colonial perspective that constructed the Lao population as a 
pitiful and backward people;  

                                                      
3 The French created the concept Laos for the country that today is officially named 
Lao PDR. For that reason we will use Laos instead of Lao PDR in a limited part of 
the text when France still had a significant impact on the country’s development 
even beyond its period as a colonial power. 



I. A NEW ERA OF EDUCATION AND ITS CONTEXT  

31 

from whom little was to be expected and who needed to be 
protected from their more aggressive Siamese and Vietnamese 
neighbours - even as the latter were being encouraged to resettle in 
Laos to ‘make something out of it’ on the French behalf 
(Lockhart, 2001, p. 5). 

The French organised education in Laos along two different strands 
based on their colonial mentality and the complexity of the colonial 
situation in Indochina. They kept the traditional temple schools in 
modified forms by combining the traditions of Buddhist education 
focusing on moral values and religious teaching with the introduction 
of western science and maths. This was an attempt by the colonisers 
to integrate their so-called civilisation agenda with the main 
traditional culture, but with poor outcomes partly because of 
resistance from the monks towards western influences. The French 
even established a teacher training school for monks in 1909. 
However, the monks who went through training preferred to work as 
civil servants rather than to teach in the temple schools (Lockhart, 
2001). 

The other strand was the development of Franco-Lao schools in the 
whole of Indochina. This education system contained 5+4+3 years 
corresponding to primary, lower secondary, and upper secondary 
education. The French language had a prominent position in the 
secondary part of this system. There was only one lower secondary 
school in the whole of Laos and students who wanted to complete 
upper secondary before 1940 had to do that in Cambodia or 
Vietnam. During and after the Second World War more schools 
were built by the French as an attempt to support a Lao nationalism 
sympathetic to the colonisers as a way to hinder Thai influences. 
However, very few Lao students continued their schooling after the 
first three years of primary education, while immigrant students from 
Vietnam as well as China were more frequent in upper grades. The 
French also built a training school for primary school teachers in 
Vientiane. However, this school did not produce many teachers. Of 
the first group of students entering the training school in 1952 only 
five out of 32 passed the examination. The colonial education system 
did not benefit the Lao population and “the colonial legacy would 
shape education in Laos well after its independence” (Lockhart, 
2001, p. 10). In conclusion, sixty years of colonial rule managed to 
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produce 7 Lao graduates at university level in France, 31 students 
completed upper secondary education, and 118 students finished 
lower secondary school (Lockhart, 2001; Phonekeo, 1996). 

The decolonisation process in Laos was long and complicated, 
according to Lockhart (2001). Most of the time during the period 
between 1945 and 1953, the RLG had agreements with France 
concerning the development of the country, while the revolutionary 
Lao Patriotic Front (LPF), also called Pathet Lao in mainly western 
references, did not recognise the French-supported royal regime. This 
left the country divided both geographically and politically at 
independence in 1954, when France lost the battle at Dien Bien Phu 
in Vietnam against Vietminh and had to leave its colonies in the 
region. However as Phraxayavong (2005, p. 50) states; 

the United States had already been involved in those countries 
since the early 1950s, and the Kingdom of Laos would rely on US 
assistance to build up the new nation. Thus, by 1954 the US was 
replacing France as the major foreign influence in Laos.  

After the Geneva Conference of 1954 the RLG was provided a 
neutral status that forced the United States to effectuate its support to 
the RLG and its political faction in secrecy.  

The war period 

Laos was a divided country politically and educationally during a 
period of twenty years from 1955 to 1975. The areas that were 
controlled by RLG got continued support from France in the urban 
sectors of education, while American support through the United 
States Agency of International Development (USAID) focused on 
rural and non-formal education in parallel to the military and 
undercover involvement through its Central Intelligence Agency 
(CIA) on the RLG side of the war. Meanwhile, as the areas controlled 
by LPF expanded through the late 1950s and 1960s, education in the 
liberated zone also expanded with the main assistance coming from 
North Vietnam. (Lockhart, 2001) 

Even though there were attempts to reform and to ‘localise’ 
education under the RGL, it remained heavily influenced by the 
French system in the region at this time and Lockhart (2001) points 
to two important factors for this influence. One was that the French 
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language continued to be the main language of instruction at 
secondary level which hindered many Lao students from continuing 
their education beyond primary level. The other was the fact that the 
curricula used were still reflecting the colonial mentality through its 
content and way to present Laos as a country still under the colonial 
burden. However, an important development took place as part of 
the 1962 reform efforts at village levels. This was the creation of rural 
community education centres that functioned as an integrated 
community development locality in an existing school, a temple, or a 
purposely built shelter combining the first three years of formal 
schooling, a youth centre, adult literacy, and polytechnic activities. 
There were also attempts to expand the lower and secondary 
education with the Lao language as the medium of instruction, 
leading to a sizable increase in the number of students enrolled in 
primary education. Despite this, very few Lao students still managed 
to enter secondary education. The USAID was heavily involved both 
in the planning and funding of these efforts as a way to strengthen 
the fragile base in rural areas of the royal government and to foster an 
American vision as an alternative to LPF (Lockhart, 2001). 

The area controlled by LPF expanded continuously so that in the 
beginning of 1970s it controlled “two-thirds of the country and one-
third of its estimated three million population”, according to Langer 
(1971). Under heavy constraints and pressure from American air 
raids, among other things, the LPF managed to build up an 
education system in the liberated zone mainly with the assistance 
from North Vietnamese advisors. While education under the RLG 
was portrayed as free from political influences, education under LPF 
followed an integrated model that included a creation of political 
awareness. Langer (1971) states that between 1968 and 1971 the 
school enrolment increased from 63.000 to 68.000 in more than 
2.000 village schools. Further, the existence of 20 junior secondary 
schools, and two senior high schools in the liberated zone were also 
reported by official Pathet Lao sources according to Langer (1971). 
According to Chaleunsin (1996) the number of students increased 
further to around 110.000 in 1975. They were taught by more than 
6.000 teachers of whom 42% were ethnic minority teachers, and 
19% were female, and 28% were volunteer teachers.  
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The LPF introduced the Lao language as the medium of instruction 
in all its schools. This also demanded the production of text books 
and instructional material mainly with assistance from North 
Vietnam but also from other socialist countries. The content of the 
produced school material also reflected the relationship between 
education and the desired revolutionary transformation of the Lao 
society. The combination of theory and practice was developed to 
foster civic responsibility through productive activities integrated 
with the school work, in remembrance of “the ravages of war, the 
suffering of the Lao people resulting from it, and their courage in 
fighting the ‘American imperialists’” (Langer, 1971, p. 11). There 
were also attempts to produce material in minority languages by 
using Lao script as a way to encourage literacy and to avoid the 
suppression of minority languages. Teacher education was upgraded 
from being a local course for one or two months to an eighteen 
months training course at TEIs supplemented by in-service training 
of the serving village teachers, where possible, considering the 
American air raids. Chaleunsin (1996) claims that towards the end of 
this period, i.e. 1973-75 there were 268 complete primary schools 
while other schools were incomplete only covering grades 1-3, 46 
lower secondary schools, and three upper secondary schools in the 
liberated zone and that 19 teacher training schools for primary 
teachers and one training school for lower secondary teachers in 
addition to the teacher training college (TTC) in Nakhao, that was 
serving these schools with teachers. This educational system did not 
operate as an ordinary system as we know it today, but had to be 
adapted to the war situation meaning that functions like schooling 
were not permanent in a village but were moved to alternative places 
together with the villagers when the situation demanded it. This 
created of course major constraints to the functioning of the system. 
Even though the accomplishments were rather impressive there were 
also critical comments given regarding the quality of education in the 
liberated zone from observers both from socialist and capitalist 
countries, according to Langer (1971). 

The war period created a lot of general social problems for the people 
of Laos that were estimated to 3 million at this time. Phraxayavong 
(2005, p. 128) writes about the social impacts of the armed conflicts 
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and the US air bombings during the American war, the period that 
was called the Vietnam War in the western world; 

the number of people in need of refugee resettlement was more 
than one million, or about one-third of the total population of 
Laos […] about 800.000 persons were moved or forced to move 
on account of the US bombing and other military activities […]. 
During the nine years of bombing, from 1964 to 1973, more 
bomb tonnage was dropped on Laos than had been dropped on all 
of Europe during World War II […] three million tons of bombs 
[…] Laos is still suffering from its war wounds: 100.000 people 
killed, 3.500 villages destroyed, one of every four people displaced, 
400.000 refugees living in more than twenty countries around the 
world, 40 percent of the arable land rendered barren, and 
unexploded bombs littered across the ground (UXO/LAO). More 
than 200 persons are still killed every year by unexploded bombs.  

In 1975, the LPF brought with them many of the educational ideas 
that had been developed in the liberated zone, when they took power 
in the whole of the country after the establishment of the Lao 
People’s Democratic Republic (Lao PDR) in December 1975. 

The socialist period 

The National Congress of People’s Representatives that met in 
Viang Chan in December 1975 both marked the change of 
regime from constitutional monarchy to communist people’s 
republic, and set the direction of future political, social and 
economic development. For the Lao People’s Revolutionary Party, 
the Congress confirmed the ‘farsighted’ leadership of the Party in 
bringing the Lao ‘thirty-year struggle’ for political power to a 
successful conclusion (Stuart-Fox, 1997, p. 168). 

Scholars and organisations writing about education in Lao PDR after 
1975 remark on the quantitative expansions of students and number 
of schools, according to Evans (1998). However, external observers 
also find a reduced quality of education. Evans (1998) states that 
many serving teachers under the RLG (up to 90%) actually left the 
country to avoid being ‘re-educated’ by the new Lao PDR 
government. Another reason for leaving the country was that many 
Lao citizens also experienced that the new government was very poor 
and lacked resources to develop the country. Evans (1998) also refers 
to the concept ‘hidden curriculum’ as a way to point to the implicit 
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influences on students’ values and ideas about society that schooling 
actually inculcates. This process might have forced teachers 
‘voluntarily’ into exile to avoid the re-education installed by the new 
government. In contrast to many countries where the idea of a 
hidden curriculum was not openly discussed, the new regime in Lao 
PDR that clearly announced the importance of political education as 
part of schooling. This had other consequences related to the hidden 
curriculum as demonstrated by Dahlström (2006) in a small 
classroom research event with teacher educators from Lao PDR. This 
showed that teacher educators were well aware of how traditions in 
formal education operated as a way to stifle innovative, independent, 
and creative thinking amongst students as they learn to pretend to be 
polite as a strategy to survive life in the classroom. 

Political education was carried out through civic education, 
involvement in community production, and military training. These 
activities were expected to be organised by all educational 
institutions. Civic education included for example learning about 
Marxist-Leninism, moral education, patriotism, family planning, 
gender issues, and regulations. Community production meant that all 
educational institutions contributed to the production of food and 
other necessities that either were used by the school kitchen at 
boarding schools or sold to the government collective shops. Military 
training took place once every year and all educational institutions 
had to set up their own defence. The internal organisation of the 
school work was also influenced by the collectivism of the 
government through the organisation of group leaders at different 
levels. In addition the decisions taken by the party leadership were 
forwarded to all institutions through regular seminars which also 
were forums for attacks on the government’s enemies, being them 
counter-revolutionary forces or former enemies during the liberation 
struggle. Many of these attempts to create the new socialist human 
being are still in place in somewhat moderated forms (Chaleunsin 
1996). 

Evans (1998) has looked into the first textbooks used after 1975 and 
found that many of them repeated the same messages and themes as 
the textbooks produced by LPF during the war period. Many of the 
stories for primary students are about the war and the patriotic 
soldiers. The textbooks also included texts about socialism and the 



I. A NEW ERA OF EDUCATION AND ITS CONTEXT  

37 

new culture portrayed as the enemy of capitalism and individualistic 
thinking. 

The huge constraints that the new government met due to lack of 
financial means, human resources, and national infrastructures left 
many gaps between the expressed intentions and what was practically 
possible to achieve within a vulnerable educational system, according 
to Evan (1998). The education system was at times illustrated as 
being built on ‘skeleton schools’ (Evan, 1998, p. 157) characterised as 
“flimsy bamboo structures with a (usually young girl) ‘teacher’ who 
had had a few years of primary education”. This can be compared to 
‘ritualised coulisse schools’ (Dahlström, 2002) where the modern 
school concept has created illusions of modernity operated through 
an internal ritualisation composed by parrot-talk and autocracy.  

During the first years after 1975 there were two categories of 
teachers: volunteer teachers and government employed teachers 
(Bouasengthong, 1996). The volunteer teachers were supported by 
the villagers who provided food, clothes, rice and accommodation in 
the village. They did not get any salary but were paid in kind by the 
villagers and worked under rather difficult conditions. Volunteer 
teachers usually operated in remote areas where the government had 
not had any possibility to place a teacher, meaning also that they did 
not get proper backup from the government system. Even 
government employed teachers worked under difficult situations with 
meagre salaries and with few supportive infrastructures, equipment, 
and textbooks. The working conditions usually degraded with the 
distance from regional centres and urban areas. Government teachers 
were also obliged to participate in political training and in technical 
subjects during the school vacations and became in that way ‘local 
intellectuals’ that at times also were recruited to positions in the 
government organisational structures. However, the overall situation 
was that the abilities of teachers and the quality of teaching were at a 
low level (Bouasengthong, 1996). 

The previous model for teacher education from the liberated zone 
was extended during this period to the whole country with a total of 
59 training institutions for primary school teachers distributed 
throughout the provinces. These training schools were usually locally 
constructed with thatched roofing and bamboo walls. They were 
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often divided into three sections one for each year of the three year’s 
training. The background of the students attending these institutions 
was often five years primary education and they were recruited from 
the part of the province where the institution was situated. Each 
institution could have between 20-60 students and they lived in 
dormitories that were constructed in the same way as the training 
school. Students received some support, e.g. rice, from the 
government for their daily living, but had to arrange school gardens 
and relations with the communities to be able to gather food for their 
survival. Educational material for these training institutions were 
scarce so the teaching and learning process was often repetitive 
through whole class chorus ‘learning’. A report from the ADB with 
Adams (2000, p. 109) as the team leader states the following 
regarding teacher education in Lao PDR: 

In the late 1980s, teacher training was provided by 59 small 
training schools that had little common curriculum and offered 
generally low quality preparation. In the mid-1990s, MOE raised 
the minimum educational requirements for primary and 
secondary teachers and began closing and consolidating these small 
schools into larger teacher training centres. These larger centres 
were able to achieve economies of scale and offer a stronger, more 
consistent training program. By 1998 the 59 schools had been 
reduced to 9 (plus the Faculty of Education at the university). 

There were many problems to face in Lao PDR within society as a 
whole including the education system during the first decade after 
1975. Phraxayavong (2005, p. 158) even claims that “Lao PDR 
inherited a collapsed economy, as most Western donor countries had 
suspended aid in mid-1975”.  

This period was dominated by international support from the 
Eastern Bloc. This support came to an end with the collapse of the 
Eastern Bloc at the end of the 1980s. By then, the government of Lao 
PDR had already started its walk towards a market economy 
following the global trends of neoliberal development with strong 
influences from western donor agencies (Phraxayavong, 2005). 

The neoliberal period 

The educational arena in Lao PDR has been fundamentally changed 
since the introduction of the NEM policy, the collapse of the Eastern 
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Bloc, and the national adherence to the global doctrine of ‘education 
for all’. The combined influences of these national and international 
developments have had far reaching consequences for education in 
Lao PDR.  

The impact of these changes on education has been mixed; perhaps 
the most significant development have been the growth of private 
schools as alternatives to public education and the involvement of 
international organizations like UNESCO and the Asian 
Development Bank in school-related projects on a large scale. 
Foreign consultants appear to have been involved with all areas of 
planning, with particular attention to curriculum and to 
improving access to schooling for girls and for minority children of 
both sexes (Lockhart, 2001, p. 27). 

In our introduction to the education system in Lao PDR4, we 
outlined the main parts of the education system in the country as it 
has developed since the beginning of 1990. Lao PDR has an 
educational system that looks rather elaborated on paper including all 
levels of education from primary to university education. 
Furthermore, teachers are, according to Nagel, Fox & Vixaysack 
(2000), considered to be dedicated to their tasks in spite of their 
difficult working conditions with a scarcity of textbooks and other 
supportive material as well as low salaries that are not always paid 
regularly,.  

However, there are also deeper problems that have arrived in Lao 
PDR with the neoliberal and globalised era that seldom are addressed 
in official government publications or in donor reports concerning 
education.  

Lockhart (2001) makes an informed analysis of these problems that 
can have severe influences on the education system including teacher 
education. Lockhart’s analysis goes beyond the common assessment 
of Lao education that donor organisations are concerned with, 
namely proper school buildings, the lack of textbooks, and modern 
teaching methods. Instead, he looks at the structural changes taking 
place. These structural changes are related to the new environment of 
professional development for educators in Lao PDR as countries like 
Thailand, Japan, Australia, Malaysia, and West European countries 

                                                      
4 See Education in Lao PDR - an overview 
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have replaced the countries in the former Eastern Bloc as both the 
submitters of educational consultants and sites for educational 
programmes. Furthermore, Lockhart points to the cultural counter-
discourses that are not only limited to the Thai media influences but 
extend to internet activities. These structural changes create a 
delusion of the officially announced revolutionary purposes of 
education through the impact of western cultures and Lockhart 
concludes that much of these structural changes bypass the education 
system.  

For example, educators like ourselves who get further education in 
western countries with different educational and cultural 
environments might change our perspectives on what is presented as 
official views on socialism and the socialist human being in Lao PDR. 
Young people in Lao PDR who are confronted with western-style 
media and internet networks can develop illusionary views of what a 
different life in another and more affluent country might be like. 
Furthermore, the parts of the population that meet unquestioned 
neoliberal cultures might only see the benefits of market forces and 
the omnipresence of goods and services without further 
considerations from collective or justice perspectives. These kinds of 
structural influences might create both social contradictions and 
individual frustrations in a country like Lao PDR where the political 
and educational systems are moulded from revolutionary discourses if 
not the structural influences are also included as themes for debate 
and discussion within the educational system. 

This last part of the historical education context also serves as an 
introduction to what is addressed in the next chapter. What we have 
named the neoliberal period is still prevailing and will be considered 
in our attempts to shape an analytical perspective. This bridging 
section will briefly describe the general donor situation in Lao PDR 
and also look into the most influential donor projects in the area of 
teacher education. 

The presence of donors, donor projects, and foreign consultants has 
constantly increased during this period. We have listed the most 
influential organisations and their major areas of operations, 
including the multilateral lenders of capital like the World Bank and 
the ADB, in Appendix 1.  
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In general, the focus of bilateral donors has changed over time, 
according to Phraxayavong (2005). France has continued its interest 
in Lao PDR even after 1975 and has changed its focus on education 
and health in urban areas to rural development as a result of the Lao 
government’s decentralisation efforts and the French interest to 
expand their francophone policies. The USA has after 1975 
significantly changed and minimized its donor efforts and focus on 
their self-interest to eradicate opium cultivation and to search for 
remains of missing Americans from the war period. Countries like 
Japan, Sweden, and Australia has since the introduction of the NEM 
provided increasing amounts of assistance, even though Sweden has 
decided to withdraw its donor support to Lao PDR as from 2012, the 
reason being a new policy of international cooperation building on 
an official idea to concentrate cooperation to a smaller number of 
countries worldwide.  

The neighbouring countries Thailand, Vietnam, and China have 
played an important role in offering assistance in areas like human 
resource training, agriculture, and road construction. The impacts of 
aid and loans from multilateral organisations have helped Lao PDR 
to coordinate the international support not least through the Round 
Table Meetings since 1989 facilitated by the United Nations 
Development Programme (UNDP). Many multilateral organisations 
such as the IMF, the World Bank, and the ADB have offices in 
Vientiane to administer loans and grants, but also to oversee the use 
of loans, that in 2005 added up to US $ 2.846 billion (Phraxayavong, 
2005). 

The Education Quality Improvement Project (EQIP) has been the 
major donor financed project in the education sector in Lao PDR 
since the beginning of 1990s. EQIP I started in 1992 and was in 
operation until 1998. Its main focus was “on the development of the 
teacher education system for primary and lower secondary education, 
i.e. rationalising pre-service teacher training, upgrading physical 
facilities, and establishing an in-service training system and teacher 
development centre” (Asian Development Bank, 2001, p. 10). 

The second Education Quality Improvement Project (EQIP II) was 
introduced in 2002 and operated until 2007. It included three 
components: (1) Improving the Quality of Teaching and Learning; 
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(2) Increasing Access to and Participation in Education; and (3) 
Strengthening Management Capacity and Project Implementation. 
Each component includes a number of sub-categories. Component 1 
included a teacher education strategy and a reform agenda for the 
pre-service teacher training system to improve the supply and quality 
of teachers; develop curricula material for pre-service; upgrading of 
untrained teachers, and in-service training; guidelines for the 
certification of all teachers; the training of TTC staff on master and 
PhD level; and further curriculum development. Another goal was to 
establish a policy group whose task was to develop an incentive 
system for teachers. Further, the development of training facilities at 
colleges and provincial resource centres and upgrading centres and a 
nationwide in-service training network was also envisaged. 
Component 2 included the construction of buildings to upgrade 
incomplete schools to the fifth grade, building new schools were none 
were available, and to construct multi-grade schools. These 
developments were to be carried out at district levels through 
allocated funds from the project as a way to encourage participation. 
Component 3 included the establishment of management systems as 
part of a decentralisation process both in terms of staffing and 
construction of educational buildings (Asian Development Bank, 
2001). 

The Teacher Training Enhancement and Status of Teachers 
(TTEST) project was an integrated part of EQIP II activities. The 
TTEST focused on component 1 of EQIP II related to teacher 
education development under a National Teacher Training Plan 
(NTTP). This work included curriculum, textbook, and materials 
development for teacher education including components aiming at 
ethnic minority students such as multi-grade teaching and language 
issues (Ministry of Education, 2003). 

The Participatory Action Research (PAR) project in Teacher 
Education started in July 2000 with financial support from Sida. The 
project was implemented with technical assistance from Save the 
Children Norway (SCN). This was the first attempt to introduce 
educational action research in Lao PDR and involved the three 
teacher education colleges that we have used for our data collections 
(Sida, 2001). 
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Reflection on the starting point 

This chapter has introduced the reader to the site for our research, 
Lao PDR. It has also introduced the reader to our research focus, 
action research, and our research questions. A large part of the 
chapter covers the different historical and educational contexts that 
we think are relevant for our study. We divided these contexts into 
five main periods; the traditional, the colonial, the war, the socialist, 
and the neoliberal periods.  

We also concluded that the neoliberal period is still prevailing and 
affects education in Lao PDR today, even though we cannot be sure 
whether the effects of previous periods are long gone and forgotten. 
For example, we have already noted that both informal and Buddhist 
education are still operating in Lao PDR. A relevant reflection at this 
stage is whether traits from royal elite thinking, colonial mentalities, 
autocratic practices, or aspects of emancipatory and liberating ideas 
with their roots in the previous historical periods still have an 
influence on educators in Lao PDR in a neoliberal period that is 
promising ‘education for all’? 

When Lockhart (2001) refers to what signifies the neoliberal period 
he points to the involvement of globally operating donors and their 
large scale educational projects. It is in connection to these large scale 
projects that we want to ask: Who is in charge? Because, when you 
look at documents like the one referred to above (Asian Development 
Bank, 2001) and its combined efforts to move education in a certain 
direction it is almost unavoidable to reflect that this type of 
documents resembles what you might expect from national 
governments and not from external agencies. Furthermore, such 
documents become very persuasive as they represent joint efforts by 
both national and multilateral donor organisations that are difficult 
to ignore by needy national governments. This becomes even more 
problematic when you know that donor consultants working together 
with government representatives are all the time piloting the local 
representatives into the intended project’s objectives and activities as 
part of the consulting process. Add to this that these arrangements of 
strong clusters of international donor organisations in a sector 
support perspective can easily influence the national policies of the 
receiving government in the direction of the donors’ desires in spite 
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of the discourse about local ownership. These processes might well be 
synonymous with the title of Bäcktorp’s (2007) thesis, “When the 
First-World-North Goes Local”, which brings us over to our 
analytical perspective. 
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II. BUILDING A THEORETICAL 

FOUNDATION - LEGACIES AND 

REGIMES OF INFLUENCE 

Our thesis is placed within the tradition of global policy studies in 
education (Steiner-Khamsi, 2000). Our concern is global educational 
trends that influence countries that are dependent on foreign support 
within the educational sector, Lao PDR being one such example. 
Our perspective is close to what Tickly (2001) has addressed as a 
beginning of a conceptual framework. In his framework Tickly 
includes the importance of economic globalisation, the globalisation 
of the politics of education, and the way western cultural forms have 
become influential through the globalisation of education. 

This chapter starts in a description of the global influences during the 
last 20 years or more with specific reference to donor influences in 
the area of education policy and practice in Lao PDR. Reference is 
also made to other countries in similar situations, especially in the 
case of what is called the new methodology or student-centred 
education. It continues with a section on action research, its 
background and developments that we find significant to the 
introduction of action research in Lao PDR. The chapter is 
concluded with an emerging theoretical foundation that will be used 
as a basis for our analysis. 

The legacies of globalisations and donors 

Much has been written about education policies, globalisations, and 
donors since the end of the division between the Western and 
Eastern Blocs and the birth of what Castells (1996) calls the 
information age and what is commonly understood as globalisation. 
Giddens (1991, p. 64) has defined globalisation in a straightforward 
way as “the intensification of worldwide social relations which link 
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distant localities in such a way that local happenings are shaped by 
events occurring many miles away and vice versa”. Giddens (1991) 
claims that globalisation is dialectical as it influences both ends. For 
example, while the globalisation of educational policies influence the 
education system in Lao PDR, the textile factory production in Lao 
PDR aimed for the global market makes the same type of production 
in the west globally uncompetitive. 

Santos (2002) prefers to talk about globalisations as a way to 
problematise the globalisation concept. Santos has identified different 
forms of globalisations of which some are hegemonic as globalisations 
from above. These globalisations have a large impact often based on 
dominant forms of development, knowledge, and economic 
imperatives. This category of globalisations are for example: 
deforestation carried out by multinational corporations, the spread of 
American fast food, the transformation of English to a worldwide 
language, and educational policies that are transformed into demands 
on national policies that need donor support. Santos has also 
identified counter-hegemonic globalisations from below that are 
concerned with fights against social exclusions and marginalisation 
through networks of grassroots initiatives and community 
developments that he prefers to call cosmopolitanism. Networks of 
critical forms of action research for social justice and empowerment 
can also be included under the label of counter-hegemonic 
cosmopolitanism, according to Diniz-Pereira (2002). 

Globalisations contain many aspects of transformations in the social 
landscape of human life, according to Castells (1996). Amongst the 
most significant are the technological revolution through information 
technologies, the global interdependency of economies and new 
relationships between economy, state, and society, the collapse of 
Soviet Union, and a profound restructuring of capitalism through 
flexible management, networking, empowering of capital and 
diminished labour influence. There has also been, according to 
Castells (1996, p. 2); 

an accentuation of uneven development, this time not only 
between North and South, but between the dynamic segments and 
territories of societies everywhere and those others that risk 
becoming irrelevant from the perspective of the system’s logic. 
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Education policies and donor activities have been affected by these 
transformations and Tickly (2001) claims that analysis of education 
in low income countries has often been limited to the impact of 
economic globalisation. Furthermore, the space for educational 
action has been affected and limited, especially for critical intellectual 
work, due to the entrance of neoliberal perspectives in education 
(Davies, 2005). Davies and Bansel (2005) use Foucault’s theorising 
of governmentality as a tool to analyse what neoliberalism does to 
education and claims that neoliberalism sets up the discursive 
parameters along which educators are forced to think and act so that 
the move of education institutions from the logic of collective well-
being to the logic of the market becomes unproblematic. 

Arnove (2007, p. 1) looks at education from a globalisation 
perspective and claims that the increased interconnectedness between 
societies creates problems for education around the world. He relates 
these problems to; 

the governance, financing, and provision of mass education; they 
relate to issues of equality of educational opportunities and 
outcomes for differently situated social groups, especially those who 
historically have been most discriminated against - women, ethnic 
minorities, rural populations, and working-class people.  

Furthermore, Arnove (2007) comments that although there seem to 
be common problems and agendas of education the outcomes differ 
due to the interactive processes between the local and the global and 
their tensions and contradictions. 

When the Eastern Bloc collapsed after the perestroika of Soviet 
Union in 1989, Lao PDR started to adopt relationships with 
countries in the west and their international donor organisations, 
mainly due to the lack of national financial means to cope with both 
internal and external expectations. Education reforms in Lao PDR 
have since then followed the general global trend and been 
“implemented by education policymakers who often have little 
choice but to do so in exchange for access to needed funds” as Arnove 
(2007, p 2) expresses it. This global trend can also be called a ‘forced 
voluntarism’ as it combines external pressures to change with 
internally adopted policies of development towards western types of 
modernity. 
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The changes in Lao PDR towards the end of the 1980s meant a 
move from a position as a young member in the cooperation between 
socialist states and consequently being part of the doctrine of socialist 
internationalism to a position as a marginalised third world least 
developed country within the hierarchy of the global capitalist world. 
Similar moves happened in many of the former member states of the 
socialist bloc as described by Steiner-Khamsi and Stolpe (2006) in the 
case of Mongolia.  

This move changed the outlooks and meanings of life in Lao PDR, 
most significantly influenced by the introduction of the NEM in 
1986, which replaced the previously centrally planned economy.  

Khouangvichit (2010) describes the move from the centrally planned 
economy to a market-oriented economy as politically justified by 
Lenin’s concept of new economic policy, but in practice it followed 
the mainstream recipe for success according to the western donor 
community expressed through what is known as the Washington 
Consensus (Williamsson, 2004). Lao PDR adopted much policy 
advice being addressed by the Washington Consensus, such as 
decentralisation, trade liberalisation, allowance of foreign direct 
investment, privatisation, WTO agreements, and targeted poverty 
reduction (Global Trade Negotiations, 2003). On a general national 
level it meant profound economic changes as shown by GDP (Gross 
Domestic Product) measures, according to Khouangvichit (2010), 
while poverty still remained a pressing issue in the country as more 
than 30% of the population still lived under the national poverty line 
15 years after the introduction of the NEM policy, according to 
UNDP5. An askew distribution of equity as measured by the 
Education for All Development Index (EDI) is another pattern in 
Lao PDR. The EDI includes an aggregate of net enrolment in 
primary education, adult literacy, survival rate to grade 5 of primary 
education, and gender parity in gross enrolment ratios in primary 
education, secondary education, and adult literacy. Lao PDR is today 
ranked as 102 amongst a total of 127 countries in the world, 
according to the EDI, and resides therefore amongst the most 
inequitable countries in the world (UNESCO, 2004). This is worth a 
reflection as Lao PDR had a relatively equal distribution of meagre 

                                                      
5 Retrieved from www.undplao.org 2010-08-04 
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national resources before the introduction of the NEM policy around 
25 years ago, which means that the new policies have not had the 
same effect on all citizens in the country. 

With the introduction of the NEM, the national education sector 
became almost flooded by donor projects financed by international 
donors such as the World Bank, its regional partners like the ADB, 
and national donor organisations for example from Australia, Japan, 
and Sweden. This had the effect that between 75-95 per cent of the 
public expenditure for education on an annual basis were financed by 
donors during the period 1990-2005 (LBC/TECSULT International 
Limited, 2006). Furthermore, the English language became the new 
symbol of power, replacing French and Russian from previous eras, 
and created both work and learning opportunities for Lao nationals 
through donor organisations, private enterprises, and mushrooming 
private educational institutions, especially around Vientiane. The 
expansions of private education became an acceptable alternative to 
the struggle of public education especially after 2001 as a way to 
expand the overall student enrolment (Central Party Committee, 
LPRP, 2002). The expansion of private education had the effect that 
new regulations concerning private education was developed and a 
department for private education was established at the Ministry of 
Education in 2000 (MOE, 2000). 

Achren (2007) analysed the imposition of Eurocentric values through 
the lenses of an English language donor project. Her analysis pointed 
to the subversive agency of Lao stakeholders in development 
discourses and curriculum approaches as an effect of the differences 
in value systems on the ground, while the power attached to the 
English language was still recognised and promoted in official 
government documents (Ministry of Education, 2002). This is an 
indication of a gap between policies and practice that Achren (2007) 
explained by the agency of Lao educators. 

As government employees, we experienced the changes that came 
with NEM both in relation to our work and family life. Previously, 
we did not need much cash as the basic needs in the family were 
catered for by the state through a ration card system and all costs for 
housing was free of charge. With the new market economy 
everything became more individualised and expensive. We had to pay 
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for water and electricity for our government houses and at work 
educators started to use their working time for private activities to 
gain more money for the extended costs of living. The opening up of 
the country for donor projects from the West, meant that 
government employees got opportunities to work for donors and gain 
financially, especially if they were good in English. Therefore, many 
government employees entered English language courses to improve 
their language skills as a way to improve their financial situation, 
even though in most cases they also had to pay the fees for these 
courses themselves. Many also started small business activities as it 
became allowed to do that beside the ordinary work for the 
government. It could be to produce and sell products for the local 
market like fishing nets, baskets, traditional clothing, fruits, and 
vegetables. Others left the public sector and started private 
enterprises. Fees were also introduced in the public health and 
education sectors. The economic demands even developed alternative 
and sometimes corrupt ways by few individuals to gain economically. 
For example, it happened at a few occasions that a teacher organised 
extra classes for students who were failed purposely by the same 
teacher.  

We will now look at the general policy situation as it has been played 
out globally by the international donor community since 1990, when 
the EFA policy was introduced.  

The global EFA doctrine 

The EFA policy was introduced in 1990 at the international donor 
conference at Jomtien, Thailand. Since then, the United Nations 
Educational, Scientific and Cultural Organisation (UNESCO) leads 
the global EFA movement, according to its own website6 and the aim 
is to meet the learning needs of all children, youth and adults by 
2015, expressed through six internationally agreed goals, spelled out 
as follows: 

• Goal 1. Expanding and improving comprehensive early 
childhood care and education, especially for the most 
vulnerable and disadvantaged children. 

                                                      
6 www.unesco.org/en/efa-goals/ 
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• Goal 2. Ensuring that by 2015 all children, particularly girls, 
children in difficult circumstances and those belonging to 
ethnic minorities, have access to, and complete, free and 
compulsory primary education of good quality. 

• Goal 3. Ensuring that the learning need of all young people 
and adults are met through equitable access to appropriate 
learning and life-skills programmes. 

• Goal 4. Achieving a 50 per cent improvement in levels of adult 
literacy by 2015, especially for women, and equitable access to 
basic and continuing education for all adults.  

• Goal 5. Eliminating gender disparities in primary and 
secondary education by 2005, and achieving gender equality in 
education by 2015, with a focus on ensuring girls’ full and 
equal access to and achievement in basic education of good 
quality. 

• Goal 6. Improving all aspects of the quality of education and 
ensuring excellence of all so that recognised and measurable 
learning outcomes are achieved by all, especially in literacy, 
numeracy and essential life skills. 
 

The EFA policy soon became the overarching and unquestioned 
approach for education reforms in third world countries worldwide. 
As such it has developed into an educational doctrine, the EFA 
doctrine, to which all countries have to submit when they need 
financial support from the international donor community.  

Countries that accept the EFA doctrine are requested to work 
towards the six EFA goals, but also to accept the way the 
international community, through the UNESCO monitoring teams, 
is evaluating progress. The six humanistic goals of this doctrine are 
difficult to question in the form they are presented as undisputable 
ambitions beyond their optimism of what is possible to achieve 
within the given time span. However, we find the monitoring more 
problematic as it is influenced foremost by neoliberal financial 
perspectives. According to Hill (2006) the neoliberal perspectives 
transform the view on education from a human right to a ‘free 
choice’ according to market logics and introduce surveillance systems 
both through intensive testing and extended managerial powers over 
educational institutions. He further states that: 
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Internationally, liberalisation of schooling and higher education, 
and other education sectors, has been taken up voluntarily, or 
been forced upon governments through the influence of the world 
regime of neo-liberal capitalist organisations such as the World 
Bank, the International Monetary Fund, OECD, international 
trade regimes [...] (Hill, 2006, p. 7). 

The neoliberal perspectives enter the EFA doctrine and influence the 
view on one of its key concepts, quality education, and reduce it to 
measurable outcomes or products following behaviourist and market 
approaches (UNESCO, 2004). This corrupts the concept of 
knowledge which is made equivalent to information through the 
emphasis on new technologies that serve web-based information with 
the consequence that “what is regarded as the important knowledge is 
likely to become more technical and less humanistic and critical” 
(Samoff, 2007, p. 61). Furthermore, “what emerges most clearly is 
the broad adoption of a common framework for describing, 
categorizing, analyzing, and assessing education” (Samoff, 2007, p. 
55), combined under the umbrella of the EFA global monitoring 
reports.  

In parallel with the EFA doctrine there has been an impact on 
education policies worldwide from neoliberal ideas such as those 
expressed in the Washington Consensus mentioned above. This 
development has coincided with the disintegration of the Eastern 
bloc of which Lao PDR was an integrated part. Furthermore, it has 
meant a shift of power in the international field of policy formation 
towards a situation where the World Bank and its affiliated 
organisations WTO and IMF have taken over the lead in the 
education sector from the United Nations and its sister organisations 
like UNESCO, even though the latter remains an operative front to 
guarantee the humanistic public image. This shift in power position 
has meant that World Bank perspectives, generally influenced by 
economic and market ideas, have become more prominent or been 
taken for granted as necessary not only in the field of economics but 
also in the field of education. The more humanistic perspectives 
represented by the United Nation and its organisations have become 
second order and used mainly as discursive fronts for the more 
market oriented perspectives of the World Bank (Dahlström, 2009). 
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Tamatea (2005) has analysed the Dakar Framework, which is a 
reaffirmation of the EFA doctrine according to UNESCO (2000) 
and points to its position as a matrix-like paradigmatic power 
perspective that forces us to accept it as representing reality. Tamatea 
(2005, p. 329) points to the doublespeak and ambivalence of the 
EFA doctrine and asks how the EFA doctrine can continue the “use 
of a liberal-humanist human rights focused discourse in ‘the same 
breadth’ as a neo-liberal discourse and not read as complete 
nonsense?” His own answer is found in the western modernity’s 
historical wish to control ‘the Other’, in this case the Third World, in 
an era where economy reign through neoliberalism and where control 
is exercised through definitions that constitute the meaning of 
Quality, Transparency, and Accountability, and how they are 
materialised. A lengthy quote concludes Tamatea’s viewpoint on the 
EFA doctrine. 

Having constructed the Other as in need of help, Europe set about 
through the use of the very strategies which defined its world as 
developed, and the Other’s as ‘primitive’, to implement its 
particular vision of the good. That this often did not extend to 
granting the Other equal human rights to those granted to 
Europeans at home by liberal-humanism, revealed the very 
ambivalence within modern liberal humanism itself. This of 
course is not to say that the Framework does not intend to extend 
universal human rights through education systems developed in 
the recipient nations. Rather it is in relation to this granting of 
rights, as an expressed intention of the Framework, that we need 
to be aware of how ambivalence permits the Framework to deploy 
what seem to be two contradictory discourses, which together may 
facilitate other ends. (Tamatea, 2005, p. 330) 

Lao PDR as a recipient nation of donor perspectives, donor funds, 
donor project activities, donor monitoring, and donor evaluations is 
heavily influenced by the EFA-doctrine as the overarching idea in the 
globalisation of education and student-centred education as a 
worldwide part of this doctrine. 

Student-centred education - global variations of western modernity? 

Student-centred education became an important concept in Lao 
PDR in the beginning of 1990s soon after the introduction of the 
EFA doctrine. At an early stage student-centred education was 
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referred to as ‘the new methodology’ or ‘the five-pointed star’ 
(Bounyasone et al, 2006). This indicates that student-centred 
education has a tendency to find its own way wherever it is found on 
national grounds. Student-centred education is described in a 
document produced as part of a donor project in Lao PDR (Teacher 
Training Department, 2002:3) and it is of the few available in Lao 
PDR where student-centred education is presented in some detail.  

Firstly, under the title ‘What is learner centred teaching and 
learning?’ a ten point summary is presented focusing on the learner’s 
needs from the perspectives of teaching, teacher, and learners. These 
points address teaching that suit the learners and help learners learn 
successfully, teaching that is relevant to learner’s experience and 
situation, recognise individual differences, and are planned according 
to the interests of the learners. Furthermore, teachers should be able 
to use the learner’s environment in their teaching and encourage 
learners to use their experience in their learning. Learners in learner-
centred teaching and learning are actively involved in their learning; 
they relate new learning to previous knowledge, they express ideas in 
their own ways, and they learn for understanding and not only for 
memorising.  

Secondly, learner-centred teaching is contrasted to teacher-centred 
teaching in a total of 19 aspects of which the majority is about the 
teacher’s behaviour. Educators are advised to use this ‘checklist’ in 
their own teaching. Teachers’ role and behaviour in learner-centred 
teaching are addressed at a general philosophical level such as the 
teacher’s many roles as animator, facilitator, instructor, and monitor; 
the teacher’s encouragement of learners to think for themselves and 
to contribute with ideas; the teacher’s use of ‘incorrect’ answers and 
learning ‘mistakes’ as steps towards broader learning; and that the 
teacher opens up for learners’ reactions and ideas to influence the 
learning process in the lessons. Other descriptors of the teacher’s role 
and behaviour are on a more specific behavioural and technical level 
such as the teacher moves around the classroom; the teacher’s voice is 
warm and encouraging; the teacher uses a variety of questions; the 
teacher uses a variety of teaching aids of which the blackboard is one; 
the teacher uses ideas and objects from the environment as a 
supplement to the textbook; the teacher uses different types of 
groupings such as mixed-ability groups and strict ability grouping; 
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and uses different types of evaluations during the stages of a lesson 
and to evaluate learning outcomes at the end of a lesson.  

The list of references used in the document shows that many of the 
ideas are related to experiences and documentation in Australia, 
England, and the United States. 

The local variations of student-centred or learner-centred education, 
and how these variations are apprehended and analysed are shown by 
the following examples from Namibia, Botswana, and Mongolia.  

In Namibia, a country that gained its independence in 1990 after 
years of occupation by the South African apartheid regime, learner-
centred education became part of the national reform efforts to 
replace the racist apartheid education system with a democratic 
system, according to Dahlström (2002). The general policy 
document for the education sector after independence described 
learner-centred education in the following way:  

• The starting point is the learners’ existing knowledge, skills, 
interests and understanding, derived from previous experience 
in and out of school; 

• The natural curiosity and eagerness of all young people to learn 
to investigate and to make sense of a widening world must be 
nourished and encouraged by challenging and meaningful 
tasks; 

• The learners’ perspective needs to be appreciated and 
considered in the work of the school; 

• Learners should be empowered to think and take responsibility 
not only for their own, but also for one another’s learning and 
total development; and 

• Learners should be involved as partners in, rather than receivers 
of, educational growth (Ministry of Education, 1993, p. 60). 
 

However, there was an influence from child-centred education on the 
conceptions and practices of learner-centred education in Namibia, as 
described by van Harmelen (1998). This influence at times distanced 
learner-centred education from its basis exemplified by the above 
statements of what learner-centred education could be. Instead, parts 
of behavioural understandings associated with the child-centred 
traditions of stage theories and their similarities to the previous 
apartheid ideology were adopted. Nyambe (1996) refers to three 
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different understandings of learner-centred education amongst 
educators and students involved in teacher education in Namibia. 
These are learner-centred education as democratisation; learner-
centred education as challenges for the previous authoritarian system; 
or learner-centred education as collaborative work or group work 
during lessons (referred to by Dahlström, 2002). 

Dahlström’s (2002) analysis is based on a Gramscian perspective 
including concepts like hegemony and counter-hegemony, traditional 
and organic intellectuals, common and good sense. His analysis of 
the post-independence teacher education reform in Namibia states 
that the intellectual war of position created many transpositions or 
redefinitions of concepts and practices. In that sense, learner-centred 
education became defined as group work, and “that you only needed 
to organise the learners in groups to accomplish learner-centred 
education” (Dahlström, 2002, p. 252).  

Tabulawa (2003) looks at learner-centred pedagogy from a critical 
world systems approach with examples from Botswana. Tabulawa 
claims that learned-centred pedagogy is not value-neutral but has its 
social, epistemological and philosophical foundation in western 
thinking concerned with individualism, modernisation, 
neoliberalism, and liberal democracy. However, this foundation is 
often not recognised as its implementation is informed by a technical 
rationality that is presented as value-free. This explains, according to 
Tabulawa, why learner-centred pedagogy is often presented as a one-
size-fits-all approach as “a universal pedagogy, one that works with 
equal effectiveness irrespective of the context. It is this technicist view 
of the pedagogy that masks its ideological/political nature” 
(Tabulawa, 2003, p. 9). 

Tabulawa looked at a specific donor project financed by the USAID, 
called Primary Education Improvement Project (PEIP) that during 
its period of existence (1981-1991) had as its goal to improve quality, 
relevance, and effectiveness through the introduction of learner-
centred education. He found that the official goal and the means 
through which the goal was supposed to be reached, learner-centred 
pedagogy, actually operated as a machinery to promote the 
undercurrents in the agenda of the donor agencies namely to spread 
the values associated with liberal democracy. The destructive effects 
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of the project could be seen in its erosion of traditional modes of 
thought and the promotion of dispositions suitable for liberal 
democracy and neoliberalism (Tabulawa, 2003). 

Our third example of the introduction of student-centred education 
comes from a place with many similarities with Lao PDR, namely 
Mongolia, a country that also was part of the previous socialist bloc. 
Steiner-Khamsi and Stolpe (2006) writes about student-centred 
learning from a comparative globalisation perspective focusing on 
educational import and modification. Their findings are best 
summarised in the following quotation:  

After a decade of experimentation with Western style teaching 
methods, there is a proliferation of Mongolian variants, or hybrids 
of student-centred learning, that all have one feature in common: 
the imported teaching methods are recontextualized in ways that 
suit the hierarchical order in the Mongolian classroom (Khamsi 
& Stolpe, 2006, p 113). 

The authors acknowledge the wide gap between the status of a 
teacher and that of the students. They further claim that pyramidal 
structures of socialist life are still replicated in the classroom, where 
the class monitor fills the space between the teacher and students and 
act like assistant teacher. The class monitors are in most cases female 
students selected from the group of best students in class. The 
hierarchical setting includes the class monitor with a general 
responsibility as an assistant teacher, task monitors for certain tasks 
like hygiene and cleaning, and line or group monitors responsible for 
academic and disciplinary issues. The authors’ findings from 
classroom observations show that it is the different monitors who 
participate in classroom communication with the teacher for example 
in connections with reports from group work. While group work 
increased communication between students, most activities remained 
led by the teachers. Steiner-Khamsi and Stolpe also reports that the 
class monitor system is blamed for the so called darga-mentality 
(‘leader-mentality’) which create passivity, lack of critical thinking, 
and blind obedience, with the effect that when students finish school 
they still rely on the leader who decides on their behaviour.  

There was already an institution of modern schooling in place by 
the time structural adjustment policies and other educational 
reforms were transferred to Mongolia. Starting in 1990, the 
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existing institution was not simply replaced by travelling policies 
and practices that had landed in Mongolia, but rather global 
reforms were interpreted and adapted to suit the Mongolian 
institution of schooling. In the same vein, the imported pedagogy 
of student-centred learning was Mongolized in ways that reflect 
the hierarchical social structure in the Mongolian institution of 
schooling (Khamsi & Stolpe, 2006, p. 129). 

The different examples of the introduction of student-centred 
education presented in this part of the chapter point to important 
aspects of transpositions as a result of power struggles in the case of 
Namibia, impositions of alien cultural aspects as well as destructions 
of local inhabitations in the case of Botswana, and adaptations to the 
established common sense in Mongolia. Our own analysis in chapter 
V will show whether similar processes have been present during the 
introduction of action research in Lao PDR. 

The introduction of action research in Lao PDR was often motivated 
as a means to forward student-centred education in the country. 
Therefore, we will now turn to the concept of action research with 
the aim to identify its theoretical background as an important aspect 
for our coming analysis of its introduction in Lao PDR. 

International legacies of action research 

The action research concept is often traced back to the American 
social psychologist Kurt Lewin and his work in the 1940s (Carr & 
Kemmis, 1986; Elliott, 1991; McGlinn Manfra, 2009). Smith (1996; 
2001, 2007, p.2) quotes Lewin, who expressed his views like this: 

The research needed for social practice can best be characterized as 
research for social management or social engineering. It is a type 
of action-research, a comparative research on the conditions and 
effects of various forms of social action, and research leading to 
social action. Research that produces nothing but books will not 
suffice.  

Today’s educational scholars and action researchers would probably 
not define or express the aim of action research in the same way as 
Lewin, even though sympathetic to his intention of social action. For 
example, Elliott (1991, p. 49) says: 

The fundamental aim of action research is to improve practice 
rather than to produce knowledge. The production and 
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utilization of knowledge is subordinate to, and conditioned by, 
this fundamental aim [...]. The improvement of practice consists 
of realizing those values which constitute its ends, e.g. [...] 
‘education’ for teaching [...]. Such ends are not simply manifested 
in the outcomes of a practice. They are also manifested as intrinsic 
qualities of the practices themselves.  

Carr & Kemmis (1986, p. 162) say that action research is a form of 
self-reflective inquiry by participants in social situations. They further 
claim that the aim is to improve the rationality and justice of 
practices, the understanding of these practices, and the situation in 
which the practices are carried out. Carr & Kemmis (1986, p. 164-
165) also refer to an edited definition of educational action research 
from a seminar at Deakin University: 

Educational action research is a term used to describe a family of 
activities in curriculum development, professional development, 
school improvement programs, and system planning and policy 
development. These activities have in common the identification 
of strategies of planned action which are implemented, and then 
systematically submitted to observation, reflection and change. 
Participants in the action being considered are integrally involved 
in all of these activities. 

Noffke (1995, pp. 2-5) addresses the history of action research, 
especially in the United States and claims that “an understanding of 
action research that transcends the traditional divisions between 
practitioners and scholars are needed”. Noffke emphasises the process 
of action research as a way to identify contradictions, “which, in turn, 
help to locate spaces for ethically defensible, politically strategic 
actions” to further more democratic schooling towards social justice. 
Action research “is about taking everyday things in the life of 
education and unpacking them for their historical and ideological 
baggage”. 

In their elaboration of action research as a critical educational science 
Carr and Kemmis concluded already in 1980s that teachers need to 
organise themselves to support and protect their professional work in 
times of increasing bureaucratic management of education: 

Moreover, if the central aim of education is the critical 
transmission, interpretation and development of the cultural 
traditions of our society, then the need for a form of research 
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which focuses its energies and resources on the policies, processes 
and practices by which this aim is pursued is obvious as well. 
Emancipatory action research, as a form of critical educational 
science, provides a means by which the teaching profession and 
educational research can be reformulated so as to meet these ends 
(Carr & Kemmis, 1996, p. 224). 

Lewin presented action research as a cyclic process including 
planning, fact-finding, and execution (Carr & Kemmis, 1986). The 
cyclic process has since then been a strong aspect of action research 
both as an educational idea and a practice. The cyclic aspect of action 
research is also recognised in the instructional material for action 
research in Lao PDR (see chapter IV). However, Smith (1996; 2001, 
2007) points to the danger with the sequential form of the action 
research cycle as it might open up to dogmatic interpretations that 
can lead to practices that are ‘correct’ rather than ‘good’ and to 
minimal emphasis on analysis. According to McTaggart (1996) it is a 
mistake to believe that to follow the action research cycle is all that is 
needed for doing action research, as action research is neither a 
method nor a procedure for research but rather an investigative 
commitment towards developmental aspects of educational practice.  

After Lewin’s introduction of the concept and practice of action 
research it suffered a decline in the US in the 1960s mainly due to its 
association with radical political activism, according to Smith (1996; 
2001, 2007). While action research declined in the US it started to 
develop in the United Kingdom as part of what was called the teacher 
as researcher movement and curriculum reform projects financed by 
the state (Elliott, 1991). Since then action research has become an 
important global factor in education, even though carried out in 
different ways and for different purposes. 

Kemmis and Grundy (1997) claim that Australian educational action 
research emerge differently compared to the British, continental 
European, North American versions. The British model was less 
strategically oriented and less politically aware. It fostered 
interpretations rather than critical perspectives. The European shared 
the critical aspects with the Australian model, but was less practical, 
while American action research focused a more teacher-oriented 
model. Kemmis and Grundy (1997) use Habermas’ tension between 
system and lifeworld in their analysis of action research in a major 
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action research project in Australia, called the Innovative Links 
Project. If Habermas conceptions are transferred to the educational 
field, the main parallel is an interconnection between the educational 
system (school administration and work organisation) and the 
lifeworld of teachers and students (the teaching and learning 
processes) that affects the possibilities and constraints to carry out 
action research in school settings. Kemmis and Grundy (1997, p. 46) 
conclude, “a new centralism is emerging in Australian educational 
planning and administration which is rooted in opposition to the 
kind of collaborative, devolved processes characteristic of action 
research”.  

Diniz-Pereira (2002, p. 374), who uses the concept teacher research 
as equivalent to action research, argues “teacher research, as an 
international movement, has the potential to become a counter-
hegemonic strategy to construct critical teacher education approaches 
in a globalised world”. Diniz-Pereira places action research within a 
framework of different approaches to teacher education, a type of 
framework that also has been used by scholars like Carr and Kemmis 
(1986), Liston and Zeichner (1991) and Elliott (1993), even though 
with different labelling. In principle, such frameworks contain three 
main types of approaches to teacher education, each with its typical 
characterisations of the field. Diniz-Pereira outlines these approaches 
as grounded in technical, practical, and critical rationalities. In 
principle, action research as international and globally applied 
practices follows these rationalities.  

Technical approaches in teacher education and action research 

Most teacher education programmes have been constructed along 
traditions of technical approaches, according to Darling-Hammond 
and Cobb (1995). Technical approaches are characterised by the idea 
that teacher education is about the transmission of theories and 
abstract templates of practice to student teachers. Teaching is the 
transformation of abstractions presented during training to the 
practical field. Technical approaches are grounded in the belief that 
teaching and learning are neutral and value-free (objective) activities, 
whose true (conservative) values remain if treated as such in teacher 
education. Diniz-Pereira claims that international financial 
institutions like the World Bank promotes programmes and action 
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research that follow these approaches, especially relevant for countries 
like Lao PDR that depend on international donor finance. Similarly, 
countries that follow the surveillance machinery of PISA7 in the 
Global North and the quality-transparency-accountability triad of the 
EFA doctrine in the Global South are conditioned to technical 
rationalities to be able to cope with external neoliberal demands and 
evaluations (Dahlström, 2009). Action research, according to a 
technical approach, is carried out by following the steps in the cyclic 
process. 

Practical approaches in teacher education and action research 

Approaches within this realm are often based on the work of John 
Dewey and ideas about practical rationalities and practical knowledge 
(see for example Dewey, 1944). These approaches have often been a 
reaction against the hegemony of conservative approaches of 
technical rationalities. Practical approaches acknowledge that 
practical wisdom is not emanating from theoretical and abstract 
information but from the understanding of the intrinsic complexity 
of educational practice itself to which theoretical understanding can 
be attached on a supportive level. Practical approaches also support a 
sense of professional autonomy that encourage self-reflections 
following Schön’s idea of ‘reflection-in-action’ (Schön, 1983). 
Practical rationalities have recently been appropriated by 
international organisations like the World Bank as a way to maintain 
control over teacher education globally, according to Diniz-Pereira 
(2002). Action researchers that follow practical approaches 
concentrate their efforts on solving teaching and learning problems in 
classrooms. 

Critical approaches in teacher education and action research 

According to Diniz-Pereira (2002) critical approaches in teacher 
education are rare today both on national and global levels as they are 
counter-hegemonic and seldom supported by the powerful structures 
in societies that follow neoliberal market logics. Critical approaches 
look beyond the classrooms into the historical and prevailing social 
fabrics as a way to contextualise educational activities and to intersect 

                                                      
7 Program for International Student Assessment.  
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them with social structures. Critical approaches make education 
‘problematic’ in the sense that they attempt to disclose education 
structures and practices that are grounded in ideas that have been 
purposely obscured or made tentatively invisible by what is taken for 
granted. Critical rationalities aim at changed practices not only in the 
classrooms, but beyond the classrooms towards social justice, 
transgression beyond social and intellectual boundaries, and 
emancipative community development. Diniz-Pereira (2002, p. 384) 
urges educators to distinguish between action research approaches co-
opted by international organisations like the World Bank that follow 
technical rationalities from “the critical approaches, which are 
strategically oriented and politically aware”. Action researchers within 
the critical domain combine a focus on the teaching and learning 
processes with critical situational and contextual understanding as a 
way towards empowerment and critical consciousness, similar to a 
critical pedagogy of place (Gruenewald, 2003). Another example is 
the Critical Practitioner Inquiry approach developed from 
experiences within the liberation struggle in Southern Africa and 
carried over to national teacher education reforms and staff 
development programmes in Namibia and Ethiopia (Dahlström, 
2006).  

One of the few available academic articles about action research in 
Lao PDR is written by Stephens (2007). This article is based on the 
author’s involvement with the first phase of the Participatory Action 
Research (PAR) project in 2000 and points to two critical questions 
that are highly relevant for our own perspective on educational 
development in Lao PDR. The first question is an epistemological 
and ideological issue related to relationships between knowledge and 
power, tradition and modernity. Stephens (2007, p. 203) asks:  

What happens when you introduce a research approach that has 
as its overt agenda one of change and democratic involvement of 
practitioners into a culture hierarchically ordered and growing 
out of political and religious traditions of obedience and 
consensus?  

The second question is related to communal and individual aspects of 
development and self-reflection within the research process, which 
Stephens (2007, p. 2003) characterises as follows: 
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Central to PAR is the development of practices that encourage self-
reflection, self-evaluation, and the belief that the change process 
can be owned by the practitioners involved in the research 
activity. Within a Laotian culture predominantly influenced by 
Buddhism (where no-self is to be attained) and a political 
environment characterised by a culture of centralism and 
authoritarianism, questions arise as to the extent to which the 
culture and individuals working within it can adapt and be 
adaptable towards a very different approach to the solving of 
educational problems.  

These questions are also close to our inquiry into action research in 
Lao PDR. We will return to these questions in connection with our 
analysis in the last chapter. 

Action research can be many different things, according to the above. 
At one end, it can be seen as a technique to develop practice 
according to some predefined goals and at the other end it can be 
seen as a broad way to look at education with the intention to create 
emancipation within education and beyond as part of 
cosmopolitanism. 

Legacies and regimes of influences - a beginning of a theoretical 
foundation 

The arena for action research in Lao PDR is our research field. This 
arena is an intersection between the local and the global as is the case 
for education reform in most countries in our globalised world, 
according to Arnove (2007). Such arenas become more problematic 
in cases where it is also heavily influenced by the international donor 
community. Therefore, the general legacies and influences of 
globalisations and donors as well as the more specific ones of 
international and educational action research that we have painted on 
the previous pages in this chapter, constitute both a background for 
and a mapping of players on the reform arena for action research.  

The introduction, perceptions, practices, possibilities and constraints 
of action research in Lao PDR will be analysed as an intersection 
between the local and the global. In this intersection we acknowledge 
the power of global forces as they have been played out through 
donor activities. At the same time we also recognise the agency of 
local actors; that is the power of local actors to influence practice, 
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especially at the level of practitioners who we call re-constructors, but 
also at the level of local policy ‘carriers’ who we call constructors. 
These forces meet at what we call the reform arena for action 
research, but enter at different positions - from outside or inside - on 
the arena, and receive different positional powers in relation to 
policy, conceptions, and practices. 

Our theoretical perspective is grounded in global policy studies that 
also can be related to the transfers of educational policies within a 
critical perspective that acknowledges context and cultural bounded 
characteristics of education systems (Steiner-Khamsi, 2000). 
Furthermore, the local context influences the global transfers so that 
the practical outcomes turn out differently and by that it might 
obscure the global influences if observed from a comparative 
perspective (Dahlström, 2009; Steensen, 2006). 

To start with, we have realised that the relation between educational 
policy texts and practice is not as straight forward as policy writers or 
educational bureaucrats state. The road from the written policy 
document through instructional material, local contexts, 
practitioners’ interpretations, and students’ reactions at the receiving 
end is often messy, contains revisits, regressions, and re-
considerations, and is far from one-way and linear (Rizvi & Lingard, 
2010). It is in these complex situations of uncertainties created in the 
intersection between the local and the global that new interpretations 
can be done.  

Hidden policy ensembles 

Educational policy texts are part of broader discourses combining 
collections of related policies that Ball (2006) calls policy ensembles. 
These policy ensembles “exercise power through a production of 
‘truth’ and ‘knowledge’, as discourses” and “we do not speak a 
discourse, it speaks to us”, according to Ball (2006, p. 48). Ball 
(2006, p. 50) continues: 

A neglect of the general is most common in single-focus studies 
which take one change or one policy text and attempt to 
determine its impact. Taken in this way the specific effects of a 
specific policy may be limited but the general effects of ensembles 
of policies of different kinds may be of considerable significance 
[...]. 
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For example, the introduction of action research is an integrated part 
of the new education policy in Lao PDR, which is based on the EFA 
doctrine as a combination of policies expressed through the six 
official EFA goals and reaffirmed by the Dakar Framework, which in 
turn are related to the eight Millennium Goals (United Nations, 
2010). Further on, the EFA and Millennium goals are framed within 
an economic modernisation paradigm for development that emanates 
from western discourses. Such clusters of policy ensembles exercise 
power through a production of discursive meaning, knowledge, and 
truth that are included in the taken for granted, not least because of 
their networking effects that create an image of omnipresence. The 
productive aspects of discourses are important, especially in a country 
like Lao PDR, where the policy texts and discourses are influenced by 
the international donor communities that act as de-contextualised 
enclaves and extensions of western power and interest. These policy 
ensembles are not confined to national arenas but operate globally 
beyond national borders. This contributes to what we call a hidden 
policy ensemble situation through which the global doctrines operate. 
We call it hidden, because policy ensembles that have their 
foundations in alien cultures and thinking are not openly spoken of 
or integrated at the reform arenas beyond their taken for granted 
contribution to the development discourse in the modernisation 
paradigm. This alienation of policy ensembles influence the reform 
arenas and how new policies, like action research, are understood and 
practised in the local.  

The hidden policy ensembles operate in a similar way as common 
sense does for Gramsci (1971). Gramsci makes a distinction between 
common sense and good sense. Common sense is the collections of 
understandings in a society that have become taken for granted as an 
effect of hegemonic powers and repetitions. The interests of the 
powerful in a society have become legitimate and unquestioned in 
this way. The similarity between hidden policy ensembles and 
common sense is that they both obscure the underlying interests. 

Policy backlashes 

All societies have legacies of influences that are formed through 
history. Such legacies are manifested in different ways through official 
discourses, acceptable conceptions, and expected practices expressed 
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through the political and social webs of societies. The regimes of 
influences are more complex in societies like Lao PDR that have gone 
through periods of colonial rule and liberation struggles, and that 
today are facing new situations when they as still officially socialist 
one-party states are transformed through what is commonly called 
globalisation and the introduction of so-called open market 
ideologies from the capitalist world.  

Regimes of influences in a society are not only confined to the field 
of politics and economy. Regimes of influences also set parameters 
for the educational field. This is most obvious in the way that broad 
objectives of education are formulated in a given society and during a 
given era; and in our case exemplified by the different periods of 
influences described in chapter I. However, regimes of influences are 
not confined to their officially hegemonic eras, but operate also as 
conceptual and practical remnants during later eras and might even 
be reborn on the discursive levels through renaming, when old ideas 
are dressed in new cloths. In this respect we rely on a theory 
developed by Asplund (1979) and referred to by Dahlström (2002). 
This theory looks at discourses, conceptions, and practices and their 
historical and social relations. Asplund’s notion is that discourses 
change quickly and continuously, conceptions are firm and difficult 
to change, while practices are solid and almost constant. If we apply 
this theory on educational reform that in most cases aims at practical 
changes we might be able to understand and explain some of the 
problems with educational reform and change. When a new policy is 
introduced at the discursive level, through new policy documents and 
instructional material, we can expect that practitioners’ 
understandings of the ideas are influenced by previous conceptions. 
Therefore new policy is understood in a way that is adapted to 
previous regimes of influences with the consequence that practices 
might remain more or less intact, but eventually talked about and 
described in new ways according to the official discourse. This delay, 
reinterpretation or mismatch in the discourse-conception-practice 
process of change is problematic in all reform efforts and might at 
times create a policy backlash due to previous experiences and 
practices, unless the reform process itself is carried out in holistic 
ways that allow enough time and space for practitioners’ 
involvement. However, policy backlashes need not to be perceived in 
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negative ways as returns to old practices of social transformations. 
They can also be interpreted as effects of local agency, processes of 
meaning making, or ways of development that builds on cross-
cultural dialogues following Santos (2002) that in turn can develop 
into new forms of practices in the future.  

Perspectives emanating from a cross-cultural dialogue 

Based on the above we ask ourselves if it is possible to identify and 
develop aspects of action research and other practices that are 
contextually sensitive to the social, cultural and political situation as 
it has developed in Lao PDR? From such a perspective it might be 
possible to consider an approach that Santos (2002) has called 
‘diatopical hermeneutics’ as a form of progressive multi-culturalism 
building on cross-cultural dialogue. An application of a cross-cultural 
dialogue will address forgotten, non-inclusive, or marginalised 
contributions from different historical and cultural locations that 
have had an impact on education in Lao PDR as a way to broaden 
the base for education in the future.  

By pointing to such contributions we want to identify transformative 
possibilities towards a cosmopolitan emancipation from below. We 
will search for such contributions from action research inspired by 
Buddhist thinking and its relation to aspects of progressive action 
research from the west and the south, alternative education in France, 
as well as experimental education from the early years of the socialist 
revolution in Russia. These and other contributions will merge into 
our theoretical foundation as a basis for a tentative vision for the 
future. 

Mindfulness, connectedness, and impermanence 

Our cross-cultural dialogue starts in a Buddhist perspective on action 
research presented by Chuaprapasilp (1997) and Winter (2003). A 
Buddhist perspective has relevance for Lao PDR where the majority 
of people confess to Buddhism. Chuaprapasilp looks at the Buddhist 
concept of mindfulness (Lao: satee) and its central position for the 
creation of wisdom. Mindfulness is related to the ability to think 
carefully in advance and to read the social and situational context 
before acting. Mindfulness can in this respect be compared to the 
emancipatory action research that Carr and Kemmis (1986, pp. 203-
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204) support and the concept of critical consciousness from Freire 
(1973) that became part of the foundation for the participatory 
action research movement in Brazil (Diniz-Pereira, 2002). Further 
on, we may acknowledge that mindfulness as an integrated part of 
critical action research has the power to unpack the taken for granted 
factors that influence educational practice and to reconstruct an 
emancipatory practice beyond what Marxist philosophy calls a false 
consciousness (Chuaprapasilp, 1997; Phomvihane, 1997). 

Winter (2003) reminds us that rationales for action research draw on 
a variety of western intellectual traditions, such as Marxism, critical 
social theory, postmodernism, phenomenology, organisational 
relationships theory, and reflective practice. He furthers the idea that 
action research principles can be “illuminated and informed by 
analogies, and parallels with the complex synthesis of philosophy, 
psychology, ethics and moral practice represented by Buddhism” 
(Winter, 2003, p. 142). Winter (2003, p. 146) relates his analysis 
also to the dialectical process of critical action research as expressed 
by Carr and Kemmis (1986) and brings it further as “a general theory 
about the nature of the social world and how we understand it” that 
“may be summarised as three basic proposition” with relevance to 
critical action research. The propositions are: all phenomena are 
changing; all phenomena are connected to each other; and all 
phenomena are complex and made up of contradictory elements. 
These propositions are close to the doctrines of change and 
impermanence in Buddhism, according to Winter (2003). 
Furthermore, the collaborative and critical companionship of action 
research places it beyond competition and within the sphere of the 
Buddhist doctrine of harmonious speech. 

Meaningful learning and production 

Another contribution to a cross-cultural dialogue comes from France, 
the former colonial power in Lao PDR, and an alternative 
educational movement that started in the 1920s by the French 
Celestin Freinet and from whom the so called Freinet movement - 
the collective of modern schooling-emerged also beyond the borders 
of France, but never to Lao PDR. The pedagogy of this movement is 
characterised by a focus on meaningful learning with a purpose, that 
learning activities are geared towards authentic communication, and 
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understandings that are grounded in the local community. Many of 
the innovations that Freinet initiated are today integrated in common 
educational practices in the west, but often without the ‘Freinet-label’ 
and its consistency. This is the case for the collective production of 
texts as part of language learning and communication; the printing of 
student-produced texts for communicative purposes; the production 
of students’ free texts; the combination of physical and mental 
‘labour’ as part of education; students’ own planning; individual as 
well as collective work; and the transformation of traditional subject 
learning for example in Maths, Social Sciences, and Arts through 
students’ own investigations in the environment. A learning 
curriculum that follows the Freinet pedagogy is often thematic and 
includes time that students have to plan individually and in groups 
on a weekly basis. The individual planning also includes more 
systematic exercises, when students practice certain skills that often 
are organised according to sets of work sheets that students have to 
attend to as part of their personal commitments. The so-called 
‘working library’ is another resource for individual and collective 
work that is composed by a number of teacher-made pamphlets for a 
range of topics that initially are based on students’ individual 
interests. The pamphlets in the working library are shared between 
teachers as is the case with many products within the Freinet 
movement. Evaluations of student progress is an important aspects of 
the Freinet pedagogy even though organised mainly through a 
combination of self-evaluations organised and documented by the 
students, the teacher’s individual advice when difficulties arise, and 
the utilisation self-corrective material (Castle  Wustenberg, 1979; 
Legrand, 2000). 

The International Federation of the Movements of the Modern 
School (FIMEM) is an organisation composed by fifty-six (56) 
national organisations for Freinet pedagogy, meaning that the 
educational philosophy that the collective of modern schooling is 
built on has a global representation8. In global times of “unreasonable 
exploitation of the world’s natural and human capital for the sake of 
instant gratification and to assuage the thirst for property and power” 

                                                      
8 See http://www.fimem-freinet.org/aire-essais-fr.  
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Legrand (2000, p. 12) points to the need for a living education that 
can create a universal awareness and a revitalisation of fundamental 
“basic values of love for others and love of nature, as against love of 
property and power”. The type of education that Freinet once started 
has today, according to Legrand, become a necessity as a way to seek 
self-realisation through own activities and experience of living in a 
community, to develop respect for humanity and nature, and to 
advance knowledge in and through co-operation. Legrand (2000, p 
13) concludes:  

All these objectives are in stark contrast, today as in the past, to 
the selective, teacher-centred education that is characteristic of a 
civilization geared to productivity and to the frenzied exploitation 
of nature, and whose only goals are the possession of worldly goods 
and power over people. 

The complex method 

This contribution to a cross-cultural dialogue is from the attempts to 
create a new kind of education after the socialist revolution in Russia 
1917. These first attempts were encouraged by the Minister of 
Education in Soviet Russia, Nadezdha Krupskaya, and headed by 
Stanislav Shatskii, an educator with progressive educational ideas 
with the ambition “to reshape the way children and the village saw 
the world and themselves” (Partlett, 2005, p. 2). The project that 
Shatskii worked on was called the First Experimental Station (FES) 
and comprised a number of provincial schools, kindergarten, regional 
libraries, reading houses, children’s clubs, and a pedagogical centre. 
The approach was a radical strategy for social cultural revolution to 
“alter children’s beliefs, attitudes, values, and norms of behaviour” 
and to “teach children to live” rather than to impart technical 
knowledge or political literacy, according to Partlett (2005, p.4).  

The methodology of FES was similar to the Freinet pedagogy in the 
sense that it combined school learning with the learning to 
understand the outside world. The approach combined three types of 
influences on learning: the natural influences on development from 
entities like light, food, and warmth (nature); the material factors like 
family resources related to economy and housing (labour); and the 
societal influences like norms, habits, and language (society). All 
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school activities were related to the three categories of nature, labour, 
and society and where therefore modularised according to themes.  

This approach, called the ‘complex method’, rejected individual 
subjects (such as history, chemistry, etc) on the grounds that they 
artificially carved up knowledge into separate disciplines. Instead, 
the new approach sought to reveal the interconnectedness of 
knowledge and its relevancy to everyday life by organizing 
knowledge into theme-based modules (Partlett, 2005, p. 5). 

A cross-cultural aspect of Shatksii’s experimental school is related to 
the mutual influences between Soviet education of that time and the 
work of John Dewey in the USA. For example, Shatskii was 
enthusiastic about pragmatism and “by 1910 Shatskii had discovered 
John Dewey’s philosophy and educational theory, perhaps aided by 
the appearance of the first Russian edition of School and Society 
three years earlier” (Engerman, 2006, p. 39). Dewey admired Soviet 
educators such as Shatskii of whom he spoke with enthusiasm to a 
collegiate audience in 1929 after a month-long trip to Russia, 
according to Engerman (2006). However, both Dewey’s enthusiasm 
and Shatksii’s humanistic vision for education disappeared with the 
introduction of Stalinism to which the FESs “humanitarian and 
collaborative system of cultural change was too slow, too pro-peasant, 
and too collaborative. The Party leadership could not tolerate a 
negotiated transformation of the countryside; their ideology preached 
the virtue of rapid, forced change” (Partlett, 2005, p. 22). Shatksii’s 
vision survived for thirteen years, 1919-1932, in the beginning of the 
socialist revolution in Soviet Russia.  

A cross-cultural dialogue that is initiated here from an action research 
perspective that acknowledges Buddhist concepts, the model of 
education that is represented by the Freinet pedagogy, and the 
complex method of Shatskii’s educational vision combining nature, 
labour, and society will be integrated with our theoretical foundation 
and moved forward as influential aspects for a tentative vision for the 
future. 

Critical pedagogy of place 

A critical pedagogy of place as a merger between place-based 
approaches and critical pedagogy is another perspective that can 
contribute to our analysis (Gruenewald, 2003). A critical pedagogy of 
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place offers a framework for educational theory, research, policy and 
practice, according to Gruenewald (2003). It combines the concern 
for the well-being of the social and ecological places people inhabit 
through a contextually sensitive education and a critical pedagogy 
that challenge the taken for granted assumptions in the global 
mainstream. Critical pedagogy of place challenges the assumption 
that “education should mainly support individualistic and 
nationalistic competition in the global economy and that an 
educational competition of winners and losers is in the best interest 
of public life in a diverse society”, according to Gruenewald (2003. p. 
3). 

A critical pedagogy of place is significant for countries like Lao PDR 
as it combines a focus on an ecological re-inhabitation and a cultural 
decolonisation. The re-inhabitation aspect of critical pedagogy of 
place focuses on the place-based ecological and human survival and 
by that it acknowledges diversity and contextually grounded 
knowledge that emerges from the particular attributes of place. This 
is in sharp contrast to the current educational discourses that;  

seek to standardize the experience of students from diverse 
geographical and cultural places so that they may compete in the 
global economy. Such a goal essentially dismisses the idea of place 
as a primary experiential or educational context, displaces it with 
traditional disciplinary content and technological skills, and 
abandons places to the workings of the global market 
(Gruenewald, 2003, p.7). 

Gruenewald refers to writers like Paulo Freire (1975), Henry Giroux 
(1988), Peter McLaren (2003), bell hooks (1992), and others in his 
outline of the theoretical tradition of critical pedagogy and its focus 
on cultural decolonisation. Decolonisation is about the ability to 
“recognise disruption and injury and to address their causes”, and 
“from an educational perspective, it means unlearning much of what 
dominant culture and schooling teaches, and learning more socially 
just and ecologically sustainable ways of being in the world” 
(Gruenewald, 2003, p.9).  

Our assumption is that decolonisation is called for in the global 
world of today as colonisation is not confined to previous eras of 
globalisations, but operates also in the present as neo-colonialism, 
eurocentrism, or ethnocentrism.  
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A critical pedagogy of place expands the scope of educational research 
and theory to social and ecological contexts and has a specific 
demand on practitioner research and action research, according to 
Gruenewald (2003, p.10): 

Classroom-based research on teaching and learning that focus on 
teacher skills and student performances and takes for granted the 
legitimacy of a standards-based paradigm of accountability is 
inadequate to the larger tasks of cultural and ecological analysis 
that reinhabitation and decolonization demand. 

A perspective that includes a critical pedagogy of place will help us to 
identify contextually relevant or irrelevant aspects through the 
concepts of re-inhabitation and decolonisation or their antitheses of 
alienation and colonisation. 

An outline of a theoretical foundation 

The combined forces of influences that we relate to hidden policy 
ensembles, policy backlashes, cross-cultural dialogues, and critical 
pedagogy of place are schematically summarised in Figure 1 below. 

Figure 1 illustrates how the theoretical aspects enter the reform arena 
from different spaces and different times and carry with them 
different legacies and influences. The hidden policy ensembles have 
an outside perspective and are part of the external influences on 
policy and practice that come from donors operating in Lao PDR. 
The policy backlashes come from historical influences in previous 
periods through discourses, conceptions, and practices that are taken 
for granted and affect the present reform efforts; and an interactive 
cross-cultural dialogue that in conjunction with a critical pedagogy of 
place create an inside perspective and looks for possibilities for re-
inhabitation and decolonisation for the future. 
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Figure 1. An outline of a theoretical foundation based on legacies of influences 
related to space and time 

 

This theoretical foundation will be the starting point for the analysis 
of our findings that we present in chapter V and for our elaboration 
of a tentative vision of action research for the future.  

Reflection on our theoretical foundation 

The theoretical foundation that we have introduced in this chapter is 
not only a guide for our future analysis of action research in Lao 
PDR. It also demonstrates our present perspective on the forces that 
influence the educational reform that we study. It also reflects our 
educational journey from being narrowly informed about global 
policy influences to become more knowledgeable about for example 
hidden policy ensembles that operate as neo-colonial forces in 
countries like Lao PDR, which are at the margins of the globalisation 
systems.  
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Furthermore, we have realised that what we previously thought was a 
national policy only for Lao PDR - the policy of student-centred 
education - is actually part of a global policy that seems to be valid 
for all countries that need foreign financial support. We have also 
realised that action research can be something far more than a way to 
change practice by following the action research cycle. 

With these reflections we will move over to our methodological 
considerations. 
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III. METHODOLOGICAL CONCERNS 

OF INQUIRY 

Before we start to look into our methodological concerns, we want to 
make readers aware of the situation in Lao PDR, when it comes to 
availability of written resources and data. Lao PDR is a country 
where written material is not easily available. There are probably 
many reasons for this situation, one being the general lack of 
financial means at least in the government structures including the 
education system. Another reason is that the habit to produce written 
texts is weak while the oral tradition is still very strong (Evans, 1998). 
In combination with the lack of written material in the society as a 
whole it has become more common to rely on oral communications 
rather than on written documentations until this day. People might 
also be hesitant to formulate their ideas and thoughts in writing as it 
creates a kind of permanence that might be used against them in 
hegemonic situations.  

There is also a contradictive and alien tradition developed as part of 
the influences from donors who demand that all donor activities and 
related policies need to be documented. However, these 
documentations are in most cases written in English by foreign 
advisors, on the behalf of local institutional representatives, and in a 
style that is not adapted to the local situation but rather to the 
common international arena. Therefore policy documents and donor 
documents are seldom read or even made available locally and if 
translated to Lao it usually happens after long delays.  

The problem with the scarcity of written documentations and the 
difficulty at times to find relevant documents is affecting our research 
in a critical way, especially in a time when global availability is the 
rule elsewhere. In spite of this problem, we have tried our best to 
include references from all types of document, i.e. official 
government documents, commissioned donor research, and research 
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carried out by recognised independent researchers published in 
international journals and by recognised international publishing 
houses.  

We have used a qualitative approach and as Bell (2005) has pointed 
out, this is more concerned with individuals’ perceptions. Qualitative 
research methodologies are often based on empirical data from 
interviews and fieldwork, according to Khouangvichit (2010). She 
also claims that as a qualitative researcher you have to start with an 
open mind and open inquiries that will generate new insights.  

About our research design 

Action research arrived in Lao PDR as part of donor projects and 
their technical advisors, often perceived as ‘the experts’ by Lao 
educators. We started to collect information about two of the 
concepts that were central in the discussions about education reforms 
in Lao PDR at that time, student-centred education and action 
research, after we had decided to focus our inquiries on the national 
reform efforts. However, after the first tentative data collections in 
2006 we focused our inquiries on action research, while our 
colleagues from Lao PDR focused on student-centred education 
(Chounlamany & Khounphilaphanh, 2011).  

We selected five institutions from which we collected our data. The 
institutions were selected based on their involvement with action 
research. Both the institutions and the individuals that we collected 
information from were given codenames after the data was collected 
according to their positions in the system and in their relation to 
action research. 

Furthermore, the individuals that we collected information from 
where divided into two groups that we named ‘constructors’ and ‘re-
constructors’ as shown in Table 1 below. Both groups were 
represented at all institutions. 
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Table 1. Institutions and groups selected for our inquiries 
 
National Institution This institution is responsible for 

the reform programmes in the 
country  

Central Institution This institution has a central 
position in the academic arena 
and is responsible for the 
training of teacher educators in 
the country 

Northern College A TEI in the Northern part of 
the country  

Eastern College A TEI in the Eastern part of the 
country 

Southern College A TEI in the Southern part of 
the country 

Constructors These educators were part of the 
group who had the position to 
introduce action research to 
other educators, as members of 
the National Implementation 
Team (NIT) or regional working 
teams 

Re-constructors These were the educators who 
were supposed to carry out 
action research in their own 
practice or together with 
colleagues 

 
Our reason for labelling the two groups of informants as constructors 
and re-constructors follows their functions in relation to action 
research. The constructors became the first to be informed about 
action research and had, in that position, an advantage as being 
knowledgeable about action research. The constructors had a position 
as the ‘messengers’ of action research and could therefore also 
construct the message that they were expected to deliver to the re-
constructors. The re-constructors were the ones who had to carry out 
action research. To be able to do that the re-constructors had to 
include action research into their professional repertoire. This process 
included aspects of adaptations and rethinking - re-constructions - 
even when instructions were repeated more or less automatically.  
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Documents were collected from all institutions in the form of 
national policy documents, donor documents, documents produced 
as instructional material for action research, and action research 
reports. We wanted to follow the implementation process of action 
research by investigating how it was introduced and how it was 
received and understood as part of the education reform efforts 
taking place in the country. We also wanted to find out about the 
possibilities and constraints connected to action research in Lao 
PDR. Therefore, we drew up the following research design:  

• Investigate national policy and international donor documents, 
instructional material, as well as action research reports to 
make inquiries into the official considerations related to action 
research and to trace these considerations back to their ‘origins’ 
and into their representation in action research reports. 

• Collect information from Lao educators, who have been 
involved in action research in different ways, to get their 
opinions about action research and our related research 
questions, and to find out how action research was carried out.  

• Carry out our own action research to be able to combine an 
outsider view on action research with an informed insider 
perspective. 

Our research design is on the whole a collective responsibility as it is 
with the rest of this thesis, except for the series of action research 
interventions reported in chapter IV under the heading “Action 
research towards participation and empowerment”. We mostly 
carried out these series individually and are therefore individually 
responsible for two series each. 

Data collections 

Our data were collected from relevant documents and institutional 
data through interviews and observations. Data from our own 
interventions were collected through observations and video 
recordings. These activities followed the timeline below. 
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Table 2. Timeline for our data collections 

Year Documents Institutional data Interventions 
 

2006 Collected Northern & Southern 
colleges 

Three series of 
action research 

2007 Collected Central institution, 
Northern, Eastern & 
Southern colleges 

- 
 

2008 Collected National & Central 
institution, Northern, 
Eastern & Southern 
colleges 

One series of 
action research 

2009 Collected Eastern college 
 

- 

Before visiting an institution we had to get in contact with the 
administrative head of the institution to get permission to carry out 
our data collection. All of them welcomed us and some even 
encouraged us to carry out our research. It was also the administrative 
staff of the institutions that guided us to find people to interview as 
the procedure often is in Lao PDR. Our information was that we 
wanted to meet educators who had been or were involved with action 
research in different ways. The fact that we did not select the 
informants ourselves might have affected our result as we do not 
know the considerations that the administrative staff made in their 
selection of informants as there could have been a kind of gate-
keeping involved. However, our feeling is that we probably received a 
fairly good representation of constructors and re-constructors. 

The collection of documents for our research was more complicated. 
As mentioned above, the availability of documents is scarce and we 
had to approach different resource persons in our search for 
documents. This meant that we always asked people who we met at 
the different institutions about policy or instructional documents, 
even though we seldom got a positive answer. In some cases we even 
had to get in touch with former donor employed consultants to get 
information from them. 
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Document analysis 

The documents included into this study are official policy 
documents, donor documents, instructional documents, and action 
research reports. In these documents we have searched for broad 
themes in the documents that represent the life world of action 
research - how action research is represented in the different types of 
documents and how these representations are portrayed in relation to 
what action research is perceived to be within the framework of our 
broad research questions (Fairclough, 2004). 

Interviews and narrative analysis 

Our interviews with constructors and re-constructors were based on a 
semi-structured interview guide (Appendix 2) that created room for 
follow-up questions as well as new questions that were encouraged by 
the informants’ previous responses. We visited each institution more 
than once to be able to meet as many constructors and re-
constructors as possible, as well as to follow up on previous interviews 
on areas that were discovered to need further information. All 
interviews were carried out in Lao language, tape recorded, and later 
on transcribed to English. The transcriptions were then combined 
into group narratives through a process of narrative analysis, where a 
collective story was shaped representing the understanding of each 
group (Polkinthorne, 1995).  

A table over the interviews with constructors and re-constructors and 
their institutional belonging are found in Appendix 3. 

Observations 

In addition to informal observations in connection with our field 
work at the different institutions, we carried out two observations of 
action research activities at the Eastern College. One occasion was in 
connection with the teaching of third year students about action 
research and the other was when teacher educators and teachers from 
demonstration schools reported their action research projects. Except 
for these two occasions there were no action research activities 
available in connection with our institutional visits. Therefore, most 
of the observations were carried out in connection with our own 
interventions, where one of us was responsible for the action research 
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activity and the other functioned as an observer. All interventions 
were recorded on video for later analysis. 

The documentations, i.e. field notes and recorded observations, in 
connection to our own interventions were used to create a narrative 
of our four series of action research and also to challenge our pre-
conceived opinions or false assumptions about our own actions. This 
was facilitated by the video recordings as they in retrospect helped us 
to distance ourselves from our actions and to create new insights 
about the observed practices as an attempt to develop a disciplined 
noticing in retrospect (Mason, 2002). 

On the production of trustworthy texts 

In our attempts to produce a trustworthy text we have relied on data 
from different sources, i.e. documents, interviews, and to a smaller 
extent, observations. Our own experiences as Lao educators gave us a 
specific contextual insight which we, well aware of issues of 
contextual prejudice, have used in the production of our texts. The 
many sources added up to the common demand for triangulation in 
social sciences research, meaning that you in most cases should have 
more than one source for your inquiry.  

Griffiths (1998, pp. 130; 133) addresses the problem of bias or 
prejudices in the research process as “bias is something to be avoided 
in any paradigm of research”, while she at the same time says that 
“taking an explicit stance helps to reduce bias” as opposed to a 
neutral stance that actually hides unavoidable partiality. Griffiths says 
that bias can appear at three levels: in the research process, in the 
values and politics of the researcher, and the bias in the research 
community. A possible reflection on our own data collection and 
research process is that the relationship between us and the 
informants could have been a reason for bias. In most cases we had a 
higher position in the education system in Lao PDR than our 
informants. We also belong to the majority group in the country, 
which could have an effect in the cases when our informants 
belonged to a minority group. The issue of the values and beliefs of 
the researcher as well as the informants has a specific position when 
research is carried out in Lao PDR where there is a strong official 
belief in authorities and a weak tradition to express alternative views 
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in public outside, the internal monthly meetings at institutional level 
organised by the internal leadership. This situation could have 
created bias in our research findings. The last issue that Griffiths 
bring up is related to the bias in the research community. This relates 
in our case to the finance of research, who are allowed to do research, 
and the way it is directed. Most research carried out in Lao PDR is 
financed, implemented, and directed by external institutions and 
external researchers. This research is often donor driven and coupled 
to donor interests as commissioned research (Samoff, 2007). We and 
other Lao educators that are given the opportunity to investigate our 
own education system are exceptions to such a system and can in that 
respect function as an alternative force. It is important to be aware of 
these different causes for bias, according to Griffiths, as that can help 
us to take the bias into consideration in our research as an alternative 
to pretend to be neutral. This concern is related to the attempts to 
achieve trustworthiness. 

Graneheim and Lundman (2004) look into the means to achieve 
trustworthiness in qualitative research. They look at questions of 
credibility, dependability, and transferability as important 
components of trustworthiness.  

Credibility deals with “how well data and processes of analysis 
address the intended focus” (Graneheim & Lundman, 2004, p. 109). 
It is related to the focus, the selected informants, and the methods for 
data collections, which in our case follows the introduction of action 
research at educational institutions in Lao PDR; the educators that 
we call constructors and re-constructors at these institutions; and text 
analysis of the steering documents related to action research and 
interviews with constructors and re-constructors. It is also related to 
the ‘meaning unit’, that is the level and size of the matter under 
consideration. The meaning units in our research are rather broad 
and belong to the perceptions about action research and its practice 
in Lao PDR.  

Dependability is related to change over time, which means that 
research is mostly only a ‘snapshot’ even when it is carried out during 
a longer period, i.e. around four years, as we have done.  

Transferability is a question whether findings, concepts, and 
understandings can be transferred to other situations and other times. 
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To be able to make proper decisions about transferability it is 
important to consider descriptions of context and culture in addition 
to the factors influencing the internal research process related to 
informants, data collections, and analysis. We think that the political 
context and the social culture within which education reform is 
taking place are rather significant in Lao PDR and might to some 
extent limit possibilities for transferability. However, transferability is 
not only a matter for educational research but also a concern for 
education itself in today’s globalised world. 

Reflections on methods 

When we started to collect data for this thesis, we realised that we 
had to use methods that we were not so familiar with. In our 
previous research on master level we had relied on quantitative 
measures that ended up as figures and numbers through different 
types of statistical methods. This was the case regardless of whether 
we worked with the collections and counting of insects or with the 
estimated number of teachers needed in the future.  

We were not familiar with the type of interpretations that we had to 
get involved with in our analysis of policy texts. The interpretations 
meant that we had to find explicit as well as implicit expressions of 
intentions that could be related to our major research questions and 
our selected research perspective of global policy studies.  

We were neither familiar with the type of reasoning we had to 
develop when we created collective narratives from individual 
interview data. The type of reasoning we developed in connection 
with the construction of narratives meant that we had to identify 
clusters of meanings from individual data that in a trustworthy way 
added up to collective stories that illustrated meanings in connection 
to our research questions. 

We have learnt a lot by producing a trustworthy text. We have learnt 
to look beyond the occasional into the structural. We have learnt to 
identify contradictions between discursive and practical levels of 
understandings and their consequences. We have learnt to identify 
aspects of the taken for granted and common sense that affects our 
positional ideas of the research perspective with consequences for 
how we look at practice. 
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After this description of our methodological concerns we will turn to 
the results of our data collections as we traversed from policy to 
practice. 
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IV. REFORM AS A TRAVERSE FROM 

POLICY TO PRACTICE  

This chapter presents our findings. It starts in a description of 
documents that are related to action research in Lao PDR as a way to 
identify a policy framework. These documents are national policy 
documents, donor project documents, instructional documents at 
institutional levels related to action research in Lao PDR. Added to 
this are locally produced action research reports. The chapter 
continues with constructors’ and re-constructors’ narratives. The 
third part of the chapter presents the action research inquiries that we 
carried out at our own place of work. These focused on participation 
and empowerment with a focus on gender and ethnicity. The data 
for the third part are retrieved from video recordings in classrooms 
and our own field notes.  

In search of a policy framework 

In a country like Lao PDR, where educational policies are closely 
interwoven with donor ambitions, it is sometimes difficult to decide 
of a policy indeed is national. The reason for this is that national 
policy-making commonly relate to the discourses of international 
donors. Policy documents have the official sign of the national 
government might therefore be very similar to international policies. 
Therefore, to reconstruct a policy framework for action research in 
Lao PDR we are not only looking at what appears to be national 
policies, but also at donor project policy documents, instructional 
documents produced with inputs from donor staff as well as locally 
produced action research reports. 

National policy documents with reference to action research 

The national education policy documents, written in Lao or English, 
speak very little of the policies, practices and applications of action 
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research at TEIs and schools. In our search of a policy framework for 
action research in Lao PDR we are going back to documents 
produced at the beginning of 1990s.  

One of the earliest policy documents produced as part of the ‘new 
educational policies’ dates back to the beginning of 1990s. The 
document is the so-called Concept Paper (Teacher Development 
Centre, 1994). According to Stephens (2007), the Concept Paper is 
based on a policy document prepared to define the goals of the Lao 
Education System 1992-2000. It is an interesting fact that we have 
not been able to find a corresponding document produced by Lao 
authorities, even after inquiries with centrally positioned government 
officials in Vientiane. Moreover, we only found one policy document 
written in Lao language for the period of 1997-2000. This document 
deals with human resources development and covers projects 
sponsored by the ADB (Ministry of Education, 1997). This leads us 
to believe that policy documents seem to be primarily written for the 
dialogues between donors and educational policy authorities in Lao 
PDR. 

The Concept Paper points to the need for future educational 
development that emphasises the upgrading as well as gradual 
uplifting of the quality of the national education systems to 
international standards. The document also addresses the differences 
between the ‘old and the new’ aspects of teacher education, such as 
the differences in the teachers’ roles and qualities, course contents, 
and differences in teaching and learning organisation.  

It is possible to relate some of the goals to action research, in spite of 
the fact that the action research concept was not yet used in Lao PDR 
at this time and that ‘the goals’ are presented more like behavioural 
rules than general systemic goals. Some relevance to action research is 
found in the following statements:  

• 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 
stages and teachers must be sensitive and responsive to these 
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age differences as well as to the individual differences of 
students.  

• The teachers must be innovators, researchers and evaluators. 
The world has been changing very quickly. Teachers need to 
be sensitive to these changes in order to update their teaching 
and to make the training relevant to the needs of the changing 
world (Teacher Development Centre, 1994, pp. 2-3). 
 

Some of the stated characteristics of the new curriculum for teacher 
education are also relevant for action research: 

• The new curriculum is specially designed to improve teaching 
skills so that upon graduation the students will be able to 
perform well in their teaching careers.  

• The new curriculum places more importance on educational 
studies as well as teaching techniques than the old curriculum. 
Science studies are also included as a foundation for both 
teaching and research.  

• The new curriculum has emphasized group and activity-based 
learning, questioning and use of instructional materials. An 
additional purpose of the curriculum is to avoid the old 
teaching tradition of ‘we teach as we were taught’ (Teacher 
Development Centre, 1994, p. 6). 
 

These goal descriptors on the behaviour of teachers and the 
characteristics of the curriculum can be seen as forerunners or a 
foundation of the future introduction of action research for the 
following reasons: Action Research often emphasises the teacher’s role 
as both a practitioner and an inquirer; it can encompass a sensitivity 
to difference; it is often centred around the idea of development and 
improvement; it often deals with the development of teaching for 
improved learning and understanding; it is often placed in a broad 
educational perspective and context; and it can encourage multiple 
approaches to teaching and learning. 

New national policy documents which have been produced following 
the major international donor projects described in chapter I. An 
example of this is the EQIP that is part of ADB activities in Lao 
PDR. EQIP was carried out in two phases, EQIP I during the period 
1992-1998 and EQIP II during the period 2002-2007.  
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The action research concept started to surface within policy 
documents in the educational sector around 2000. For example, the 
Education Strategic Vision up to the Year 2020 (Ministry of 
Education, 2000), produced as part of ‘policy dialogues’ with 
international donors in 2000, states that one component of the 
support to General Education and Teacher Training is to improve 
teaching activities and action research (Ministry of Education, 2000 
p. 14). It also states that action research will be implemented at 
school level (Ministry of Education, 2000 p. 26). The strategic vision 
document is linked to the Millennium Development Goals produced 
by the international donor community under UNESCO 
management and is as such a document that attempts to abide by 
donor policies.  

A Teacher Education Strategy Plan for 2006-2015 has been 
produced within the overall education vision up until 2020. This 
strategy plan (MOE, 2006) acknowledges that, “TEIs have 
conducted school action research programmes and used the results to 
improve the quality of teacher education” (MOE, 2006 p.2). This 
document also expresses that teachers should be placed at the centre 
of decision-making related to quality improvement as part of an 
overall direction of teacher education development. However, no 
reference is made to the potentials of action research approaches as 
part of the action plan for 2006-2010 (included in the teacher 
education strategy plan mentioned above) to improve teacher 
education methodology (MOE, 2006, p. 11) or to improve 
continuing professional development (MOE, 2006, pp. 11-12); areas 
which according to our understanding are well suited for action 
research approaches. 

In conclusion, action research as part of the reform efforts seems to 
have a weak position in the policy documents. 

There are a number of donor project reports related to action 
research, in spite of the general lack of reference to action research in 
the policy documents. We will here attend to these reports produced 
by donor projects and evaluation reports addressing action research.  
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Donor project reports within the area of action research 

Action research was introduced to the educational sector in Lao PDR 
in 2000. The PAR pilot project in TTCs in Laos was initiated by the 
Teacher Training Department (TTD) at the MOE, carried out by 
SCN, and funded by Sida.  

A semi-external evaluation of the PAR project has been produced as 
an independent consultancy organised by Sida (Pearson & 
Khounangwichit, 2003). The conclusions of the evaluation report is 
that the PAR project has established a foundation for action research 
in Lao PDR; even though the PAR project experienced some 
problems in its first phase it has shown through the activities during 
the second phase that action research is applicable in the Lao context. 
It further concludes that capacities have been built but that the 
institutional context and backing is weak. The evaluation report also 
gives a number of primary and secondary recommendations. The 
primary recommendations are mainly concerned with a stronger 
institutionalisation of action research and that action research should 
be incorporated both in pre-service and in-service programmes. A 
review of student assessment procedures is included as an important 
secondary recommendation. This recommendation points to the 
discrepancies between the ‘new methods of teaching’ and remnants of 
the traditions of formal testing that are given a high weighting in the 
assessment procedures.  

A report by a foreign consultant (Bullock, 2002) describes how the 
second phase of the PAR project was implemented during 2002 by 
expansion from three TTCs in phase one to the Central Institution 
and to demonstration schools attached to each of these institutions. 
The report describes how the National Implementation Team (NIT) 
was set up, trained, and engaged in the activities together with the 
consultant. The seven member NIT was composed by two members 
from the National Institution, two from the Central Institution, and 
one member from each of the Northern, Eastern, and Southern 
Colleges.  

There was also a three member institutionally based working team set 
up at each of the four institutions involved in the actual development 
of action research projects i.e. the Central Institution and the three 
Colleges. The action research projects were organised through 
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research groups. The research groups identified their own topics, 
collected data, carried out actions, and reported actions 
collaboratively. The action research methodologies were introduced 
through seminars for the NIT and later on through seminars with the 
institutionally based working teams. Then it was introduced to local 
action research groups who together with ‘critical friends’, usually 
teachers at demonstration schools were supposed to become the 
practitioners of action research, following an adapted and stepwise 
‘cascade model’. This is a model often used in donor projects as a way 
to implement change based on the common notion of ‘effectiveness’. 
However, this model has a tendency to end up in diluted forms at the 
receiving end (Hayes, 2000).  

The content of seminars became the main basis for the development 
of two action research handbooks, one designed for the trainers and 
another for the practitioners of action research (Teacher Training 
Department, 2002:1; 2002:2). During the process of the PAR project 
it was observed that teachers had difficulties in finding ways to 
develop their practices in line with the ‘new’ policies, mainly due to 
their limited experiences of student-centred methodologies. 
Therefore, another handbook was compiled from documents that 
were used in the PAR project as examples of ‘learner-centred teaching 
methodologies’ (Teacher Training Department, 2002:3). The two 
handbooks and the teaching and learning document from the PAR 
project and a handbook on the cooperation between teacher 
educators and teachers on action research projects from 2005 
(Department of Teacher Training, 2005) are attended to below 
under the heading “Instructional documents for action research”.  

One concluding remark about the two donor project reports that 
focus on action research is that the reports have a project evaluation 
purpose. Therefore, the reports are geared towards the donor that 
financed the action research projects rather than the practitioners of 
action research.  

We will now get closer to the practice of action research by looking at 
the instructional guidelines given by different handbooks produced 
for Lao educators as well as action research reports written by re-
constructors. 
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Between policy and practice 

There is an area between policy and practice that has an important 
impact on both the understanding and practice of action research in 
Lao PDR. This area deals with instructional material that address 
what action research is represented to be, how it is expected to be 
carried out, and for what purposes it is supposed to be applied. This 
area is also related to the written documents that become the 
officially recognised results from action research, namely the action 
research reports written by practitioners who we call re-constructors. 

Instructional documents for action research 

Five handbooks with instructional contents have been produced as 
part of the PAR and the Teacher Training Enhancement and Status 
of Teachers (TTEST) projects within the framework of the EQIP II. 
One handbook is published in Lao language, while the other four are 
all in English. 

The first and so far the only handbook in Lao language, Kane Vichay 
Phakpatibat nai Hong Hiam (Participatory Action Research in the 
Classroom), was published by the Teacher Training Department in 
2001 (TTD, 2001) with support from the PAR project. Two Lao 
educators in cooperation with a foreign consultant produced the 
handbook. The two Lao educators later became members of the NIT. 
Much of the content of the handbook is based on information taken 
from publications on action research published in Thailand. The 
handbook is organised in seven parts and covers the common 
grounds for action research. It starts with the concern of teaching and 
learning improvement according to the ‘new way of teaching’ and the 
potential of action research as a way to develop teachers’ 
professionalism. Classroom action research is defined as a process to 
find new knowledge through systematic investigations and to use 
collected data to make correct evaluations. It is also stipulated that 
action researchers have to set up hypothesis that the result should be 
tested against and if that is failed the work has to be done again.  

The description of the process of classroom action research follows 
the common action research cycle including reconnaissance, 
planning, action, and reflection. This process also includes the 
identification of a study problem, to set up an objective and a plan, 
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to search for answers and to carry out something new (an 
innovation), to modify, to conclude, and to publicise.  

According to the handbook, the benefits of classroom action research 
are that teachers can work more systematically, to keep track of their 
activities, and to develop their planning skills. Teachers can also 
develop the quality of their teaching by using good experiences and 
alternative approaches, instead of relying on old practices. Teachers 
also get more power over their work as they are in control of their 
own improvements and there is a possibility for the learners to 
improve their learning skills. Classroom action research is also seen as 
an on-going process that benefits from collaborations and which can 
create feedback to policies and regulations within the system.  

The major part of the handbook gives more detailed descriptions of 
the different parts of the action research process, like how to identify 
a problem, to establish a research focus, to select a focus group and 
research variables (for example gender issues, educational conditions, 
and teaching situations). Instructions for the data collections include 
issues like the meaning of data, the characteristics of data, different 
types of data and methods for data collections. There is also a section 
on research proposals that gives instructions on how to write a 
research proposal including considerations about the importance of 
the action research project and its characteristics. Finally, there is a 
section on data analysis, before a few examples of action research are 
introduced that are based on action research projects in Thailand. 

This is the only handbook written in Lao language and it is used at 
all institutions included in this study, except for the Central 
Institution, and often in conjunction with the other handbooks 
described below.  

The handbook Action Research for Lao Educators: Trainer’s Handbook 
was produced by the PAR project and published by the Teacher 
Training Department (TTD) at the MOE (TTD, 2002:1). The 
handbook is based on activities in the project and also designed for 
the participants as part of their training program consisting of; 

an initial workshop, with follow up tasks and a review workshop. 
Part of the training program is the implementation of Action 
Research Projects between the two workshops with trainers 
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supporting and monitoring the progress of the trainees (TTD, 
2002, p 3). 

The handbook deals mainly with the details of the two workshops 
and what the trainers and the trainees should do, in the form of 
detailed lists of descriptive behavioural rules and actions. The 
attached hand-outs are dealing with the so-called ‘action research 
cycle’, examples of reflective practice, and simple instructions on how 
to carry out observations, running records over lessons, and how to 
summarize data from questionnaires.  

The handbook often refers to the content in another document 
produced in the PAR project titled Action Research for Lao Educators: 
Researcher’s Handbook (TTD, 2002:2), which is meant as a resource 
for practitioners of action research who we call re-constructors. The 
first edition of the handbook was produced in 600 copies. The 
handbook is organised in 5 chapters under the headings 
‘Introduction to Action Research’, ‘Developing Your Action Research 
Skills’, ‘Data collection and Analysis in Action Research’, ‘Writing 
about Action Research’, and ‘Glossary and References’. The ‘action 
research cycle’ is presented as a Reconnaissance - Planning - Acting 
and Observing - Reflecting - Replanning process that is a central 
feature in the handbook. Action research is introduced through a 
story that is called ‘The Chicken Problem’. The story deals with a 
village community and how they try to improve their income from 
selling chickens at the market place. When action research is 
transferred to the educational field the example of a topic is given as 
“Student participation in group work” reformulated as a problem, 
“Students don’t participate well while working in groups” (TTD, 
2002:2, p. 9). The first chapter is concluded with four different 
‘action research stories’ and each story is presented in a paragraph 
consisting of 7-9 lines.  

The following chapters address the main features of action research 
through the action research cycle. Each step in the cyclic process is 
illustrated with activities under the main questions ‘What can you 
do?’, ‘How can you do it?’, and ‘When can you do it? The chapter 
concludes with an outline of two types of action research presented as 
responsive and proactive action research. This outline follows a 
different logic from the previous ‘what-how-when’ descriptions. The 
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third chapter deals with data collections and analysis in action 
research. The methods presented for data collections are observations, 
interviews, questionnaires, journal writing, student results, and 
documents. Advantages and disadvantages of each method are also 
listed. The data analysis is, according to the handbook, a way to 
identify what is in the data, to identify patterns or structures, and to 
make interpretations of what is relevant to the action research project 
and how that is related to what the practitioner have done or shall do. 
The last chapter deals with the different types of writing that can be 
carried out in connection with an action research project. These 
writings are presented as action research journals, reflective writing, 
sharing information about action research, and action research 
project reports. The suggestion on how to write an action research 
report principle follows in the different steps in the action research 
cycle with an added conclusion. The chapter is closed with an 
example of an action research project, which gives the impression 
that this example is also an example of an action research report 
consisting of 6 headings each with a summative paragraph composed 
by 10-20 lines of written text.  

One interesting observation is that the problems introduced in 
chapter 1 (i.e. the chicken problem and student participation) are not 
in any way related to the rest of the content in the handbook. This 
might cause problems for practitioners who are trying to understand 
the processes of action research. 

The fourth handbook from the PAR project is Action Research for Lao 
Educators: Teaching and Learning Documents (TTD, 2002:3). This 
handbook comprises of 18 hand-outs that are collected from the 
activities in the PAR project and printed as a handbook in 250 
copies. Much of the material is written in such a way that it needs to 
be used in connection with training activities or as summaries of 
activities already carried out. The material is often presented as lists 
of activities, instructions, skills, or examples and therefore difficult to 
use as a separate document or as separate activities. 

The Teacher Training Department produced a fifth handbook about 
action research in 2005 as part of the TTEST project titled School 
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Action Research: Handbook for TEI Teachers (TTD 2005).9 This 
handbook focuses on the cooperation between teachers at TEIs, i.e. 
teacher educators, who as part of their professional development 
programme are instructed to work together with teachers in lower 
secondary and primary schools on action research projects. The 
purpose of this cooperation is for the teacher educators to better 
understand the situation in schools; for teacher educators and school 
teachers to share ideas; to develop relationship between schools and 
the TEIs, for professional development for teachers in schools; and to 
improve teaching in the TEIs and in schools. This will be 
accomplished through the cooperation between teacher educators 
and teachers in action research projects where they plan their project 
together, share ideas about teaching and learning, teach and observe 
each other in the school classrooms, write individual project journals 
and a joint action research report that is presented at the college to 
invited teacher educators and teachers. This handbook follows closely 
the instructions reported above from the PAR project except for an 
initial reference to a document titled Partnership in Teacher 
Education: Report of the Working Party on Partnership in Teacher 
Education, from April 1997. 

In conclusion, the five institutional handbooks that we have referred 
to are all based on a similar model of action research that emphasise 
working procedures and technical instructions on how to carry out 
action research.  

We will now continue our traverse between policy and practice by 
looking at both the instructions for writing an action research reports 
and action research reports written by re-constructors. 

Representation of action research through reporting 

Written reports are an important part of the introduced ‘action 
research cycle’. Reports can have different functions, such as sharing 
of practices and findings amongst colleagues, resources for student 
teachers, and by that contribute to educational development and 
understanding. Reports can also be used as evidence of policy 

                                                      
9 The Teacher Training Department at the Ministry of Education, Lao PDR, is 
referred to as the Department of Teacher Training in this document. 
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implementation in relation to national authorities and international 
donors as well as a means to exercise control. 

The Researcher’s Handbook ‘Action Research for Lao Educators’ 
(TTD, 2002:2) gives instructions on how to write a report of an 
action research project. The handbook points to the importance of 
“reflections about what you did” as well as the reasons for each 
research group to write a report “to report to supervisors (and) to 
distribute information about research projects to other researchers” 
(TTD, 2002:2. p. 46). The content of an action research report 
should cover the following headlines: background, reconnaissance, 
plan, act and observe, reflection, re-plan, lessons learned, and 
conclusions, according to the handbook. 

We have found that action research reports in principle follow the 
headlines for the reports as mentioned above.10 However, the reports 
are usually brief, covering not more than 3-5 pages. There is also a 
tendency that research questions attend to what is perceived as 
official and common problem areas. Problems are either identified as 
students’ problems or teachers’ problems. The problems are in 
general framed within the new methodology of student-centred 
education and the five-pointed star and as ‘negative’ problems related 
to what students or teachers are not able to do, rather than as 
‘positive’ problems that follow a ‘how-to-encourage’ agenda. 
Therefore, students are characterised as inactive and uninterested, not 
responding to the teachers’ questions, and inactive during the lessons. 
Teachers are characterised as uncommunicative, ‘laissez-faire’, lacking 
control of their relation to group activities. Further on, the findings 
normally report improvements and positive changes, but often with 
weak descriptions of the reasons for the said improvements and 
changes.  

From our overview of action research reports we can conclude that all 
types of educators involved in teacher education carry out action 
                                                      
10 We base our finding on a sample of 17 action research reports from the 
institutions where re-constructors work, namely the Central Institution, the 
Northern, Eastern, and Southern Colleges. However, most of the reports are from 
the Eastern College were action research reports are treated in a systematic way and 
where selected reports are made available in the college library. At other places, the 
interviewees mostly responded that action research reports are not available or 
cannot be found.  
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research as we have found reports written by pairs of teacher 
educators; pairs of teacher educators and teachers at demonstration 
schools; pairs of schoolteachers; pairs of student teachers as part of 
their school practice; and occasionally also involving education 
officers. It is worth noting that reports are in most cases collective 
efforts, involving two or more educators or student teachers and that 
all types of reports are found at the Eastern College, which obviously 
seems to be the institution where reports are guarded, kept, and made 
available for others. 

This is confirmed from a seminar at the Eastern College, where the 
local NIT team member states that action research reports are 
published, included in the library resources, and used as references 
for other research teams. We also learned that there is an evaluation 
committee that selects and validates action research reports that are 
going to be published and that an action research project should 
comprise a total of 66 hours, according to their rules11 (video 7). 

Reports from schoolteachers, who have been instructed by educators 
participating in the Regional Centre for Education in Science and 
Mathematics (RECSAM) project, follow a different model12. The 
activities of the teachers include a self-assessment of their classroom 
activities, which they then try to develop. They write a small report 
on their action research and present their findings at the Friday 
academic meetings. This approach is also developed into an exchange 
between schools in the district including both urban and rural 
schools. This exchange makes it possible for teachers to broaden their 
experiences and educational knowledge base. 

We can conclude that action research reports produced at the 
institutions we have included in our inquiry follow a similar pattern 
both in the way problems are presented and in the way the reports 

                                                      
11 We felt that the issue of an actions research project being carried out as a 66 
hours activity had to be further investigated. Therefore, we carried out telephone 
interviews with two of the constructors at the Eastern Colleges (these interviews 
were carried out on the 11th and the 13th of May 2010). The interviews clarified 
that the 66 hours rule was negotiated as a reasonable time-span for an action 
research cycle during a meeting between donor representatives and representatives 
from all colleges.  
12 See below under subtitle “Further institutional development related to action 
research”.  
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are composed. The only exception is the reports in the RECSAM 
project.  

The following section looks at the process of dissemination of policy 
to the institutions where the policy of action research is going to be 
carried out. This dissemination is described as narratives from the 
deliverers of policy, i.e. educators who act as instructors of action 
research, here called constructors; and practitioners of action 
research, i.e. teacher educators and teachers who carry out action 
research, here called re-constructors. 

Constructors’ and re-constructors’ narratives 

The following narratives are based on interviews with constructors 
and re-constructors at the five institutions selected for our inquiry. 
The constructors’ narrative is presented as a combined national 
narrative, while the re-constructors’ narratives are presented as four 
institutionally based narratives. All narratives follow a general 
structure based on the focuses of our research questions concerning 
the introduction, understanding, constraints, and potentials of action 
research. Each narrative is preceded by an explanatory introduction. 

Constructors’ narrative 

Introduction: The constructors’ narrative is based on interviews with 
a total of twelve constructors from the five institutions13. The 
constructors have a common position in relation to action research 
and a common training carried out by foreign donor employees. The 
constructors are members of the NIT or the regional Working 
Teams. The reason for creating a common narrative from the 
interviews with the constructors is that their descriptions are similar 
in content and views. This probably has its explanation in the 
constructors’ common role as members of the key groups of 
‘managers’ selected to introduce action research nationwide.  

Action research has been implemented in Lao PDR since 2000-2001, 
according to the constructors. It was introduced the first time at 
provincial level (as part of community development) in Luang 

                                                      
13 We have interviewed 12 constructors, but two of them were interviewed twice, 
with the effect that we are referring to a total of 14 interviews. These are the 
Interviews 3, 5, 6, 14, 21, 27, 28, 29, 30, 31, 34, 35, 47 and 49. 
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Prabang Region, Bolikhamxay Region, and the area that is called the 
Special Zone.14 When action research entered the educational sector 
in 2001 it focused on management. People in administrative 
positions took part in workshops. This was supported by foreign 
experts financed by Sida and managed by a SCN project in 
partnership with the Department of Teacher Training, MOE. Action 
research was introduced at four TEIs in the country; the Central 
Institution, the Northern College, the Southern College, and initially 
also another college, not included in this inquiry. The introduction 
of action research had two main focuses, the theory of action research 
and its development process. The theory of action research focused 
on teaching and learning with an emphasis on learner-centred 
methodologies. The development process of action research was 
presented as a research cycle including reconnaissance, action plan, 
acting and observation, reflection, and re-planning. Further on, 
management issues were attended to by a focus on project and 
workshop management. The idea with this introduction of action 
research was to make the participants in the workshops prepared to 
identify classroom problems and to solve these problems. However, 
some constructors considered these initial activities as unsuccessful as 
it only involved general managers, theory of action research, and 
there were no actions taken.  

In 2002, the NIT was organised with representations from all 
involved institutions. The team and the facilitating foreign consultant 
ran workshops for institutionally or regionally based Working Teams 
at the involved institutions after their own training to create a cadre 
of instructors, called key trainers. This training followed a training of 
trainers logic connected to the cascade model. The workshops were 
about teaching and learning in the classroom. An action research 
guide and a resource book were produced and used as resources 
during the training. Focus was put on how to carry out classroom 
observations and by that constructors felt that more effort was put on 
practice rather than theory. When the SCN project was phased out, 

                                                      
14 Special Zone is a region that is difficult to access because of its geographical 
location in the upland mountainous area. Special Zones are based on special 
economic development areas that are called Focal Points. 
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the TTEST project continued to support action research in the 
educational sector in Lao PDR up until 2008. 

After the initial introduction, key trainers carried forward action 
research to colleagues at the institutions and demonstration schools 
through local workshops. Educators that went through these local 
workshops were then supposed to identify other educators in the 
form of critical friends who then carried out action research together. 
Some constructors participated themselves in action research 
activities in cooperation with critical friends, while others only 
carried out observations and followed the activities of teachers and 
lecturers.  

A nationally placed constructor concludes that the activities of the 
NIT have slowed down due to the lack of financial means for 
workshops as the donor support has come to an end. The NIT is 
therefore today only waiting for occasions when local institutions 
invite them for workshops and other activities. Constructors at the 
Central Institution say that there are costs connected to action 
research and therefore funds have been made available from the 
TTEST project to the involved institutions for report writing as well 
as for material and transport. Both teacher educators and teachers in 
schools need some money to buy material for the classroom. When 
the money was finished the action research also finished. ‘Now 
everything remains silent’, as one of the constructors put it. The 
Central Institution has not continued with action research after the 
funds ended. They claim that there are diverse versions of action 
research introduced through the TTEST project. Further it is stated 
that findings and results from action research projects have been 
adopted and further developed in textbooks, teachers’ guides, and 
methodology and teaching materials. Constructors also claim that 
some teachers did not do proper action research, as they only carried 
out classroom observations and after that sat down to discuss the 
weaknesses in what they had observed, instead of following the action 
research cycle.  

Constructors understand action research as a way to improve 
teaching and learning, to develop learning activities, and to make 
students more active in the classrooms. It can also improve teaching 
and learning in large classes, which is normally difficult to deal with. 
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Constructors also mention that action research can promote staff 
development amongst teachers and for administrators as a way to 
improve office work and management. The cooperative aspects of 
action research are also pointed to. Some constructors mention that 
action research can change attitudes and develop the thinking about 
education as it can challenge the general view that the causes for 
educational problems all come from students. Educators might start 
to recognise that problems in the teaching and learning process are 
also related to the responsibilities and roles of the teachers. This 
insight comes from classroom observations carried out as part of 
action research. In this sense, you can say that educators have started 
to understand the meanings and functions of action research.  

According to the constructors, there are still some misunderstandings 
about roles and functions of action research in the education system. 
There are teachers in schools who think that the role of Pedagogical 
Advisors (PAs)15 is to assist with action research, while their 
traditional role is to exercise a kind of inspection and to concentrate 
on outputs with minor concerns about the educational inputs. As one 
constructor expressed it: 

Local teachers have told me that when the pedagogical advisor 
comes to follow the teaching in the school, instead of assisting the 
teacher to solve the problems in teaching by trying different 
teaching methods, they only ask for what the teachers have 
completed. In reality the pedagogical advisor should help the 
teachers to improve their teaching and action research at the same 
time (Interview 5, ethnic majority male). 

PAs could play a more supportive role to educational inputs and 
therefore also to action research. One constructor claims that many 
teachers misunderstood action research when the action research 
cycle was first introduced through the chicken feeding problem (in 
the action research guide). The action research cycle became better 
understood later on when it was explained through problem solving 
in relation to teaching and learning. Constructors also explain that;  

when teachers have completed the first cycle of action research they 
have to start a second cycle, but if the member of the working 

                                                      
15 PAs are allocated to all districts and all provinces in Lao PDR. PAs work either at 
primary or secondary level and operate almost like inspectors, but have also as their 
name says, pedagogical duties. 
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team finds some mistakes in the first cycle, this cycle must be 
repeated (Interview 31, ethnic majority female). 

It is also mentioned that different concepts have been used for action 
research during its introduction, such as ‘practical research’, ‘in 
classroom practical research’ and ‘participatory action research’. 

The potentials of action research, as expressed by the constructors, 
are mostly related to its possibility to improve teaching and learning 
in the classrooms. This needs support from management as well as 
the national administration of education in the country. The need for 
support is often related to the costs for teaching material and paper 
for report writing attached to action research projects, which 
previously have been covered by donor projects. Action research takes 
time both from other duties and as a way to change understanding 
and practice, therefore if the government wants it to continue they 
need to create a policy for action research. One constructor even 
suggests:  

There is a need for support and ‘nayobay’, i.e. some extra benefits 
or recognition from the people in top positions for those doing 
action research, if action research is going to be extended further. 
At the same time the administration should promote a policy for 
action research and to transform action research into a teaching 
subject in the curriculum for teacher education (Interview 14, 
ethnic majority male). 

This will be the only way to further develop teaching and learning 
through action research and to make it part of thinking and practice 
in a continuous way. This call for a national policy for action research 
will also facilitate the allocation of funds. A policy can also include 
action research as part of promotion procedures. The inclusion of 
action research in the syllabus for the 3rd year student teachers is 
another way to create a future for action research in the educational 
system in Lao PDR, according to the constructors. 

Re-constructors’ institutional narratives 

The re-constructors’ narratives are presented as four institutionally 
based narratives, as a way to reflect the institutional similarities as 
well as the differences in the views on action research. We 
interviewed a total of twenty-seven re-constructors at the four 
institutions where action research was introduced and carried out by 
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educators. Nineteen re-constructors were lecturers at these 
institutions and eight were teachers at adjunctive demonstrations 
school, where student teachers carry out their practices. 

Re-constructors at the Central Institution 

Introduction: This institution has, as its name indicates, a central 
position in the education system in the country. Seven re-
constructors were interviewed of whom three are employees of the 
institution as lecturers and four employed as primary and secondary 
school teachers at demonstration schools attached to the institution16. 

Re-constructors claim that action research is a new concept and 
activity for them. It was only through training workshops at the 
institution around 2002-03 that action research was introduced to 
them under the label PAR. A foreign expert from a donor project and 
NIT team members (that previously had been introduced to action 
research by the same expert) carried out this workshop for a 
regionally and institutionally based working team. After that the 
working team had the duty to carry out the training of colleagues and 
teachers at demonstrations schools. Re-constructors talk about three 
different occasions when introduction of action research has taken 
place. However, the participants have differed over the course 
occasions, which mean that most individual participants only 
attended one training occasion. Further on, it seems like few re-
constructors actually carry out their own action research but rather 
cooperate with what is called critical friends (teachers) at 
demonstrations schools. The critical friends then become the 
practitioners of action research, but observed by those who 
introduced action research to them: 

Some of us didn’t carry out action research ourselves, we only did 
class observations on the teaching of the critical friends and 
collected the reports from them. Based on these reports, we will 
further produce a report to the project employee (Interview 2, 
ethnic majority female). 

One re-constructor reports that she together with her colleagues at a 
demonstration school gathers information about their students’ 
learning problems from their own lessons and meet periodically to 

                                                      
16 This narrative is based on data from the Interviews 1, 2, 37, 42, 43, 44 and 45. 
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exchange experiences and to give feedback to each other, without 
following the model introduced in the action research handbooks. 
Others report that they have followed a model including lesson plans 
and identification of research questions externally controlled and 
evaluated by the team of constructors.  

After training we are requested to do action research. There was 
an expert and a working team from our institution that came to 
observe our teaching. They took records while we taught and by 
the end of our teaching they asked us to write a short report 
(Interview 43, ethnic majority female). 

Re-constructors’ understanding of action research is mainly related to 
the role of action research as a way to improve the teaching and 
learning activities according to the student-centred education as a 
new teaching approach recognised in the national educational policy 
reform. Most re-constructors explain that knowledge of action 
research helps teachers to find ways to improve and develop their 
teaching skills as well as means to solve the learning problems of the 
students in their classrooms:  

We understand that action research is a practice together between 
the teacher and students. Importantly, when we teach and transfer 
knowledge to students we have to think about what they are able 
to understand and not; if not we have to find out ways to help 
them. The teacher should know and understand the students’ 
problems (Interview 42, ethnic majority female). 

Another re-constructor certifies that through the introduction of 
action research in the classroom, teachers can identify problems 
related to the teaching organization and can acknowledge the 
situational restraints affecting the students. Further on, it leads 
practitioners to identify and determine the ways to support their 
students. In addition, skills in expressing opinions and summarising 
the lessons have been improved by using action research.  

Other re-constructors conclude that action research has an important 
role not only for improving the teaching and learning, but it is useful 
for uplifting the efficiency of office work. Further on, teachers should 
do action research, because it is useful to improve student-centred 
education, as the two concepts have been introduced simultaneously.  
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One re-constructor states that action research can be integrated with 
the teaching and learning process in the classroom. Therefore, she 
says that: 

When we teach we have to use action research at the same time in 
order to follow the students’ learning. We do not need to blame 
the students that they are weak, but we have to know about their 
situation and living conditions, because in our school the students 
come from different origins (Interview 45, ethnic majority 
female) 

Despite the significant role of action research in connection to 
teaching and learning improvement, re-constructors claim that 
sometimes action research restrains the performance of the teaching 
program as the teaching process may be slowed down. This can cause 
problems in the semester examination if all the content of the 
prescribed syllabus is not attended to. Action research, if seen as an 
add-on, can hinder teachers to finish the syllabus program on time, 
something for which they will be blamed. Many re-constructors have 
the opinion that action research might create delays in the syllabus 
program. They also propose that the authority should contribute 
with necessary materials and other kinds of encouragements. 

Re-constructors’ viewpoints on the potentials of action research are 
based on their experiences accumulated during the TTEST project 
implementation period and their willingness in using action research. 
All re-constructors recognise that action research is relevant for 
improving the teaching and learning processes. One re-constructor, 
who is also a lecturer, states that she often changes the teaching 
techniques and tries to create learning circumstances encouraging 
student participation based on her knowledge about action research. 
Furthermore, as the government and the MOE urge teachers to use 
action research for updating their teaching methods, the institutional 
leadership calls teachers to carry out action research to improve 
teaching and learning as well as administrative work even though the 
project funding has finished. The Central Institution possesses a 
potential for action research because most of the teachers have been 
trained and got skills to carry out action research. Furthermore, 
action research is also taught as an academic subject for the third year 
students. Re-constructors also think that the practice at the 
institution to recognise teachers who do ‘good’ action research by 
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giving them small gifts should be included in the promotional policy 
of the institution.  

Another re-constructor working as a lecturer says that she has 
presented her action research report in an evaluation meeting held at 
a hotel in the capital city where PAs from different districts and 
provinces were invited. They were pleased and inspired by her report. 
Today many teachers at the Central Institution are interested in 
action research. 

A re-constructor from a secondary school proposes that all teachers at 
the school should be trained in action research, because some teachers 
do not understand the problems in their teaching. A re-constructor 
from a primary school tells that action research nowadays is organised 
by teachers in each grade while it was previously organised for the 
whole school. Further on, the academic office has an important 
function, since teachers have to ask the office for material like paper 
and scissors, needed for their development work through action 
research.  

Re-constructors at the Northern College 

Introduction: The Northern College is training teachers for primary 
and lower secondary schools for the Northern provinces including 
the mountainous areas and parts of the Special Zone. The duration 
of training in this institution is two years for primary school teachers 
and three years for lower secondary teachers. The institution is one of 
the main sites for our data collections. We interviewed five re-
constructors including three lecturers at the college and two teachers 
from primary and secondary demonstration schools17. 

Re-constructors inform that they have got knowledge and experiences 
in action research only through training workshops. The NIT from 
the Department of Teacher Training at the MOE provided the first 
training workshop sometime in 2002-2003 at the college. Re-
constructors also notify that some teachers of nearby schools and 
lecturers of the college have been invited to attend this training 
workshop on action research for improving teaching and learning in 
the classroom. After the training they went to practice and apply 
action research at schools and institutions where they work. Re-
                                                      
17 This narrative is based on data from Interviews 11, 12, 13, 15 and 36. 
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constructors explain that they have been instructed to organise 
research groups and each group comprises of both non-trained and 
trained teachers, and lecturers organised into so-called pair coaching 
groups. This way, they can share ideas and transfer experiences to 
each other. Some of the trained teachers did not carry out action 
research themselves; they remain as advisors to follow the practice of 
others. In the period when action research was introduced, one re-
constructor said that it was an officer from General Education 
Department in cooperation with a TTEST foreign employee that 
organised a workshop at her school. The main objective of the 
training course was to emphasise the teaching and learning process 
related mainly to students’ and pupils’ problem solving in the 
classroom.  

Re-constructors understand that action research is an important and 
crucial factor for pedagogical change as part of educational reform as 
it can accelerate student-centred education. However, one of the re-
constructors points out that action research has developed her 
teaching skills and allowed her to get new information related to 
teaching. She continues: 

Research is very important and a task through which we can find 
diverse ‘facts’ that create some constraints in our work. For 
example, after finding these ‘facts’ we can plan how to solve the 
constraints through our conduct (Interview 15, ethnic majority 
female). 

Eventually, most teachers can improve teaching and learning through 
action research. One re-constructor argues that her knowledge of 
action research has changed her teaching attitude and by that she can 
improve her teaching and learning arrangements. Before, students 
were emotionally frightened because of her strict and loud voice 
during the lessons:  

Before, some students didn’t listen to my explanations and didn’t 
do their homework. I scolded them and they became very 
frightened of me (Interview 12, ethnic majority female). 

Re-constructors recognise that action research plays a creative and 
creditable role in the reform process and for teaching and learning 
methods. They say that most of the teachers in their schools were 
earlier not interested in the learning problems of the students as 
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teaching was only about handing over information to students. 
Nowadays they have changed their perspective on teaching and 
learning and make attempts to look at and to solve the students’ 
problems. One re-constructor also highlights that there exist some 
external and systemic factors - like timetables - that challenge teachers 
who carry out action research. Furthermore, he reports that some 
teachers who understand action research as extra work are reluctant 
to carry it out. This re-constructor explains this reluctance in the 
following way; 

others understand that research is an additional task which 
prevents them from doing other work that could generate their 
family income, so they become reluctant to contribute (Interview 
36, ethnic majority male). 

The re-constructors have a positive view on the potential of action 
research at educational institutions in Laos. They recognise that for 
the moment action research has an important role for problem 
solving in teaching and learning organisations. Two re-constructors 
report that there are many teachers who lack training in action 
research and that their schools have made plans for a summer 
training course in action research in cooperation with the college. 
They say that in order to complete the proposed activity, they will 
use the school budget without waiting for funds from external 
projects. Another re-constructor suggests that the possibility of doing 
action research depends somewhat on the policy makers of the 
institution. Therefore, the policy makers should look into how to 
support the carrying out of action research as well as to include the 
possibilities for action research within the teaching programs. He also 
claims, based on his experience that it is necessary to plan for 
following ups, evaluations and budget considerations. This re-
constructor adds: 

If we want action research to develop continually, the policy 
makers should make a good plan and timetable for the 
introduction of action research that considers Lao cultural festivals 
and celebrations that otherwise restrains the work on action 
research (Interview 11, ethnic majority male). 

Administrators of the institution appreciate action research as the 
main key for improving the teaching and learning, so they often 
encourage this work. The institution also cooperates with schools to 
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organise research teams in the form of pair coaching to share 
experiences and help each other.  

Re-constructors at the Eastern College 

Introduction: This institution is another main site for our data 
collections. Teachers who are trained here for primary and junior 
secondary schools normally return to schools in the three provinces 
that make up the middle region of the country. We interviewed 
thirteen re-constructors including eleven college lecturers and two 
teachers from primary and lower secondary demonstration schools18. 

Re-constructors report that action research was introduced to them 
only through training workshops at the institution around 2003-04 
under the version of Practical Research in the Classroom or simply 
Classroom Research. A few of them have attended previous training 
workshops provided at the institution by the NIT from the Teacher 
Education Administration Development Centre at the Central 
Institution, whereas, many re-constructors have later been trained 
around 2004-05. The institutional Working Team organised this 
training. All training workshops in action research have been 
managed and facilitated by the TTEST project. After the training 
they were asked and instructed to form research groups and carry out 
action research in their college classrooms or at demonstration 
schools with the critical friends (teachers) there. In addition, the re-
constructors at demonstration schools say that they have been critical 
friends to college lecturers who came to cooperate in action research 
with them. One of the re-constructors at the college claims to have 
done action research three times at a demonstration school through 
cooperation with the teachers there, but states that it was not 
successful. The result was not good because of timetabling problems, 
as the critical friend was not available at times. Furthermore, it was 
difficult to familiarize with the students, as they did not know each 
other. Hence, in the second time, he carried out action research in his 
own classroom with his colleague and his students. He further states 
that the purpose of the action research is to look over the teaching 
methods and to find out which will be more relevant as measured by 

                                                      
18 This narrative is based on data from Interviews 16, 18, 19, 20, 21, 22, 23, 24, 
25, 26, 32, 33, 48 and 50. 
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test score results. The re-constructor tried out three variants of 
teaching methods, such as student-centred, teacher-centred and 
knowledge interest-centred methods. In conclusion, he found that 
the student-centred method was more reasonable.  

Re-constructors’ understanding of action research is mainly related to 
the role of a teacher or lecturer who attempts to find the better ways 
for improving their teaching and learning activities according to the 
student-centred education as a new teaching approach recognised in 
the national educational policy reform:  

Research in the classroom is very new for us, but we continue to do 
it, because there still exists a lot of problems amongst students and 
in teaching. It becomes our duty, as we are science teachers. We 
need to solve the problems in our work, so we have to do research 
at the same time as we are teaching (Interview 50, ethnic 
majority male). 

However, action research is not too popular for many and it is often 
understood and called ‘research in the classroom’ or ‘practical 
research’. Some re-constructors explain that knowledge of action 
research allows them to find out the problems related to their 
teaching and learning and to know the students’ situation that might 
challenge their learning opportunities. Therefore after training, they 
urgently started to introduce action research in their school in 
cooperation with their critical friends. Action research seems to 
become a reasonable choice for teaching and learning improvement. 
Other re-constructors report that they have all used the action 
research cycle, because they would like to know the diverse problems 
that affect the classroom and occur among their students. They think 
that by doing action research they could get coherent answers to their 
research problems. One re-constructor says that action research 
processes are practically similar to what the teachers have done before 
with class observation.  

We did it without the instruction from the staff or without 
support from projects, because we recognised it as our duty. We 
didn’t know or notice that we have done research, because we 
didn’t hear the term research or action research before (Interview 
32, ethnic majority female). 

They just did not know it was research, because they knew the term 
action research only when they had been trained. With class 
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observation they did not make a report, they only carried out some 
feedback and withdrew for discussions at the end of the class or later 
by the end of the week. Another re-constructor states that, because of 
the introduction of practical research in the classroom she has 
understood and recognised that the teacher is the main factor for 
change in the teaching and learning process. However, the teachers 
are responsible, not only for teaching the lesson content, but also for 
nurturing their students’ wellbeing.  

To know the students’ problems it is necessary to be close with the 
problematic students. The teacher’s role is not only for teaching, 
but nurturing is also important (Interview 48, ethnic majority 
female). 

Therefore, they should follow closely what can and has happened and 
what influences the abilities and feelings of the students.  

In general, re-constructors consider action research as a convenient 
approach, which involves aspects beyond teaching and learning 
improvement. Most of them reply that action research should be 
widely accepted among the teachers and disseminated for all teachers 
in the future. Several re-constructors express a promise to continue 
with action research in their classrooms, even when the support of 
donor projects has ended. Currently, the role of action research has 
been recognised amongst the institutional authorities. One re-
constructor explains that action research has been included in the 
syllabus program for 3rd year teacher students and the authority of the 
institution has arranged a budget to further its introduction. Other 
re-constructors inform that after training workshop attendance, they 
have organised training courses in action research for other teachers 
in their schools. Moreover, they report that the director staff and 
district PAs are interested and willing to introduce action research 
among other schools in the district. Therefore they should assess and 
follow the teachers who start to carry out action research in their 
classroom. 

Re-constructors at the Southern College 

Introduction: This College is another important institution for our 
data collection and prepares teachers for primary and junior 
secondary schools, mainly for the four southern provinces of Lao 
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PDR. The data collection from this college is based on interviews 
with four re-constructors, all being lecturers at the college19. 

Action research was introduced to the re-constructors through 
training workshops provided and supported by the TTEST project. 
They had heard from its introduction several years ago, that it did 
not focus on teaching and learning improvement, but aimed mainly 
for the general renovation of educational management for each 
institution. One re-constructor argues that in the first phase, the 
director of his institution was invited to attend a training workshop 
in action research. During this, there were talks about research for 
improving the management work in the office, and the application of 
action research was not carried over to the classrooms. Only in 2002-
03, when the implementation of the TTEST project started, was 
action research introduced with a focus on teaching and learning 
improvements. In this period the key trainers’ team had been 
organised in order to conduct further training workshops for teachers 
under the supervision of a regional foreign employee from the 
TTEST project. Another re-constructor says that action research is a 
new type of knowledge to her and was introduced to her under the 
label ‘practical research’. She later became the head of the research 
unit in her institution and went to observe how teachers at 
demonstration schools and lecturers at the college have carried out 
practical research. She also claims that there were some teachers who 
did not do ‘proper’ action research, as they only carried out class 
observation, discussed the weakness in their teaching with colleagues, 
and later tried to improve, and did not follow the whole action 
research cycle. When her responsibility to follow the action research 
in the demonstration school finished she started to carry out action 
research by herself in her classroom.  

Re-constructors’ understanding of action research is related to its 
possibility to develop the teaching and learning processes. In general, 
they think that action research contributes to the improvement of 
teaching and learning skills, while one re-constructor also express 
some doubts:  

Some teachers understand that action research and student-
centred education go together and are related to each other, 

                                                      
19 This narrative is based on data from Interviews 7, 8, 9, 10 and field notes. 
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whereas other teachers are still unclear about the importance and 
meaning of that research. They question the benefits and interests 
that action research could create and are also worried about the 
reactions from the top management and whether they will accept 
and approve their results (Interview 10, ethnic majority male). 

Re-constructors certify that they will continue to carry out action 
research even when the project support is ended, because of its 
contribution to the teaching and learning process. They report that 
action research has been included in the syllabus program for third 
year student teachers. They also propose that the authorities of the 
institution should promote incentive and encouragement for the 
teachers who have carried out action research, as some teachers do 
not properly understand the meaning of action research and say that 
it is costly, need extra material, and more time. The college has set 
aside some money for training of newly recruited teachers. 

As a tentative conclusion about the constructors’ and re-constructors’ 
narratives, we want to point to the similarities in their descriptions of 
action research. 

Further institutional development related to action research 

After the introduction of action research through the PAR project the 
involved institutions continued their efforts in different ways. For 
example, the Northern College has established links with a TEI in 
Thailand in a cooperation that is also considered to be an action 
research project. The focus of the cooperation is ‘integrated teaching’ 
in Science and Mathematics. The integration is an attempt to break 
with the common practices to teach isolated topics and to enhance 
students’ learning and understanding by creating integrated teaching 
combining different topics to broader themes. The project started in 
2007 when Thai educators organised a short training session and 
study visits for the Lao educators. After visits to each other’s classes to 
carry out observations they organised feedback meetings to discuss 
weaknesses and strengths. This project was financed by the TTEST 
project. The plans are to extend the activities also to other subject 
areas.  

A PA in a district close to the Eastern College has reported about a 
seminar organised by RECSAM in Malaysia that introduced a model 
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of action research in 2008 to educators from different provinces. The 
seminar took place at one of the colleges in Lao PDR. After the initial 
seminar the PA introduced the model to teachers in the district and 
instructed them to observe their own teaching, the students’ learning 
and problems that appeared during the lessons, and to document 
their findings after the lessons. The teachers came together in a 
Friday meeting to discuss the issues and to give each other advice on 
how to deal with the situations. The PA developed these ideas further 
into an organisation of friendship schools amongst the 18 schools in 
the district, through which teachers could observe each other’s 
teaching and come together 2-3 times in a semester to discuss their 
experiences. 

The Southern College has established cooperation with an institution 
in Thailand that they consider to be an action research project based 
on the introduction of teaching competences following a model from 
the Thai institution. This model includes nine areas of teaching skills 
related to teaching material, summary of a lesson, questioning, 
organisation and control of the class, communication, explanation 
and narration, encouragement, motivation, and evaluation. Each 
skills area is defined by a number of behavioural criteria that add up 
to a total of 92 criteria with a variation from 4 to 16 on individual 
skills areas. The teacher educators use these skills areas when they 
carry out classroom observations of student teachers and teachers 
(former students) at schools. The teacher educators then use these 
data to improve their own activities at the college.  

In conclusion, the institutional development that followed after the 
introduction of action research through the PAR project showed 
examples of different developments, which were still organised with 
support from donor projects. Furthermore, at the Central Institution 
we developed an action research project that is reported below.  

Action research towards participation and empowerment 

We also wanted to further develop our own understanding and 
experience of action research and for that reason we carried out 
action research as an integrated part of our studies. Through our own 
action research we also became part of the group of re-constructors 
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and developed ‘inside’ experiences that could help us in our broader 
analysis of action research in Lao PDR. 

Our own action research emanated from discussions carried out 
during preparations for our PhD studies. The discussions started in 
an analysis of the national constitution of Lao PDR (Government of 
Lao PDR, 1991) and the so-called ‘Concept Paper’ (Teacher 
Development Centre, 1994). The constitution brings forward five 
aspects summarised under the concepts sex/gender, social status, 
education, ethnicity, and faith. The constitution states in article 22 
that “Lao citizens irrespective of their sex, social status, education, 
faith and ethnic groups are all equal before the law”. Further on, in 
article 24 it is stated “Citizens of both sexes enjoy equal right in the 
political, economic, cultural and social fields and family affairs”. The 
concept paper talks about differences in teachers’ roles and qualities, 
course content, and organisation of learning and teaching as 
important aspects of the reform efforts. Based on these focuses and a 
proposal from the FOE at NUOL (undated) that emphasised 
student-centred methods, gender, and action research, we decided to 
carry out our interventions with a focus on gender and ethnicity 
within a framework established through contextual studies, student-
centred methods, and action research. The reasons for selecting 
gender and ethnicity as the focuses for our interventions were 
twofold. Firstly, it was related to the official policy of education. This 
expressed a concern for both gender and ethnicity in its emphasis on 
‘education for all’ and the ‘new pedagogy. This emphasis was 
articulated in both in policy documents and donor publication; a 
concern which was for instance spelled out also in a research project 
on changes in ethnic student enrolment in Lao PDR sponsored by 
the ADB (Ministry of Education, 2002). Secondly, it was based on 
our experiences of male domination, lack of female participation, and 
the marginalisation of ethnic minorities during lessons. Our plan was 
to create a gender and ethnicity sensitive student-centred education 
through action research with an underlying ambition to develop 
participation and empowerment. 

Policy considerations 

Our inquiry started in the policy call to Lao educators to use the new 
pedagogy of student-centred education, instructionally summarised 



CULTIVATING EDUCATIONAL ACTION RESERCH IN LAO PDR 

118 

as ‘the five-pointed star’, which we have referred to previously 
(Bounyasone et al, 2006). The five-pointed star includes the 
following instructions as expressed in the Primary Education 
curriculum (1998, p. 8) and with similar instructions elsewhere in 
Lao policy documents (e.g. MOE, 1994, p.4, and FOE, 2009, p. 3):  

• Teaching should be followed by activities.  
• Teaching should go with questions.  
• Teaching should have teaching aids.  
• Teaching should divide students into groups. 
• Teaching is connected with real life.  

 
This reduction of student-centred education to five methodological 
aspects dealing with activities, questioning, teaching aids, group 
activities, and the connection of teaching to real life has had some 
practical implications. Our field studies at colleges and schools in 
2006 showed an adaptation of the new pedagogy to the status quo as 
a ‘hybrid version of student-centred education’ that we summarised 
as:  

• Teaching from the textbook in the absence of other material.  
• Asking closed factual questions on the textbook content, as 

teachers do not know how to relate the real life to the content 
of teaching.  

• After the teacher has delivered the content of the lesson 
students are expected to discuss the topic in groups. 
(Bounyasone, et al, 2006, p.9) 
 

Furthermore, “the understanding of the five points, or the principles 
behind them remains superficial among much of the education 
establishment as well as among teachers” as noted in a report 
commissioned by the MOE to a donor-financed project (MOE, 
2004, p. 1). 

Our ambitions were to move the new pedagogy beyond the present 
hybrid application. We wanted to create a situation where female and 
ethnic minority students were given more opportunities to participate 
in the lessons. We hoped to make space for the students’ voices to be 
heard. We also strived to broaden and anchor their knowledge 
beyond the stipulated curricula by integrating informal learning with 
the formal classroom learning as a way towards empowerment.  
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We built our understanding of participation and empowerment on 
the idea that participation and empowerment authorise the self-
confidence, self-reliance, and self-strength of individuals, groups, and 
communities and that this authorisation makes the participants able 
to act and reflect critically in dialogue with diversified perspectives. 
Empowerment is a collective activity and empowering learning 
situations encourage participants to move beyond the taken for 
granted.  

We realised during our field studies in 2006 that our ambitions were 
dependent on how power operated in the ordinary Lao classrooms 
even under the new policy. Therefore, we have summarised our view 
on the power situation that we wanted to change, in the following 
narrative:  

Many classroom situations are characterised by a double agenda, 
where the teacher has a hegemonic power over the situation when it 
comes to curriculum content, mainly exercised through the constant 
reference to the textbook and its stipulations. The textbook content is 
often read or summarised to the students by the teacher without any 
discussion, but rather as a factual transfer from the textbook to the 
students’ notebooks. When communication is taking place it is often 
a matter of one-way communication between the teacher’s questions 
and answers from male majority students. On the other hand 
teachers are expected to use the new pedagogy of student-centred 
education through dialogue with all students and to create 
opportunities for the students to find information and facts and to 
transform these into knowledge. However, such situations are often 
turned into a laissez-faire event when students are left to themselves 
to discuss issues from the lesson with minimal guidance from the 
teachers and under the direction of male majority students. As long as 
the power of the examination, based on textbook content, is the 
overwhelming rule, the new pedagogy of student-centred education 
can be seen as an obstacle to the fulfilment of the traditional 
curriculum content. Since the knowledge that might be developed 
from the new pedagogy of student-centred education, is seldom or 
never, included in the examination, the official measurement of 
‘knowledge production’ through learning outcomes. 
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Empowerment could mean that this situation is changed along the 
following ideas. The power of the curriculum as expressed through 
the textbooks, the teacher’s mediation of textbook content, and 
examinations could be challenged by the inclusion of knowledge 
from alternative sources and experience-based learning from outside 
and inside the classroom. The power position of the male majority 
students could be challenged by the way the teacher organises lesson 
preparations and group activities. These challenges were introduced 
with an aim to empower the weak and marginalised. 

The contextual studies were carried out collectively while other 
activities like observations and video-recordings of teaching activities 
were either carried out individually or in pairs.  

Broad contextual situation 

The Central Institution is situated at the outskirts of Vientiane. It 
had a total of 209 employees at the beginning of our inquiries in 
2005. The education staff is divided into five departments 
corresponding to different professional areas. The main objective of 
these departments is to train upper secondary teachers and teacher 
educators at bachelor level for the colleges of education, which are 
responsible for the training of primary and junior secondary teachers. 

The students in the classes that we taught during the reported action 
research inquiries had entered the institution through three available 
tracks. These are examination, quota, and nayobay. Examination 
means that applicants sit for an entry examination arranged by the 
institution and the examination result decides whether applicants can 
enter the studies or not. The quota system is an affirmative action 
system that gives priorities to applicants from different provinces in 
the country. The quota system gives priority to students with good 
study records; and students with what is acknowledged as valuable 
backgrounds, i.e. untrained teachers and students from different 
ethnic backgrounds with low access to higher education. The MOE 
decides the number of quota places from each province. The third 
track, nayobay, can also be seen as an affirmative action system, but 
with some limitations. It is also comparable to the informal social 
aspects of politics in other third world countries, where formal merits 
are not the sole reason for advancement in the society. Nayobay is 
also related to the view of an individual as a collective being as 
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opposed to the individualistic western view. Nayobay is an informal 
system, even though the literal meaning of the concept is ‘policy’, 
which can give a second opportunity for students to enter a course or 
programme if they have not managed to get a place through 
examination or quota. Nayobay builds on experiences like relatives 
participation in the liberation struggle for Pathet Lao or the social 
capital generated by relatives’ position in the administration or the 
communist party. However, the nayobay system is also open for 
other interpretations as government officials who are approached by 
poor farmer’s families can apply nayobay based on the families’ social 
situation20. 

The entry into higher education for the students involved in our 
action research inquiries is summarised below: 

 
Table 3. Students’ entrance to the courses

21  

 Female  Male  

Examination 21 76 97 

Quota 6 44 50 

Nayobay 1 5 6 

 28 125 153 

 

The figures show that the majority of students entered the courses 
through examination results, while close to every fourth student 
entered through the quota system, and a small minority through 
nayobay.  

The unbalanced gender representation amongst the students involved 
in our action research inquiries is also shown in Table 3. The 

                                                      
20 See Bäcktorp (2007, pp. 109-115) for a discussion of different aspects of the 
nayobay policy in the Lao PDR. The contradictions between a Western 
individualistic view of social relations and a third world cultural view of the 
collective being are addressed by Chabal & Daloz (1999) The human as a collective 
being is also attended to by Pholsena (2006) where she refers to the conflated view 
of Buddhism and Socialism in Lao PDR.  
21 The number of students in this table is not the same as the numbers referred to in 
the reported series of action research inquiries. The reason is that some students 
were members in more than one group.  
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percentage of female students in our groups (14%) was much lower 
than the average (around 40%) amongst all students at the institution 
at that time (FOE, 2004). 

Ethnicity and the attached aspects of languages and culture are 
complex issues, which have attracted international interests and 
concerns in Lao PDR22. An UNESCO document from 2005 focusing 
on the language issues concludes that it is only around half of the 
population in Lao PDR that is taught in their mother tongue as 
public education is carried out through the media of Lao, the official 
language (Kosonen, 2005:2). The document also states that local 
languages are not used in education, even though local languages are 
widely used orally in areas with ethnic minorities. It is also estimated 
that there are 82 languages spoken in Lao PDR, according to 
UNESCO. Pholsena (2006) gives an example of the complexity of 
ethnicity in Lao PDR by referring to the national census carried out 
during 1999-2000 by the Lao Front of National Construction 
(LFNC). In 1985 the government approved that there were 47 ethnic 
groups and the 1999-2000 census agreed on 49 groups distributed 
between four ethno-linguistic categories, named Lao-Tai, Hmong-
Mien, Sino-Tibetan, and Mon-Khmer. These categories are seldom 
used in daily talk where instead the three categories of ‘Lao Lum’ 
(lowland Lao), ‘Lao Theung’ (Lao on the mountain slopes), and ‘Lao 
Sung’ (Lao on the top of the mountains) are more common, even 
though officially forbidden by the present government as they were 
introduced by the RLG and followed the categorisation introduced 
by the French colonial administration. Our own reference to 
ethnicity is reduced to a majority and minority representation, 
because of this complex situation, even though our reduction gives a 
false impression. The false impression is based on the notion that, if 
taken together, the minority groups add up close to half of the 
population. In spite of this false impression, a majority and minority 
representation makes sense for us if paralleled with the categories of 
‘powerful’ and ‘powerless’ social groups and therefore relevant to our 
action research inquiry.  

                                                      
22 See for example Benson (2003), Fox (2003), Kosonen (2005:2) and Pholsena 
(2006). 
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The groups of students that participated in our inquiries were a 
mixture of majority and minority students or to use the daily 
language in Lao PDR a mixture of the social majority group (Lao-
Tai) with the minority groups (Hmong-Mien, Sino-Tibetan, Mon-
Khmer). All groups had a majority of Lao-Thai students. 

It should also be noted that all groups/classes of students entering the 
same programme have a mentor teacher who has the role to assist 
students will problems like absenteeism and unaccepted behaviour. 
Each class selects three student representatives, called president, first 
vice-president, and second vice-president. These representatives have 
different duties such as contact with the mentor teacher, 
responsibility for extra curricula activities related to subject areas, 
news boards, sports activities, and labour tasks at the institutions. 
Furthermore, the class is also divided into smaller units of 5-7 
students. These units function more or less as support during 
homework and other studies outside the ordinary lesson time. 

We present our inquiries as four series of action research inquiries.  

Series of action research inquiries 

Under these conditions we wanted to develop our teaching situation 
through a series of action research inquiries towards a more gender 
and ethnicity sensitive student-centred education with an underlying 
ambition of participation and empowerment. 

First series of action research 

The first series was carried out with a group of third year biology 
students composed by 19 male students and six female students. 
Most of the male students (16) were majority students and only three 
were minority students. Five female students were majority students 
and one was a minority student.  

Activity 1: Investigating participation and empowerment in 
relation to groups with similar backgrounds (lesson content: group 
work on transfer of genetic characters. 2 hours, 20 March, 2006). 

The class was divided into 5 groups. The groups were composed by 
students who belonged to the same ethnic groups as a way to 
investigate the category of sameness within the groups and how that 
affected participation and empowerment. 
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A question sheet was distributed to the groups who then had to 
collect information based on their own characteristics as a way to 
investigate the topic. After the group work, the teacher called on 
individual students to report back, but none volunteered. The teacher 
asked the only female minority student to report and she reported her 
own observations. The lesson continued with questions from the 
students to the teacher, who explained and tried to develop a 
dialogue with the students. Many of the male students brought up 
concrete examples that could be related to issues of inheritance, 
diseases in the development stage of the embryo, or environmental 
and cultural factors.  

This was the first time for students to work in groups and many of 
them contributed by sharing their ideas and opinions. However, they 
were hesitant and less confident in reporting their findings, and more 
keen to ask questions to the teacher. We wanted to develop this 
situation further by mixing the groups. 

Activity 2. Work within mixed groups according to gender and 
ethnicity (lesson content: group work on DNA23 and protein 
synthesis. 2 hours, 24 April, 2006). 

This time the class was divided into 5 groups that were mixed 
according to gender and ethnicity as far as possible considering the 
unbalances between different categories. Four of the groups were 
mixed both in gender and ethnicity, while male majority students 
composed the fifth group. A different dimension was introduced in 
this session as the male group of majority students composed by 
former officials and untrained teachers was also split up into the 
different groups. The pre-understanding was that the group of male 
majority students and former officials was a powerful group because 
of the combination of their gender, ethnicity, age, and experiences. 
We wanted to investigate whether this pre-understanding affected 
participation and empowerment in the group work. 

The teacher distributed instructions to the groups. When the groups 
had read the instructions some of the group leaders asked for 
clarifications from the teacher before the groups started to work on 
their selected tasks from the instruction.  

                                                      
23 Deoxyribonucleic acid. 
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In the first group, one student was absent, leaving two female and 
two male students to carry out the work. All students had collected 
information from the textbook. After discussions, one female student 
dictated to a majority male student who wrote the information on a 
wall chart. The group leader, a male minority student, did not 
consider a suggestion from one of the female students.  

The second group searched for information from the textbook and 
other documents. The group decided together what to include and 
dictated that to the reporter, while a male minority student did not 
participate much in this activity. A female minority student came up 
with a suggestion and the teacher asked for further explanations. The 
student hesitated and asked the male head of the group to help her. 
This information was then added to the presentation.  

One female and one male minority student and three male majority 
students composed the third group. After collection and sharing of 
information from the textbook, a male student dictated the collected 
information to the male minority student, who was the one to 
present the wall chart. The female student copied the information on 
the wall chart in her own notebook and she did not respond to a 
question from the head of the group whether she had something to 
add. 

The fourth group, composed by three male majority students, one 
male and one female minority student, collected information from 
the textbook and then discussed it to make it understandable. Two of 
the male students dictated to the male minority student, who 
prepared the wall chart for the presentation. There were some 
spelling problems and there was a discussion about this amongst the 
group members. At the end, a male student added some new 
information to the chart. 

There were only three students in the fifth group because of 
absenteeism. The students were all majority males. They took most 
of the information from the textbook. At the beginning one of the 
students was worried about how to present their findings and moved 
to other groups to check with them. After that he came back and 
discussed with the others, and started to write on the wall chart. The 
group discussed and compared their findings until they were ready 
with the wall chart. 
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In most cases the untrained teachers took a leading role in the group 
activities even though some female and minority students also tried 
to contribute to the group discussions. Before the next activity we 
had informal talks with the group leaders to encourage them to 
support group members to participate and contribute in the 
activities. 

Activity 3. Opening up for more flexible group reports (lesson 
content: group presentation of DNA and protein synthesis. 2 hours, 
25 April, 2006) 

Before this activity the teacher organised a meeting with the heads of 
groups to encourage female and minority students to contribute 
during presentations. There were four groups reporting as there was 
not enough time for the fifth group to report. The male minority 
student reported from the first group by reading the text from the 
wall chart. The information was not clear so another male student 
asked for clarifications. One female and one male student from the 
group as well as male students from other groups added some 
information from their own notebooks. 

Two students presented the second group report. The male majority 
group leader started to report fluently and with confidence, while 
some of the students in the class took down notes in their notebooks. 
A female minority student continued the presentation and after that 
the head of the group finished the reporting event by a drawing on 
the board. A question from a male student made him explain further. 

The third group had some problems with their chart and helped each 
other to fix it on the board, while the head of the group started to 
explain in a fluent way. Most students were attentive and some even 
took down notes. Another male student continued the reporting and 
later a female minority student had been persuaded by the group to 
report the last part but she did not dare to do it and asked a male 
student to do it for her. The head of the group finished off the report 
with an example from a photograph that was appreciated by the 
whole class. 

A female student started the presentation by the fourth group and 
was applauded by the class after the presentation. The head of the 
group continued while some of the students recorded in their 
notebooks and followed attentively. The presentation ended with a 
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female student who got some help from a male student in her 
presentation.  

This time we experienced more activities from different students, 
even though the male group leaders were still very dominant during 
the reporting, and students listened carefully to their reports. We still 
believed that students, especially female and minority students, could 
be more active so we called the group leaders together with the class 
representatives to a meeting to discuss this issue. The meeting agreed 
that teachers and students should encourage all students to 
participate and share their opinions and to encourage students who 
have never participated in reporting to do that. It was further decided 
that all students should hand in individual reports at the end of the 
week when a topic has been introduced, work on during group work, 
and presented to the class.  

Activity 4. To develop group reporting into collective efforts (lesson 
content: group presentations of concepts of evolution. 2 hours, 29 
May, 2006) 

The class was divided into the same groups and they had prepared 
their group work during previous lessons. We had observed that 
many of the groups worked well during the previous activities and 
that there was a possibility that both cooperation and empowerment 
could be further developed by using the same groups. The teacher 
also had talks with the group leaders before the presentations as a way 
to encourage all students to participate in the activities with obvious 
effects on the presentations. 

Two male students, one majority and one minority, did the first 
presentation. The minority student had some problems with the 
presentation and read the text without looking at the class. Anyhow, 
when the presentation was done the class applauded the student. 

In the second presentation all group members reported one part each. 
Some of the students had never reported before and the class 
applauded the female majority student who reported for the first 
time.  

Four students carried out the third presentation. A female minority 
student had to consult her notes at her desk and also lost her words, 
but regained strength and finished her report, which was applauded 
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by the class. Another student brought in examples from daily life in 
his presentation, which also generated some further discussions and 
explanations. 

Four students shared the last presentation. This presentation also 
included students who had never reported before. 

Most of the students contributed actively during the reporting. It was 
encouraging to see and listen to students who had never reported 
before. This was a good start that we wanted to develop further in 
relation to participation and empowerment. 

Second series of action research 

These activities were carried out with a group of third year students 
specialising in Mathematics, Biology, Chemistry, and Physics. There 
were a total of 130 students including 97 male and 33 female 
students. Most students (72 male and 31 female) were majority 
students and 26 were minority students (25 male and one female). 
Most students came directly from secondary school, while 32 
students (three female) had been working as untrained teachers.  

Before the interventions started the teacher made observations of the 
class during two hours. These observations showed that the observed 
teacher did not introduce the topic to the students but started 
immediately with the topic of the lesson by reading from the 
textbook, which consisted of mostly abstract content. There was no 
oral communication and no questions asked between the teacher and 
the students. This was something that made us concerned. Therefore, 
we wanted to organise our intervention in a different way. 

Before the intervention started the teacher met the students to discuss 
the issue of students’ participation in the classroom processes. The 
teacher encouraged especially female and minority students to 
contribute with their experiences and ideas. 

Activity 1. Creating dialogue during lectures (lesson content: 
Introduction to the properties of basic management. 2 hours, 8 
May, 2006) 

The teacher followed the content in the textbook but elaborated the 
text by introducing examples and asking the students’ for more 
concrete examples related to each duty of a school manager following 
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the four steps to make a ‘school development plan’. These steps were 
presented in the textbook as (1) to identify problems and needs, (2) 
to make a plan, (3) to implement the plan, and (4) to evaluate the 
plan. Students were encouraged to come up with ideas based on their 
own experiences from school and by that we hoped that they would 
get a broader and more concrete understanding of what the role of a 
manager might be. 

At most occasions students encouraged each other, but there were 
also occasions when the opposite happened. When one female 
student stood up to answer a question about the characteristics of a 
good school director, some of the closest male students started to 
laugh and gave comments to the student, which made her 
embarrassed and uncomfortable. The teacher told the students to 
stop their behaviour and the student could continue her explanation.  

At the end of the lesson the teacher distributed a sheet with four 
general questions to the students. Two of the questions were related 
to school management as presented in the textbook (What does 
school management mean to you? and What is planning?) and two 
related to common social activities in the Lao society (How to make a 
plan for a wedding ceremony? and How to make a plan for the Lao 
New Year ceremony?) Each student should study these questions as a 
way to prepare for the group work. The inclusion of the social 
activities was another way to bridge between the abstract descriptions 
of planning in the textbook and social life in the community.  

We recognised that students in general were keen to contribute with 
their experiences and ideas, even female and minority students. Some 
students who sat at the far end of the classroom were not attentive 
during the lesson. There were also occasions of ridicule when a 
female student talked, so we wanted to develop our efforts further 
through the use of group work as a way to make students more 
participatory.  

Activity 2. Group work as a way to develop content and 
participation (lesson content: group work on basic management. 2 
hours, 15 May, 2006) 

The class was divided into twelve groups with 8 to 13 students in 
each. All groups were mixed according to gender, ethnicity, and 
former teaching experiences. The idea behind this mixture was to 
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encourage minority students to participate in the activities based on 
the idea that the group work would create more opportunities for 
participation. The reason to include former teachers in all groups was 
based on the fact that they knew the Thai language and that would 
enable each group to get access to the information in books on 
management in the Thai language that were available in the library. 

The teacher walked around the groups before the group work started 
to help them with the tasks and to answer any questions from the 
groups. The teacher carried out selected observations of some groups 
during the group work. The observations showed that many of the 
students were active during the group work and also contributed to 
the brainstorm activities, probably an effect of the mixed nature of 
the tasks. 

Most groups carried out open discussions and helped each other and 
shared ideas and agreed continuously on what to report. One group 
prepared their answers individually before they shared their ideas and 
came to a conclusion for the reporting. Before the next activity the 
teacher met the group leaders to encourage them to create more 
participation in the presentations. 

Activity 3. Creating collective group presentations (lesson content: 
Presentation of group work on basic management. 2 hours, 22 
May, 2006) 

The presentations of the group work were mostly carried out by three 
students, both male and female and at times also including ethnic 
minority students and students who had never reported before. Each 
group reported on the technical and abstract aspects of management 
from the textbook as well as the social and cultural managerial 
experiences. When a question was raised about the reasons for 
working on tasks related to social activities, one student pointed to 
the similarities between formal administrative work and collective 
work in the society. At one occasion when a female minority student 
reported to the class other students started to laugh. The student then 
asked: Why do you laugh at me? and the students stopped their 
behaviour.  

At the end of the lesson the teacher collected the students’ individual 
reports. These reports indicated that the mixture of formal and social 
assignments could have the effect that students learnt about 
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management in a broader sense beyond the formal understanding of 
management as a list of behavioural rules in the textbook. 

The most encouraging moment during this session was when a 
student did not accept the bad and ridicule behaviour of some 
students. We recognised this situation as a moment of improved self-
confidence and a sign of empowerment. 

Third series of action research 

This series was carried out with the same group of students as in the 
second series that is a mixture of students specialising in 
Mathematics, Biology, Chemistry, and Physics. The topic was about 
school management. 

Activity 1. An attempt to create participation by recognising 
students’ experiences and to allow critical comments (lesson 
content: Introduction to School Management Planning. 2 hours, 
29 May, 2006) 

The teacher introduced the six areas of school management according 
to the textbook. These were academic management, student affairs, 
human resources management, department and building 
management, financial management, and school and community 
management. After each area presentation the students were 
encouraged to come up with comments or additional information 
from their own experiences that could be related to the area. Both 
students with experiences from teaching and other students came up 
with ideas that were examples of good or bad management according 
to the students. This was another example of an attempt to create 
participation amongst the students by recognizing their former 
experiences and to allow critical comments.  

At the end of the lesson the teacher distributed the sheet with 
questions that students should work on as a preparation for the 
coming group work. The questions were related to How to manage 
and administer the office and monetary work? How to be a good and 
skilled manager? How to administrate and direct the personnel 
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organisations?24 How would you, as a director of school, improve 
teaching and learning in your school?  

The teacher encouraged the students to get more information from 
books in the library and also by interviewing teachers and 
administrators at the faculty and the demonstration schools. 

During this activity we expanded the area of available information 
beyond the abstract content of the textbook by including information 
from the students’ own school experiences related to management. 
Some of that information also included critique of school 
management that became an important aspect of a broader basis for 
learning. This was confirmed by the examination where the teacher 
included questions beyond the textbook content that created 
opportunities for students to develop a broader knowledge about 
management.  

Before next session started the teacher organised a meeting with the 
group leaders. This meeting was motivated by the teacher’s previous 
observations that some students, mostly female and minority students 
seldom participated in the discussions or presented the findings from 
the group work. The teacher instructed the group leaders to 
encourage at least one non-participatory student to take on the role as 
one of the two reporters as a way to encourage a more diverse 
representation amongst reporters. 

Activity 2. To encourage a more diverse representation amongst 
reporters (lesson content: group work on school management. 2 
hours, 5 June, 2006) 

The group leaders brought up this issue when the group work started 
with the effect that the observed groups selected new reporters. The 
discussions within the groups became livelier than before and the 

                                                      
24 There are three mass organisations in Lao PDR all linked to the party; the Labour 
Union, the Women’s Union and the Youth Union. These are represented in all 
spheres of society from villages to government institutions, including schools. 
Teachers and other staff are members of the different organisations. In some cases 
one person can be a member of all three organisation; e.g. if you are a women, 
under the age of 40 and employed at the university you would be a member of all 
three mass organisations, since the Youth Union organises people under 40, the 
Women’s Union, women and the Labour Union workers.  
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students who had been chosen as reporters became more active 
during the group work as an effect of their new responsibility.  

The discussions were also affected positively by the fact that students 
had interviewed teachers and administrators that added to the 
information from the textbook.  

We experienced more lively discussions in the groups as more 
students had reasons to become involved as a result of the additional 
information gained from interviews and the preparations for the 
presentations.  

Activity 3. Breakthrough to participation (lesson content: group 
reports on school management. 2 hours, 12 June, 2006) 

In most groups at least one student who had never done it before 
reported the group work. The groups focused on the managers’ role 
to facilitate teaching and learning. The groups also discussed the 
problem for managers to develop enough income for schools in urban 
areas. A lively discussion was created when one of the groups brought 
up the issue of the new curriculum. It was reported that the 
curriculum did not include enough information for the teachers to be 
able to carry out their teaching and new subject methodologies were 
included that was not followed by proper instructions. These 
curriculum problems affected the way the school activities could be 
managed, according to the students. 

The group reporters acted with confidence at most occasions and at 
times the whole class became involved in sharing ideas. At the end of 
the lesson the teacher collected the students’ individual reports on the 
issues of school management. 

The presentations from the groups were carried out in a participatory 
way including also students with less or no experiences from own 
presentations. These students showed an improved self-confidence 
and braveness in standing in front of many people. The issues of 
management problems and the new curriculum generated lively 
discussions that involved many students, even though some students 
were still not attentive. There was also a mixture of textbook content 
with information from practical examples based on own experiences 
and information from interviews. This was also illustrated in the 
individual reports from the students.  
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Fourth series of action research 

These activities were carried out together with a mixed group of 12 
students from year 2 and 11 students from year 4. Most were 
majority students including eight students with teaching experiences. 
There were only three students from minority groups including one 
female student. 

Activity 1. Creating participation through the use of real specimen 
(lesson content: group work on the classification of arthropods. 2 
hours, 10 January, 2008) 

The students were instructed to collect insects by themselves before 
the lesson. This was the first occasion for students to collect material 
to a lesson as that was usually considered to be the job of the teacher. 
We hoped that the students’ interest in and activity during the lesson 
would be affected positively by this new way to prepare for the 
activities in the class. The class was organised in five mixed groups 
and all students received a sheet with instructions on what to look for 
during the activities and how to report their findings. Students were 
also encouraged to report any interesting facts from their 
investigations that could assist them in classifying the insects. The 
exercise was organised so that the groups had to identify the 
classifications criteria themselves. Each group was given a magnifying 
glass to help them in their observations. Many students had never 
used a magnifying glass before. The groups were given 30 minutes to 
carry out their investigations. After that each group had to prepare 
their presentation. Each group selected a majority student with 
teaching experiences as a group leader. This was interpreted as a way 
to acknowledge the social and cultural capital that comes with such 
experiences. 

During the group work most students were active and contributed 
with information from their observations, including female and 
ethnic minority students. Interestingly, it was the students from rural 
areas who had a lot of information about the different insects. 
Students had by now learnt to organise their group investigations 
including to find information from the library and to combine that 
with experience-based knowledge. Even though female students were 
active during the work, they often spoke with low voices and were 
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not as active as the male students. We think that the manipulation 
with real objects made a difference for this session. 

Activity 2. Specimen as a media for participation (lesson content: 
group reports on the classification of arthropods. 2 hours, 10 
January, 2008) 

We hoped that by activating the students in the collection of material 
for the lessons also would have a positive effect on the reporting of 
the group work based on a higher motivation for learning as well as 
the acknowledgement of experience-based learning.  

Each group had 20 minutes for the presentation. The reporting 
followed the ordinary procedures where the class was encouraged to 
ask questions after each group report. Most groups wrote the main 
information on the board before they started their reporting. The 
oral presentations were in some groups a combination of textbook 
information and information based on experience-based learning. 
Some groups also illustrated their oral presentation with examples 
from the insect samples shown to the class. The groups answered 
questions from the class after the presentations accurately.  

The students were asked to hand in individual reports after the group 
reports had been presented. Most students followed the information 
in the textbook in their individual reports, while a few also integrated 
experience-based knowledge into the reports. 

There were a few references to the real objects in the reports, but not 
as many as expected, as the tendency to rely on the textbook content 
still is strong. The reporting was influences by the fact that rural 
students knew more about the different objects that they studied and 
therefore became more involved. 

Activity 3. Physical manipulation as a way to create participation 
(lesson content: dissections and reports on fishes and frogs. 2 hours 
and 40 minutes, 25 February, 2008) 

Students were asked to bring frogs and fish before the lesson started 
as a way to get engaged in the activities and by that to stimulate 
learning. During the lesson students were instructed when the 
different activities started. They were instructed to start by observing 
and noting the external structures of the species. During the 
dissection students were instructed to make descriptions of the 
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internal organs and after the dissection they had to prepare a 
presentation paper and individual reports. 

During the first activity all students were interested in making proper 
observations and to give instructions to the note keeper in each group 
on the external structures of the frog and the fish. When the 
dissections started students became even more curious to examine the 
internal organs and they helped each other to describe the different 
organs. 

The presentations of the findings were heavily influenced by the texts 
in the textbook and very little reference was made to the actual 
investigations of the species, e.g. by showing how an organ looks like 
in reality. The groups made drawings on the board of the different 
internal organs, but failed to refer the drawings to the actual reality 
on their desks. Students were generally very interested in the 
presentations and questions were asked that called for further 
explanations also from the teacher. There were no laughs when 
students presented as we had experienced previously. Both minority 
students and female students participated fully most of the time.  

A concluding remark about our own action research is that it is 
possible to use action research as a way to change the learning 
situation for groups of marginalised students, even under rather 
restricted and limited conditions.  

Reflection on the traverse from policy to practice 

This chapter has described our findings related to action research in 
Lao PDR by addressing policy and donor documents, instructional 
materials produced for training purposes, and reports from action 
research projects. We have also collected data from Lao educators 
involved in action research. We have focused on how they have 
described the introduction of action research, how they understand 
action research, and what possibilities and constraints they relate to 
action research. Furthermore, we have carried out our own action 
research inquiries as an attempt to challenge the power patterns in 
the classrooms and to get an insider view on action research.  

Before we start our analysis of these findings we want to make a few 
comments about the findings. The policy documents published by 
the government of Lao PDR do not say much about action research. 
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Much of the information on action research is from donor 
documents that primarily seem to be produced for the benefits of the 
donors in the form of donor project evaluations. The instructional 
materials, placed between policy and practice, are all dealing with a 
specific model of action research rather than giving an overview over 
the many ways that action research can be used in education. The 
similarities in the way that constructors and re-constructors present 
their views about action research come as no surprise, following from 
the above, while our own series of action research show a somewhat 
different focus and idea about what action research eventually can 
develop.  

In the following chapter we will attend to an analysis of our findings 
about action research as part of ‘the new pedagogy’ within a context 
influenced by the agendas of international donor projects. When a 
concept like action research is introduced and included in an attempt 
to develop and change the educational practices something happens 
to this concept and the way it is understood and practiced that is 
influenced both by external forces and by internal historically 
grounded conceptions and practices. 
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V. MATTERS OF REDUCTION AND 

RECONSTRUCTION – IS THERE A LAO 

WAY? 

This chapter concludes our present inquiries into action research in 
Lao PDR. Our aim and research questions related to how action 
research became an approach for the introduction of a new 
educational policy, student-centred education; what broader 
contextual factors influenced action research; and perceptions 
amongst Lao educators about the introduction of action research, 
their understanding of the concept, and its potentials and constraints. 
We looked into the education context from a historical perspective 
until present day by investigating different periods; the traditional, 
the colonial, the war, the socialist, and the neoliberal periods. The 
aim of this investigation was to broaden and to include the context as 
an important part of our research perspective of global policy studies. 

In our attempts to build a theoretical foundation we started to 
investigate broader legacies and regimes of influences, such as the 
legacies of globalisation and donors operating within the EFA 
doctrine and student-centred education. We also looked into the 
broader international aspects of action research and how these could 
be divided into three main perspectives: Action research as a 
technical, practical, and critical approach. Further on, we explored 
educational approaches that could create a basis for a cross-cultural 
dialogue about a vision for the future.  

A beginning of a tentative theoretical foundation started in a concern 
about hidden policy ensembles attached to what we call the global 
EFA doctrine and international legacies of action research. Our 
interpretation of the situation with hidden policy ensembles and 
globally ‘imposed’ doctrines and practices is related to the common 
situation when external consultants deliver their messages in technical 
ways, often ignoring the problems of the attached policy ensembles 
grounded in foreign logics and cultures. This might leave the 
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receivers of the messages frustrated and in a state of uncertainty. 
Double misunderstandings can also appear in the meeting points 
between the local and the global, because of a mutual lack of 
understanding of each other’s policy ensembles. This can happen 
when external consultants take for granted their own policy 
ensembles and lack insight into the local context. This can be the case 
when the benefits of formal education are taken for granted without 
considering the social situation and the family situation that e.g. 
demands the children’s labour for the survival of the family. 

We were also concerned about the discourse - conception - practice 
processes that create mismatches between the three levels. For 
example, what is introduced at discursive level in policy statements 
and donor documents at a certain point in time might be re-
interpreted and altered on the conceptual level, because of influences 
from previous discourses, conceptions, and practices. These might 
then end up in new practices that do not follow the intended ideas or 
simply resemble past practices as policy backlashes. 

We also had a forward looking perspective in our theoretical 
foundation. It was intended as a basis for a relation between ‘good 
examples’ in our data with a critical pedagogy of place that combined 
a concern about re-inhabitation and decolonisation developed 
through a cross-cultural dialogue and ‘good examples’ from 
elsewhere. This part of our theoretical foundation followed a logic 
that was different from the hidden policy ensembles and the policy 
backlashes. The previous was flexible and organic in the sense that it 
was open for alternatives that together could impact Lao education 
practices, while the latter were either technically or backward 
oriented. 

Our theoretical foundation places the reform arena of action research 
in a system of coordinates with time at the x-axis and space at the y-
axis model (see chapter II, Figure 1). This made it possible to 
illustrate the complexities of the forces influencing the reform arena 
for action research. The hidden policy ensembles operated from 
outside, while policy backlashes operated from the past, and the 
combined forces of a critical pedagogy of place through a cross-
cultural dialogue operated from inside towards the future with 
selective influences from the outside past. With this summative 
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description of the intention with our research perspective we are 
prepared to present our analysis. We will do that by combining the 
data from our findings with the hidden policy ensembles and the 
policy backlashes. After that we will make an attempt to combine a 
critical pedagogy of place with a cross-cultural dialogue as a way to 
draw up some visionary aspects for the future, within a Gramscian 
framework of ‘good sense’. 

Hidden policy ensembles 

When hidden policy ensembles from outside hit the ground in 
countries like Lao PDR, they do it by only showing parts of their 
surfaces, because hidden policy ensembles have their deep basis 
somewhere else and in our case that is the western and globalised 
culture and its individualistic perspective. When Lao educators are 
expected to act based on surface knowledge, they can only rely on the 
technical rationality that this surface offers, because that is what 
remains of the policy ensembles on the reform arena.  

The reform arena for action research was pressurised by the hidden 
policy ensembles from outside. The first sign of this pressure was 
observed in relation to policy and instructional documents, whether 
officially labelled as government or donor documents. Most of the 
documents that we found were produced within donor projects or by 
consultants operating on behalf of donor organisations. Furthermore, 
most of the documents, even instructional documents written in 
English, a language with a very narrow functional literacy sphere in 
Lao PDR, are written in a style that is more suited for the globalised 
donors than Lao educators in the local context.  

Stephens (2007) raised questions concerning the transfer of an 
educational approach like action research. Action research is 
according to him anchored in western ideas about individualism, 
democratic involvement by practitioners, and change. This is then 
introduced into a culture that Stephens characterises as obedient, 
hierarchical, and centralistic, and the whole process can be related to 
hidden policy ensembles. This dichotomy between western ideas and 
Lao culture can create problems if confronted, but survives in the 
dynamics of social life when the external ‘intrusion’ is reduced to 
technical rationalities as shown by our data, and confirmed by the 



CULTIVATING EDUCATIONAL ACTION RESERCH IN LAO PDR 

142 

examples from Namibia, Botswana, and Mongolia. However, it is 
also possible to look at action research as something beyond the 
common western paradigm, if referred to the type of critical action 
research developed in Brazil and Australia based on for example 
Freirian conceptions of emancipation that Diniz-Pereira, Kemmis 
and others refer to (see chapter II). 

The issue of technical rationalities is central to the hidden policy 
ensembles that enter Lao PDR. There are at least two sides of 
technical rationalities that we want to address here. Today, when the 
field of education is influenced by neoliberal marketisation, we also 
see the global importance and consequence of the central concepts of 
quality, transparency, and accountability and their definitions as 
measurable entities in the EFA-doctrine. Furthermore, a specific type 
of surveillance follows with the EFA-doctrine (see chapter II). This 
surveillance acts as a global machinery of control and must therefore 
by its very nature follow a technical rationality. This puts its mark on 
the national context for action research in Lao PDR through 
management and control. As a consequence, it becomes taken for 
granted to use a rigid view on action research that for example forces 
educators to strictly follow a predesigned and ‘true’ model of action 
research. An expression of this can be found in the constructors’ 
narratives where they talk about action research as the cycle including 
reconnaissance, action plan, acting and observation, reflection and re-
planning. Furthermore, constructors explained that if a member of 
the team found mistakes in the cycle, the action research had to be 
repeated. The action research handbooks that we have analysed show 
how this works through the application of hypothesis, control, and 
the search for truth, lists of descriptive behavioural rules, and the 
instructions for how an action research report should be written. This 
creates further simplifications of the action research process.  

The other side of technical rationalities is related to the way action 
research was introduced in Lao PDR through the so called cascade 
model and the type of instructional material that was developed. The 
cascade model fits well when you reduce educational development 
into technical rationalities, because of donor demands. Then the 
deeper understandings are left behind and by that reduce what can be 
dynamic educational approaches like action research into techniques 
and ways of behaving. This became particularly obvious in 
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connection with our analysis of reports from action research projects. 
These reports were more or less repetitions of taken for granted 
aspects of student-centred education like the problem with 
uncooperative students during group work. A commissioned research 
study of school clusters in Lao PDR is saying in its recommendation 
concerning the training of staff involved in the cluster school system 
that “The cascade model of training currently used should be 
reviewed in terms of its effectiveness” (Teacher Training Department, 
2004, p. xiii) 

An alternative view might be that Lao PDR has through the NEM 
already accepted the global neoliberal capitalist system to develop 
within a socialist political framework and by that also the 
individualistic culture that comes with it. However, our 
interpretation is that it was not the attraction of the neoliberal system 
that created the NEM, but the collapse of the Eastern Bloc and the 
consequences this had on foreign support to Lao PDR. The country 
was left with only one option; namely to open the door for western 
donors and their financial support. With that came also the global 
neoliberal system and its hidden policy ensembles, even though some 
kind of implicit opposition could be identified through policy 
backlashes.  

Policy backlashes 

The hidden policy ensembles operate on a more systemic level, while 
policy backlashes appear mainly on practical levels, as the theoretical 
reasoning behind these concepts are developed respectively by Ball 
(2006) and Asplund (1979). 

In a way, policy backlashes can be seen as a common humanistic 
behaviour based on the notion that humans often feel safe and 
comfortable in situations that are well known to them. These 
situations are sometimes called ‘comfort zones’ and might work 
against the willingness to develop new thinking and new practices 
(Akhlaq, 2008). 

In our data we have found policy backlashes that officially are 
explained by a lack of practical experiences and lack of training to 
carry out action research. Our data does show that action research has 
been disseminated through training sessions and seminars. There is 
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however reason to believe that these sessions have been too few and 
organised through the ‘cascade model’ where much of the basis for 
understanding risks getting lost on the way. Our finding also point 
out that re-constructors who actually are expected to carry out action 
research instead are operating as constructors and become the 
controllers of ‘critical friends’, while they themselves remain in a 
managerial role. The actual action research in the practical classroom 
situation therefore risks being turned into a control station instead of 
a transformation process where educational change is in focus.  

There is also a reference to old practices of classroom observation 
which is well known in the Lao education context. Our data shows 
that respondent have a tendency to talk about action research as a 
synonym to the already existing observation practices. This means 
that action research is turned into a practice where observations are 
made and reported to higher levels in the system, thus deferring the 
focus on change in the classroom by the teachers. This is an 
interesting reference that obviously has not been taken into account 
when action research was introduced, but can still be seen as a kind 
of policy backlash if it operates as a reconstruction of action research. 

Another policy backlash is related to the connections made between 
action research and student-centred education. In principle, action 
research is seen as a way to implement student-centred education. 
This has a tendency to narrow action research to the teaching and 
learning process. The problems to solve are then narrowed down to 
the students, as most action research reports deal with students who 
do not behave in expected ways. This stepwise narrowing down of 
‘problems’ to the individual level can both be seen as an emphasis on 
individualism, and a way to avoid inquiries that include contextual 
factors in the development of society as well as managerial factors. 
Such a policy backlash can as many others, be explained by 
perceptions and practices grounded in previous periods of 
development in Lao PDR that we referred to in chapter I. 

In our preparations for our own action research we have referred to 
the common hybrid version of student-centred education in Lao 
PDR, which is another sign of a policy backlash. In this hybrid 
version, student-centred education continues to be textbook and 
teacher-centred focusing on hypotheses presented in the textbooks 
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rather than the life experiences of the students. Indirectly, this can 
change the focus of action research that might end up in an 
‘improved’ teacher-centred education. 

Furthermore, the double agenda, that we referred to as a way of 
describing the power situation in Lao classrooms, deals with the new 
pedagogy of student-centred education and the strong examination 
system, focusing on textbook content and an examination system 
structured according to this. In these situations action research as a 
way to strengthen student-centred education can be seen as an 
obstacle not only to the fulfilment of the curriculum content but also 
to the examination system and therefore dismissed because of the 
time it takes to carry out action research or that action research 
hinders teachers to go through the whole content of the curriculum. 
To avoid this policy backlash there is a need to change the 
examination system so that both action research and student-centred 
education can operate fully in a stronger focus on educative 
knowledge, if that is what people in power want to happen. 

On a reflective note 

As a final reflection on the role of hidden policy ensembles and policy 
backlashes, before we move to a discussion about the possibilities for 
action research in the future, we want to say a few words about 
reductions and reconstructions. In spite of what are good intensions 
by donors and their technical advisors, it often happens that 
implementation processes of donor projects become either reductions 
to technical rationalities or reconstructions that resemble the 
practices that at first were the official target for change. This is a 
dilemma especially for the donors, but comes as no surprise for us 
when donor driven reforms, like action research in Lao PDR, are 
introduced and carried out in a way that is economically, 
professionally, and mentally a top-down process for the receivers.  

In our study of educational reform in Lao PDR we have found that 
an educational approach like action research, that is introduced as 
part of a taken for granted global agenda of change, is reduced to a 
technical rationality and practices that resemble previous experiences. 
Our findings are explained from the theoretical perspectives of 
hidden policy ensembles and policy backlashes. Hidden policy 
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ensembles reduce action research into a technical rationality due to 
their alien cultural and social connections that are not brought into 
the open at the reform arena. Policy backlashes become a way for 
practitioners to create meaning based on previous contextual 
practices, conceptions, and discourses as a consequence of the 
technical rationality created by the hidden policy ensembles and the 
use of the cascade model. Our concluding interpretation is that the 
basic ideas underlying the reform process are diluted. Therefore the 
reform process becomes difficult to understand locally. An example 
of this is how hidden policy ensembles turn action research into a 
technical rationality. Action research is then disseminated through 
the cascade model, and gives rise to policy backlashes among re-
constructors, i.e. practitioners of action research, when they attempt 
to create meaning out of action research.  

However, the positive traits that action research has left in the 
educational system in Lao PDR are appreciated and should be taken 
advantage of in future development. For example, this applies to 
what re-constructors said about how action research has broadened 
their views on educational activities and new attitudes towards 
students, created an awareness of that social backgrounds influence 
students’ performance, and that the teacher’s role is also to nurture 
the students’ wellbeing.  

Educational action research is an approach that can have many faces. 
Therefore, we will elaborate the beginning of a vision for the future 
that hopefully will be further developed and eventually carried out on 
Lao grounds. 

Is a future vision of an action research approach possible in Lao 
PDR? 

This last part of our thesis will combine data from our inquiries with 
a critical pedagogy of place and use a cross-cultural dialogue to 
establish ‘good examples’ that together can become a starting point 
for a future vision turned into practice. The concept of ‘good 
examples’ follows the notion by Gramsci (1971) on ‘good sense’ 
elaborated by Dahlström (2002) with reference to a teacher 
education reform in a country in a similar situation as Lao PDR. 
Gramsci’s concept ‘good sense’ was developed within a context of a 
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class society, where he made a difference between common sense and 
good sense. According to Gramsci, the interests of the ruling classes 
are transformed to common sense in a process where these interests 
become taken for granted and considered as legitimate also by the 
working class, against their own interests. A counterforce is possible 
to develop within the working class that creates a ‘good sense’, i.e. a 
sense based on the working class interests. If we move this reasoning 
into our present elaboration we can say that the externally driven 
interests to include the Lao society into the global doctrines 
emanating from the west is part of what has become common sense 
in Lao PDR. A good sense could then be developed from a locally 
generated reasoning of re-habitation and decolonisation together with 
a cross-cultural dialogue, if looked at from a Gramscian perspective. 

Such a good sense will include examples from our own data and the 
present situation in Lao PDR, ideas of connectedness, mindfulness 
and impermanence from action research influenced by Buddhist 
thinking, pedagogical ideas from Freinet such as the Working Library 
and meaningful production, and from the Shatskii model of an 
integrated schooling including the ‘complex method’.  

With this approach we also want to demonstrate and develop an 
action research approach that moves beyond the college and school 
classrooms. In this way, action research can get new meaning for 
education in Lao PDR as it will expand its focus beyond what it is 
often portrayed to be; namely a way to improve teaching and learning 
through student-centred education understood as group learning and 
individual learning, according to Chounlamany and 
Khounphilaphanh (2011).  

We will start by looking at what was accomplished in our own series 
of action research as a way to forward participation and 
empowerment. After that we will return to the approaches we 
identified through a cross-cultural dialogue and from critical 
pedagogy of place before we make an outline for a future action 
research network. 

Challenging curriculum and classroom power  

Our series of action research inquiries was an attempt to create 
participation and empowerment amongst female and minority 
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students and to do that we had to challenge the power that was 
resting with the teacher, the textbook, and male majority students in 
‘the old pedagogy’. Our view of ‘the new pedagogy’ (student-centred 
education) was influenced by its common methodological reduction 
to the technical rationality of the five-pointed star, but we also 
wanted to move beyond that understanding. To be able to analyse 
our practices we constructed a power continuum that at one end 
represented a hegemonic and at the other a shared power. We looked 
at power as relational and operating both socially and intellectually in 
the educational processes. The power was played out through the two 
fields of ‘Space and visibility’ and ‘Information and truth’.  

‘Space and visibility’ was defined as the field for different actors in 
the classroom to use the social and intellectual space available to 
make themselves, as members of the classroom collective, and their 
voices visible. This could be done through the sharing of experiences, 
ideas, and intellectual reasoning in the educational processes. 
According to ‘the old pedagogy’ and our own previous experiences 
this field was to a large extent occupied by the teacher and male 
majority students. Our attempts were to open up this field also to 
female and minority students. 

‘Information and truth’ was defined as the field where information 
could be transformed to individual and collective knowledge and 
where information operated as hegemonic truth or shared reasoning. 
The tradition in ‘the old pedagogy’ was that information and truth 
rested with the teacher and the textbook as an undisputable and 
hegemonic truth. Our attempt was to open up this field for 
experience-based and shared reasoning for all students and by that 
challenge the hegemonic truth. Figure 2 below, shows a schematic 
outline of the power continuum and the fields we used for our 
analysis. 
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Information and truth 

Figure 2. Power and analytical fields  

 

We will now place our findings in the framework created by the 
analytic fields to be able to assess our practices along the power 
continuum.  

Space and visibility 

The common understanding amongst students and teachers, at the 
time when we started our action research inquiries, was that this field 
belonged to the teacher and male majority students. Therefore, we 
had to introduce measures that opened up this field also to female 
and minority students. This was attempted through three types of 
activities. Firstly, the teacher encouraged students to come up with 
ideas in connection with the introduction of a topic. During these 
occasions the teachers opened up for students to contribute with 
comments, mainly based on their own experiences. Many students 
were hesitant from the beginning, especially minority students who 
had experiences of frustrations and embarrassments in the classroom 
because of ridicule behaviour from majority male students. These 
situations were related to oral expressions and Lao dialects because of 
different mother tongues. These situations changed as minority 
students became more willing and confident to contribute especially 
during the second and third series of action research inquiries. A 
female student even challenged behaviour of ridicule at one occasion 
towards the end of the second series of action research. Secondly, 
different measures were taken by the teachers to create space and 
visibility amongst female and ethnic minority students during group 
work. Group constellations and preparatory tasks were modified for 
that reason and we found that female and ethnic minority students 
became more active and visible during group work processes; 
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especially when groups were organised homogenously (only female or 
ethnic minority students) and when they were given strategic 
responsibilities, like being reporters. Thirdly, the reporting of group 
work was modified. The tradition was that the group leaders, usually 
male majority students, were the ones who reported the findings 
from the group work to the class. We encouraged students to report 
their group findings collectively by including more than one reporter 
and we also encouraged the groups through the group leaders to 
select inexperienced female and ethnic minority students to 
participate in the reporting. 

All these efforts changed the social patterns during class work in 
favour of a more even representation of gender and ethnicity in the 
field of space and visibility, even though we still experienced some 
hesitations amongst female students to participate fully in the 
processes. One of our reflections was that the traditional culture of 
subservience amongst female and minority students is still prevailing 
in the Lao education system, while our action research inquiries 
showed a possibility to change this subservience towards a more 
shared utilisation of space and visibility.  

Information and truth 

The old pedagogy rests on a tradition of transferring information 
from textbooks, mediated by the teacher, copied by the students, and 
eventually memorised for the examination. This tradition is to a large 
extent still prevailing under the new pedagogy that we have 
characterised as a ‘hybrid version of student-centred education’. In 
our action research inquiries we wanted to move our practices beyond 
this hybrid version by broadening the basis for the students’ learning 
and to allow other sources to influence the field of information as a 
way to challenge the hegemonic truth of the teacher and the 
textbook. Therefore, students were encouraged to bring in their own 
experiences, to collect information from alternative sources like 
reference books and interviews, and to collect the specimen like 
insects for investigations. Concrete investigations for example 
through the dissection of fishes and frogs were other ways to broaden 
the basis for information during biology classes. Further on, students’ 
critical comments to their previous schooling became alternative 
sources of information on school management issues that contributed 
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to a broader understanding through the integration of informal 
experienced-based learning with the formal textbook learning. 

By challenging the hegemonic power of the teacher and the textbook 
we hoped that students would develop a broader understanding of 
the issues brought up during the action research inquires, even 
though we also realised that to create a sustainable and broad 
knowledge base amongst students we also have to look into the 
present examination system as a way to develop more flexible 
measures to assess and validate learning.  

Lessons learnt from our own action research 

Our own action research inquiries were carried out as an integrated 
part of our studies and was an attempt to broaden our understanding 
of possibilities and constraints related to the introduction of action 
research as part of ‘the new pedagogy’ in Lao PDR. We carried out 
four series of action research inquiries. Each series contained three or 
four sessions of around 2 hours each, adding up to roughly 26 hours 
of classroom activities. Two of the series were carried out as 
continued activities during a period around two weeks each and 
together with the same group of students, while the other two series 
were more unevenly distributed over a period of more than one or 
two months and with two different groups of students. Additional 
time was also spent in classroom observations, lesson preparations, 
and meetings with selected students.  

Our overall assessment of the action research inquiries is that it is 
possible to change the social patterns of power distribution in the 
classrooms, even under our rather limited conditions and time 
frames.  

We still believe that more fundamental changes are only possible 
when more continuous efforts are carried out within a modified 
educational context that includes a broader view on how learning is 
developed and changes in the way that students’ learning are assessed 
and examined. 
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Lessons learnt from cross-cultural dialogue and critical pedagogy of 
place 

In our outline of a theoretical foundation in chapter II we included 
two concepts that are central to our suggestion of a future national 
network. These are cross-cultural dialogue and critical pedagogy of 
place.  

The lessons learnt from the cross-cultural dialogue are that Buddhist 
ideas are possible to integrate with action research. The aspects that 
we want to include are mindfulness, impermanence, and 
connectedness. Mindfulness can be related to the pre-studies that are 
needed in a future action research network, connectedness has its 
significance in relation to the way education can be related to 
community, and impermanence can be related to the changes that 
take place in society that education must relate to. 

Furthermore, the Freinet pedagogy has taught us that learning is 
enhanced when it is socially related and has a communicative 
meaning. Shatskii’s complex method demonstrates that school 
learning has a broader aim beyond the classroom and the 
examination as a way to understand the outside world. Therefore, 
education becomes more functional when carried out as integrated 
social activities.  

The lessons learnt from critical pedagogy of place that combines a re-
inhabitation and decolonisation are related to the re-introduction of 
local knowledge and skills that often are left behind when 
modernisation arrives. It also recognises the role of local knowledge 
and skills in modern schooling as part of a decolonisation process. 

An outline of a Critical and Educative Action Research Network in 
Lao PDR 

As an outcome of our research we would like to suggest a network to 
be developed, informed by the pedagogical aspects presented in this 
thesis. The network could use action research in an alternative way to 
what has been practiced so far in Lao PDR. The critical part of this 
network is related to the concept critical pedagogy of place as a way 
to forward an educative action research network that recognises 
decolonisation and re-inhabitation. It will also be educative, meaning 
it will have an integrated ambition to make students more 
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knowledgeable and skilful. We will start by describing the 
organisational structure. 

Reversing the flow 

There are presently many attempts in Lao PDR to create a 
decentralised system of education by handing over responsibilities to 
regional, district, and village levels. These attempts are applauded by 
the international donor community. For example, there is a 
possibility in the curriculum for primary and junior secondary 
education to localise the national curriculum up to 20% as a way to 
develop community participation in education, according to the 
education vision (Chounlamany & Khounphilaphanh, 2011; 
Ministry of Education, 2000).  

In addition, an elaborated system of schools clusters has been 
introduced with a varying number of schools in each cluster. The 
idea behind school clusters is to encourage local cooperation and at 
the same time increase the efficiency of the national distribution 
system from the centre (Teacher Training Department, 2004). 
Furthermore, there are educational Resource Centres and even 
Community Learning Centres available all over the country that 
could be utilized also for the present purposes. There are also 
approximately fifteen PAs available at each of the eighteen Provincial 
Centres, who work as subject specialists at junior secondary level. 
There are also PAs at district level who are responsible for support in 
primary education. However, many of the functions of PAs are today 
carried out as inspectorial services by checking on the accuracy of 
teachers’ behaviour. These functions would be turned into more 
educative and developmental activities within the suggested network. 
Add to this a tradition of Friday meetings and an introduction of 
action research at college level and we get a number of infrastructural 
and pedagogical ingredients that can be used for more progressive 
purposes. 

Our idea is to reverse the flow from the top to the bottom and create 
a network that by its very function starts from the local and expands 
to the national. We want to start from what is in place today and 
develop it into a national system through an educative action research 
network with strong collective, sharing, and productive 
characteristics. This network will have a focus on the local and 
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expand that as an answer to the lack of contextually relevant 
educational material and textbooks in Lao PDR.  

The network 

The nodes in this network are the schools in each cluster, the 
provincial teacher education colleges, and a national education 
production unit. A selected number of teachers from each cluster 
representing the schools in the cluster, a group of teacher educators at 
each college, and educators at a centrally placed education 
production unit have the function as network facilitators together 
with PAs who will become the professional lines through which the 
network is connected. The facilitators and PAs will be introduced to 
the operations of the network through hands on workshops at cluster, 
regional, and national levels as a way to become acquainted with the 
way the network will operate. 

The main objective of the network is to develop educational material, 
mainly in written and pictorial forms at cluster, regional, and 
national levels with a more advanced production technique at each 
level coupled to critical and educative action research at cluster and 
college levels, while the national level will focus on nationally 
produced educational material drawn from samples that are locally 
produced. 

The critical and educative action research process at district and 
provincial levels 

The critical and educative action research process at the local level is 
the core activity of the network. Each action research process starts in 
a topic from the syllabus. This topic is theoretically analysed by the 
group of cluster facilitators to find out how the content of the topic 
can be related to local artefacts, natural objects, or social aspects and 
practices in the community.  

The next step is to investigate the students’ relationship to the topic. 
This investigation is carried out through an open dialogue where the 
students’ pre-understanding of the topic is analysed and brought 
forward as one of the foundations for the action research process. 

The combined pre-understanding of the students and the theoretical 
analysis of the facilitators are used as the starting point for the 



V. MATTERS OF REDUCTION AND RECONSTRUCTION 

155 

production of written or pictorial learning material for the students. 
This production should as far as possible a joint effort by the 
facilitators and students to collect information from the community 
and the physical surroundings.  

The facilitators meet again to combine the information they have 
collected into learning material for the students. The use of the 
material is planned and then integrated with the teaching and 
learning process together with the students.  

The final stage is an evaluation of the critical and educative action 
research process. This evaluation is carried out through a dialogue 
with the students to find out what they have learnt from the process. 
The cluster facilitators meet again and combine their evaluations into 
a collective text that is accompanying the learning material when it is 
handed over to the PA. 

The PA hands over the material to the provincial teacher education 
college. A group of college facilitators take care of the material that 
comes from different clusters and use it as part of teacher education 
as a way to encourage critical and educative action research processes 
amongst student teachers. 

The last step in the network is that all material produced at cluster 
and college levels are collected nationally at an educational 
production unit. This production unit is selecting material that can 
be included in textbooks or other educational material for later 
distribution back to schools and colleges in the country. 

This outline of a critical and educative action research network in 
Lao PDR is an idea that needs further development and also financial 
support before it can be realised as a counter-hegemonic force 
following the ideas of re-inhabitation and decolonisation of a critical 
pedagogy of place. 

A reflection before the future starts 

As a final reflection, we want to say some words about the intellectual 
journey that we have made in our efforts to write this thesis. We are 
really pleased that our research has revealed some important findings 
related to the national education policy. Firstly, it is quite clear that 
much national policy is heavily influenced by and interwoven with 
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western donor policies, especially in the fields of action research and 
student-centred education. Secondly, we have come to understand 
that both action research and student-centred education are in fact 
not national policy constructs but rather global policies operating 
well outside the Lao context. In this sense we have come to 
understand action research and student-centred education as part of 
‘hidden policy ensembles’. In Lao PDR these have commonly been 
understood as Lao policies but in fact they are international with 
many hidden legacies. Thirdly, we have also found other influences 
which relate to the historical education context. Here education 
practices with long traditions produce policy backlashes, with the 
effect that changes in education practice is difficult to reach, 
especially when the changes are donor driven. Neither action research 
nor student-centred education has consequently made much 
difference to education in Lao PDR presently.  

There still remains much research to be done on the topic of Lao 
education. These past six years have made it possible for us to work 
with a large empirical study which has given rise to even more 
questions that remain to be researched. Among these, we would like 
to continue investigating how the quality and relevance of Lao 
education can be developed in a direction that mirrors the life 
experiences and realities of learners. Here, continued knowledge 
building on the situation of ethnic minority learners is one important 
field of inquiry. Another question which interests us is the potentials 
of cluster schools.  

On a more general research level, we are very interested in continuing 
to develop research practices. Therefore, we see the development of 
both methodological and theoretical skills as one important task for 
future research in the Lao context. This is something that we hope to 
be able to pursue in collaboration with our colleagues in higher 
education in Lao PDR.  

Epilogue 

We have a saying in Lao: ‘Cho vaiphiang neekon, gnangmee lay 
banha cha vaou nai theuana’. It means that we will stop now, but 
there will be many issues still to discuss in the future. 
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We started this thesis by asking if action research was going to keep 
its promise to create something from within or if it was going to burn 
like a rice stem and then disappear? Provided our findings and 
suggestions are taken seriously we hope that action research will 
become something that will grow everywhere and be adapted to the 
specific context where it is taking root in the same way as the many 
types of rice that grow in Lao PDR.  
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SUMMARY IN LAO LANGUAGE  

®ö©¦ñ¤ì¸´À ñ̄−²¾¦¾ì¾¸®ö©¦ñ¤ì¸´À ñ̄−²¾¦¾ì¾¸®ö©¦ñ¤ì¸´À ñ̄−²¾¦¾ì¾¸®ö©¦ñ¤ì¸´À ñ̄−²¾¦¾ì¾¸ 

®ö©¸òÄ¥®ö©−š ó́¥÷© ÷́É¤Ï¾¨Àìñ¤Ã¦È¡¾−¦ô¡¦¾ ¡È¼¸¡ñ®¡¾−¸òÄ¥ 
Á®® ó́¦È¸−»È¸´Ã− ¡¾−»¼−-Œ¡¾−¦º−§‡¤Á È́− −½Â¨®¾¨−‡¤ 
¢º¤Á°−¯½ªò»ø®¡¾−¦ô¡¦¾Äì¨½¦º¤ ê†−¿Ã§ÉÀ²̂º ñ̄® ÷̄¤¡¾− 
¥ñ©¡¾−»¼−Œ¡¾−¦º− µøÈÃ−¯½Àê© ¦¾ê¾ì½−½ìñ©¯½§¾êò¯½ 
Äª¯½§¾§ö−ì¾¸. ®ö©¸òÄ¥−š¯½¡º® ó́ 5 ²¾¡©É¸¨¡ñ−©„¤ªÒÄ¯−š:  
²¾¡êóI::::¡¾−¦ô¡¦¾Ã− ÷̈¡¦½ÄÏÄÏÈ Áì½ ¦½«¾−½²¾®Â©¨¦ñ¤ 
À¢®; ²¾¡êóII: ¡¾−¦É¾¤²œ− «¾−êò©¦½©ó ¥¾¡ ð́ì½©ö¡ªö¡êº© 
ê¾¤¯½¹¸ñ©¦¾©Áì½°ö−¡½êö®¥¾¡ì½®º®ªÈ¾¤Å; 
 
²¾¡êóIII: ò̧êó¡¾− Áì½ À£̂º¤ ṍê†−¿Ã§ÉÃ−¡¾−¸òÄ¥;  
²¾¡êóIV:¡¾−¯½ªò»ø®Á È́−¢½®¸−¡¾−ÄªÈªº¤µÈ¾¤«†«É¸−¥¾¡ 
−½Â¨®¾¨Ä¯¦øÈ²¾¡¯½ªò®ñ©; 
²¾¡êóV: ®ñ−¹¾Ã©ê†¥½ªÉº¤ ÍÐ©°Èº− Áì½ ®ñ−¹¾Ã© ê† ¥½ªÉº¤ 
¦É¾¤£õ−ÄÏÈ−̃− À ñ̄−Ä¯ª¾´êò©ê¾¤ ¢º¤ ì¾¸Àº¤ ? Áì½ ²¾¡ 
Àº¡½¦¾−§Éº−êÉ¾¨ªò©£ñ©´¾²Éº´©É¸¨. 
 
²¾¡êó²¾¡êó²¾¡êó²¾¡êóIIII::::Ä©ÉÀ í̧¾À«ò¤ ¯½¹¸ñ©¡¾−¦ô¡¦¾ ¢º¤ ì¾¸ê†Ä©É¥ñ©¦ñ−¡ñ− 
´¾Â©¨°È¾−ì½®º®¡¾− ȫ¡£º¤Ã− ÷̈¡ªÈ¾¤ÅÀ ñ̄−ªí−Á È́−¡¾− 
¦ô¡¦¾Ã−¦½ÄÏÂ®»¾−Ä©ÉÁ¡È¡¾−¦ô¡¦¾Ã−£º®£ö¸,¦ô¡¦¾Ã− 
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ë¾§½¦¿−ñ¡, ¦ô¡¦¾Ã−²÷©ê½¦¾©¦½Î¾;¡¾−¦ô¡¦¾Ã−ì½®º® 
¹ö¸À ṍº¤¢œ−¢º¤±ë„¤À¦©ÁªÈ ó̄ 1893 Œ1950; ¡¾−¦ô¡¦¾Ã−Äì 
¨½¦ö¤£¾´ ªÒ¦øÉ¡ñ®¥ñ¡¡½²ñ©º½À´ëò¡¾ÁªÈ ó̄ 1954 Œ1975 §‡¤ ó́ 
¡¾−¦ô¡¦¾Ã− À¢© ȫ© È̄º¨ ¢º¤ ìñ©«½®¾− Á−¸ì¾¸»ñ¡§¾© 
Â©¨Ã§É²¾¦¾ì¾¸À ñ̄−Íñ¡Ã−¡¾−»¼− Œ ¡¾−¦º− Áì½ ¡¾−¦ô¡ 
¦¾¢º¤ìñ©«½®¾−ë¾§½º¾−¾¥ñ¡ì¾¸§‡¤ ñ̈¤¯½ªò®ñ©ª¾´−½Â¨ 
®¾¨¢º¤±ë„¤À¦©, ÁªÈ¸È¾Àì…´¥¾¡¡¾−¯½ªò»ø®¡¾−¦ô¡¦¾Ã− ó̄ 
1962 À ñ̄−ªí−´¾Á È́− «ô¡Á§¡Á§¤¥¾¡¡¾−¦ô¡¦¾ ¢º¤ ¦½¹½ 
ëñ©º½À´ëò¡¾§‡¤−¿À¢í¾´¾»ñ®Ã§ÉÀ ñ̄−À£̂º¤ ṍ ¢º¤ ²¸¡§óÄºÀº 
(CIA); ¡¾−¦ô¡¦¾Ã−Äì¨½¡Ò¦É¾¤¦ñ¤£ö´−ò ö̈´ÁªÈ ó̄ 1975 Œ1989 
À ñ̄−¡¾−¦ô¡¦¾ê†Ã§É²¾¦¾ì¾¸ Áì½ À−̃−¡¾−ºº¡Á»¤¤¾−À ñ̄− 
Íñ¡êñ¤±ô¡±ö−ÍÒÍº´ êñ©¦½−½Íñ¡Ï˜− ¦É¾¤£ö−ÄÏÈ ¦ñ¤£ö´−ò ö̈´; 
¡¾−¦ô¡¦¾Ã− ÷̈¡À¦ìó−ò ö̈´¢½¹¨¾¨ªö¸§‡¤ÁªÈ ó̄1990¥ö−À«ò¤¯½ 
¥÷®ñ−Íõº¾©¥½ªÒÄ¯Ã−º½−¾£ö©Íõº¾©À¸í¾Ä©É¸È¾ ñ́−À ñ̄−¡¾−²ñ© 
ê½−¾¡¾−¦ô¡¦¾Ã− ÷̈¡Âì¡¾²ò¸ñ© ª¾´¡ö−Ä¡ À¦©«½¡ò©ÄÏÈ 
À ó̄©ª½Í¾©Áì½¢½¹¨¾¨¡¾−»È¸´ ṍ§È¸¨ÀÍõºÁì½¡¾−ìö¤êô− 
¡ñ®¦¾¡ö−.Â©¨ì¸´ÁìÉ¸Á È́−Ä©É ö̈¡Ã¹ÉÀ¹ñ−¸È¾−½Â¨®¾¨¡¾− 
¦ô¡¦¾ê†Ä©É−¿¦½ÀÎó´¾−̃−ìÉ¸−ÁªÈ ó́°ö−¡½êö®ªÒ−½Â¨®¾¨¯½ 
ªò»ø® ¡¾−¦ô¡¦¾Á¹È¤§¾© »º© ó̄ 2020 Â©¨¦½À²¾½Á È́− «õ¡ 
Á§¡§ô´¥¾¡−½Â¨®¾¨¡¾−¦ô¡¦¾¥¾¡®ñ−©¾¯½Àê©ª¾¸ñ−ªö¡ 
À ñ̄−ªí−Á È́−¡¾−»ñ®»º¤Àºö¾−½Â¨®¾¨¡¾−¦ô¡¦¾À²̂ºÏö©ê÷¡ 
 £ö−´¾°ñ−¢½¹¨¾¨, Ã−−̃−Á È́− ¡¾−−¿Àºö¾¸òêó¡¾−»¼−Œ¡¾− 
¦º−Á®®Àºö¾−ñ¡»¼−À ñ̄−Ã¥¡¾¤´¾Ã§É£¸®£øÈÄ¯¡ñ®À»ñ©¡¾−¸ò 
Ä¥²¾¡¯½ªò®ñ©Ã−¹Éº¤»¼−§‡¤ ìÉ¸−ÁªÈÀ ñ̄−Íñ¡¸ò§¾£ø Áì½ ¸òêó 
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¡¾−¦º−ê†−¿À¢í¾¥¾¡²¾¨−º¡.ºó¤Ã¦È®ñ−¹¾ê†Ä©É¡È¾¸´¾µøÈ¢É¾¤ 
Àêò¤−̃− ²¸¡¢É¾²½À¥í¾ ¥…¤ ó́¥÷© ÷́È¤Ï¾¨ À²̂º¦ô¡¦¾¹¾ À¹©°ö− 
Áì½¦¾À¹© ê†À ñ̄− ñ̄©Ä¥Ã−ê¾¤®¸¡Íõê¾¤ìö®, Â©¨ê¾¤¡ö¤ Íõ 
 ê¾¤ºÉº´ªÒ¡¾−°ñ−¢½¹¨¾¨¡¾−¸òÄ¥Á®® ó́¦È¸−»È¸´À²̂º ñ̄® 

÷̄¤ ¡¾−²ñ©ê½−¾¡¾−»¼− Œ ¡¾−¦º−Ä¯ª¾´ Á°−−½Â¨®¾¨ 
¡¾−¯½ªò»ø® ì½®ö®¡¾− ¦ô¡¦¾Á¹È¤§¾©. ©„¤−̃−, ¥…¤Ä©É¦É¾¤£¿ 
«¾´À²̂º®ñ−ì÷¥÷© ÷́È¤Ï¾¨ ¢º¤ ¡¾−¸òÄ¥©„¤ªÒÄ¯−š: 

• µøÈÃ−Á°−−½Â¨®¾¨ ¢º¤ ìñ©«½®¾−Áì½¢º¤°øÉÃ¹Éêô− 
Ä©É¥ñ©¸¾¤Á−¸Ã© ªÒ¡¾−²ñ©ê½−¾ ¸¼¡¡¾−¸òÄ¥Á®® ó́ 
¦È¸−»È¸´?Áì½µøÈÃ−®ö©Á−½−¿¦¿ìñ®¡¾−¸òÄ¥Áì½®ö© 
ì¾¨¤¾− ¢º¤ °øÉÀ»ñ©¡¾−¸òÄ¥−̃−Ä©É¦½Á©¤ºº¡£õÁ−¸ 
Ã©? 

• −ñ¡¡¾−¦ô¡¦¾ì¾¸ ó́£¸¾´»ñ®»øûÁ−¸Ã©Ã−¡¾−©¿À−ó− 
¡¾−¸òÄ¥Á®® ó́¦È¸−»È¸´ À²̂º ²ñ©ê½−¾ ¡¾−¦ô¡¦¾? 

• −ñ¡¡¾−¦ô¡¦¾ì¾¸ ó́£¸¾´À¢í¾Ã¥¸È¾ ¡¾−¸òÄ¥Á®® ó́ 
¦È¸−−̃− ó́®ö©®¾©ê¾¤¸ò§¾£øÁ−¸Ã©? 

• £¸¾´º¾©¦¾´¾©Ã−¡¾−°ñ−¢½¹¨¾¨ Áì½ ¢Ó¹ ÷̈É¤¨¾¡ 
Ã−¡¾−©¿À−ò−¡¾−¸òÄ¥Á®® ó́¦È¸−»È¸´−̃− ó́Á−¸Ã©? 

• ñ̄©Ä¥ê¾¤¦½«¾−½²¾®¦ñ¤£ö´ê†¦‰¤°ö−¡½êö®ªÒ¸¼¡¡¾− 
¸òÄ¥Á®® ó́¦È¸−»È¸´Ã−¡¾−¯½ªò»ø®ì½®ö®¡¾−¦ô¡¦¾? 

−º¡¥¾¡−š,²¸¡¢É¾²½À¥í¾ ñ̈¤ ó́£¸¾´¯¾«½Î¾À²̂º£í−£¸É¾¹¾ 
ê¾¤Àìõº¡ê†¥½À ñ̄−¯½Â¹¨©ªÒ¡¾−°ñ−¢½¹¨¾¨¡¾−¸òÄ¥Á®® ó́ 
¦È¸−»È¸´À²̂º−¿Ã§ÉÀ¢í¾Ã−¡¾−²ñ©ê½−¾¡¾−¦ô¡¦¾. 
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²¾¡êó²¾¡êó²¾¡êó²¾¡êó    II:II:II:II:    Ä©Éº½êò®¾¨ À«ò¤ ¡¾−−¿Ã§ÉÀº¡½¦¾− ºÉ¾¤ºó¤ê†¡È¼¸ 
¢Éº¤¡ñ®¡¾−¯½ªò»ø®ì½®ö®¡¾−¦ô¡¦¾−ñ®êñ¤¡¾−−¿Àºö¾−½Â¨ 
®¾¨¡¾−¦ô¡¦¾Ä¯°ñ−¢½¹¨¾¨¥ñ©ª̃¤¯½ªò®ñ©µøÈ²¾¨Ã− ¦.¯.¯. 
ì¾¸ª½Íº© 20 ó̄ê†°È¾−´¾. ²òÀ¦©Á È́−Àº¡½¦¾−¡È¼¸¡ñ®¡¾− 
¦ô¡¦¾Ã− ÷̈¡Âì¡¾²ò¸ñ©Áì½°øÉÃ¹Éêô−,−½Â¨®¾¨¢º¤¡¾−¦ô¡¦¾ 
À²̂ºÏö©ê÷¡£ö−Áì½Àº¡½¦¾−¡È¼¸¡ñ®Á−¸£¸¾´£ò©¢º¤¡¾−¸ò 
Ä¥²¾¡¯½ªò®ñ©¦¾¡ö− Áì½ ¡¾−¦º−Â©¨ Àºö¾−ñ¡»¼−À ñ̄−Ã¥ 
¡¾¤. −º¡¥¾¡−š, ñ̈¤Ä©Éºò¤Ã¦È Àº¡½¦¾−¥¾¡®¾¤¯½Àê©ê†¯½ 
À§ó−¡ñ®¦½²¾®¡¾−²ñ©ê½−¾Á®®©¼¸¡ñ−¡ñ®¯½Àê©ì¾¸¡¿ìñ¤ 
¯½À§ó−µøÈÃ−¯½¥÷®ñ−À§„−: »ø®Á®®¡¾−¦ô¡¦¾¢º¤ ëñ©À§¨Ã−Äì 
¨½ªí−Å ¢º¤ ¡¾−¯½ªò¸ñ©¦ñ¤−ò ö̈´§‡¤À²…−Ä©É¥ñ©ª̃¤¦ø−êö©ìº¤ 
¡¾−¦ô¡¦¾Â©¨Àªí¾Â»´Àºö¾Â»¤»¼−ê÷¡Å ì½©ñ®¢º¤Á¢¸¤À¢í¾ 
Ã−À£õº£È¾¨¡ò©¥½¡¿¡¾−»¼− Œ ¡¾−¦º−,¡¾−¯½ªò»ø®¡¾−¦ô¡ 
¦¾ ¢º¤ ö́¤Â¡ìóÍñ¤¥¾¡¡¾−ìí´ì½ì¾¨¢º¤¦½¹½²¾®Â§¸¼©. 
²¸¡À»ö¾ ñ̈¤Ä©É −¿Ã§ÉÀº¡½¦¾−¡È¼¸¡ñ®»ø®Á®®¡¾−¥ñ©¡¾−¦ô¡ 
¦¾ê†ÀÏ¾½¦ö´ ¢º¤ £ø§¾¸±ë„¤À¦©§̂¸È¾: Á³ëÁ−, ®ö©¸òÄ¥²¾¡ 
¯½ªò®ñ©¡È¼¸¡ñ®¡¾−²ö¸²ñ−ì½¹¸È¾¤ ñ̄©¦½¨¾£¿¦º− ¢º¤ ²÷© 
ê½¦¾©¦½Î¾¡ñ®¡¾−¦ô¡¦¾ É̈º−¸È¾ ¦¾©¦½Î¾²÷©Á È́− ó́ºòêò 
²ö−ªÒ¡¾−¦ô¡¦¾Áì½¸ñ©ê½−½ê¿¢º¤ì¾¸Í¾¨.−º¡−̃−, ñ̈¤Ä©É 
¦ô¡¦¾Ã−Àº¡½¦¾− ®¾¤¥¿−¸− ¡È¼¸¡ñ® ñ̄©¦½¨¾ê† ó́ºòêò²ö−ªÒ 
¡¾−¥ñ©¦ñ−¡¾−¦ô¡¦¾, ªÒ¡¾−¥ñ©¡¾−»¼− Œ ¡¾−¦º−Áì½¡¾− 
À»ñ©¡¾−¸òÄ¥²¾¡¯½ªò®ñ©À ñ̄−ªí−Á È́−: ñ̄©¦½¨¾¡È¼¸¡ñ®²½ìñ¤ 
º¿−¾©Áì½²½ìñ¤ªÒªÉ¾−£ô− (hegemonic and encounter 

hegemonic), ñ̄©¦½¨¾¡È¼¸¡ñ®: ¢½Î¾©©¼¸ Ã¦ÈÄ©ÉÏö©ê÷¡£ö− 
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 (one size fits all); ¸¾¥¾ È̄¼−Ä©É Œ −òÄ¦ È̄¼−¨¾¡ Œ ¡¾−¡½ê¿ Œ 
 £¸¾´ §ò−À£ó¨Á È́− Î¼¸ÁÎÉ−Áì½ êö−ê¾− (discourses 

change quickly and continuously, conceptions are firm and 
difficult to change, while practices are solid and almost 

constant); ñ̄©¦½¨¾¡È¼¸¡ñ®: ¡÷È´−½Â¨®¾¨Áº®Á±¤À§‡º¤§Éº− 
(hidden policy ensembles), −½Â¨®¾¨À¡‰¾Á¡È©̃¤À©ó´ (policy  

backlash), £¸¾´¦¿£ñ− ¢º¤ ¦½«¾−ê†¦¿ìñ®¡¾−¯½¡º®¡¾− 
¦ô¡¦¾ Áì½ ¡¾−¦ò©¦º− (critical pedagogy of place). 

¥¾¡°ö−¡¾−¸òÀ£¾½¸ò¥¾−¦…¤ê†Ä©É¡È¾¸´¾−̃− ²¸¡À»ö¾²ö®¸È¾ ñ́− 
À ñ̄−ê¾¤Àìõº¡ê†©ó¦¿ìñ®¡¾− ñ̄® ÷̄¤¡¾−¦ô¡¦¾ª½Íº©»º©¡¾− 
¥ñ©¡¾−»¼−Œ¡¾−¦º− Áì½ ¡¾−À»ñ©¸òÄ¥ ²¾¡¯½ªò®ñ©À ñ̄−ªí− 
Á È́− ¡¾−¥ñ©¡÷È´Â»¤»¼− Áì½ ¸¼¡¦ô¡¦¾−òÀê©; ºó¡©É¾−−‡¤ 

ñ́− ñ̈¤§È¸¨Ã¹É²¸¡À»ö¾À¢í¾Ã¥Ä©É À«ò¤°ö−¡½êö®Á§¡§Éº− ¥¾¡ 
−½Â¨®¾¨À¡‰¾Á¡ Èê†¯½¹¸ñ©¦¾©¯½Ä¸É ¦ö´êö®¡ñ® −½Â¨®¾¨ 
²¾¨−º¡ ê† ó́ºòêò²ö−ªÒ¡¾−°ñ−¢½¹¨¾¨−½Â¨®¾¨¡¾−¯½ªò»ø® 
¡¾−¦ô¡¦¾Á¹È¤§¾© Áì½ ²¸¡À»ö¾Ä©É−¿Àºö¾¦½²¾®ê†À¡ó©¥¾¡ 
°ö−¡½êö®Àì‰¾−̃−´¾²ò¥¾ì½−¾À²̂º¦É¾¤À ñ̄−êò©¦½©ó²œ−«¾−Ã− 
¡¾−¸òÄ¥£̃¤−š§‡¤Ä©É¦½ÍÐ®µøÈÁ°−¸¾© ¢º¤ ²¾¡êó 2. 
 
²¾¡êóIII:²¾¡êóIII:²¾¡êóIII:²¾¡êóIII:    Ä©Éº½êò®¾¨À«ò¤¸òêó¡¾−©¿À−ò−¡¾−¸òÄ¥§‡¤Àì†´¥¾¡ 
¡¾−²ò¥¾ì½−¾¡¾−¦É¾¤À£̂º¤ ṍ,¡¾−¡¿−ö©¦½«¾−ê†¦¿ìñ®¡¾− 
¸òÄ¥ª½Íº©À«ò¤¡¾−¸òÀ£¾½¢Ó ǿ−Áì½¡¾−¦½ÍÐ®°ö−. ¡Èº−º‡− 
Ïö©²¸¡À»ö¾ ¢ð−¿¦½ÀÎóÃ¹ÉêÈ¾− °øÉºÈ¾−¹ñ−£¸¾´¦ö−Ã¥´¾¦øÈ¦½ 
«¾−½¡¾−êóúÀ ñ̄−²òÀ¦©¢º¤¯½Àê©ì¾¸.Â©¨¦½À²¾½ÁìÉ¸Á È́− 
Àì̂º¤Àº¡½¦¾−À²̂º−¿Ã§ÉÀ ñ̄−ÁÍÈ¤¢Ó ǿ− Áì½ À ñ̄−Íñ¡«¾−ºÉ¾¤ 
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ºó¤Ã−¡¾−¸òÄ¥−ñ®êñ¤¡¾−À»ñ©¡¾−¸òÄ¥§‡¤¦ñ¤À¡©À¹ñ−¸È¾ ñ̈¤µøÈÃ− 
¦½²¾®¢¾©À¢ó− Íõ ó́¡ðÁ È́−®ÒÄ©Éì½®÷ ó̄Áì½§̂°øÉ¢¼−. ¦È¸−Í¾¨ 
Àº¡½¦¾−ê†²ö®À¹ñ−¡ðÀ ñ̄−²¾¦¾ªÈ¾¤¯½Àê©§‡¤Á È́− Àº¡½¦¾− 
¢º¤ ºö¤¡¾−»È¸´ ṍ Áì½ «É¾®ÒÁ¯À ñ̄−²¾¦¾ì¾¸µøÈ¢º©¯½ªò®ñ© 
¡ð¥½À»ñ©Ã¹É°øÉ−¿Ã§ÉÀ¢í¾Ã¥¨¾¡, …̈¤Ä¯¡È¸¾−̃−Àº¡½¦¾−¡È¼¸¡ñ® 
¡¾−¸òÄ¥¡ð …̈¤¹¾¨¾¡.Ã−§È¸¤ Íñ¤Å ´¾−š ¡ð¦ñ¤À¡©À¹ñ−¸È¾ Ä©É ó́ 
¡¾− ñ̄® ÷̄¤ê†À ñ̄−Á®®Á°−©ó¦ö´£¸−Áªú¸È¾ ñ̈¤§ñ¡§É¾. ¦È¸−Í¾¨ 
§Õ²ñ©Á È́− Àº¡½¦¾−¡È¼¸¡ñ® −½Â¨®¾¨ Áì½ Á°−²ñ©ê½−¾ 
¢º¤ ìñ©«½®¾−.êÈ¾−ºòÁ¸−¦Ì (1998) Ä©É ó́£¿À¹ñ−ªÒ®ñ−¹¾¢º¤ 
¡¾−¢¾©À¢ó−Àº¡½¦¾−−̃−Á È́− À−̂º¤´¾¥¾¡¸È¾£ö−ì¾¸À»ö¾ ó́ 
¥÷©²òÀ¦© ñ́¡ÁªÈÀ¸í¾ Íõ Àì‰¾Àì̂º¤©É¸¨¯¾¡À ‰̄¾ Áì½ ñ́¡³ñ¤Í¾¨ 
¡¸ú¾ê†¥½®ñ−êô¡Íõì½®¾¨£¸¾´»øÉ¦ô¡©É¸¨¡¾−¢ó©¢¼−.Ã−À´̂º®Ò 

ó́°øÉ¢¼− Áì½ ®Ò ó́Îñ¤¦õê†¢¼−ºº¡¡ð®Ò ó́°øÉºÈ¾− Áì½ ºó¡©É¾−−‡¤¡ð 
Á ú́− êô−»º−ê†¥½−¿Ä§É §Õ²ñ©¢¾©À¢ó−.Ã−ªö¸¥ò¤ÁìÉ¸ °øÉµ¾¡ 
¢¼−¡ð ó́Í¾¨ Áì½ °øÉµ¾¡À»ñ©¡¾−¸òÄ¥ ¡ð ó́Í¾¨, ªÒ®ñ−¹¾©„¤Ã− 
¯½¥÷®ñ−−š ìñ©«½®¾−¡ðÄ©É¥ñ©Ã¹É ó́Â£¤¡¾−À²̂º¦‰¤À¦ó´¡¾−ºÈ¾− 
Áì½¡¾−¢¼−. ²¸¡À»ö¾Ä©ÉÃ§É¸òêó¡¾−¸òÄ¥ê¾¤£÷−−½²¾®§‡¤©¿ 
À−ó−©É¸¨¡¾−¦¿²¾©¦º®«¾´Ã−²¾¡¦½Î¾´êñ¤−š¡ð É̈º−²¸¡ 
À»ö¾À¹ñ−¸È¾ ¢Ó ǿ−ê†Ä©É¥¾¡¡¾−¸òÄ¥ê¾¤£÷−−½²¾®Á È́− ó́°ö−©ó 
¦¿ìñ®¡¾−¸òÄ¥²¾¡¯½ªò®ñ©. êÈ¾−Á®ì (2005) Áì½ êÈ¾− −¾¤ 
©¿©¸−£¸¤¸ò¥ò©Ä©ÉÃ¹É£¿º½êò®¾¨¸È¾:¸òêó¡¾−¸òÄ¥ê¾¤£÷−−½ 
²¾®−šÁ È́− À ñ̄−¸òêó¡¾−¸òÄ¥ ê†§È¸¨Ã¹ÉÄ©É¢Ó ǿ− ºñ−¡¸É¾¤¢¸¾¤ 
Áì½Àìò¡À§…¤êñ¤À ó̄©Âº¡¾©Ã¹É°øÉ«õ¡¦¿²¾©Ä©É¦½Á©¤£¸¾´£ò© 
À¹ñ−£¸¾´£ò©Áì½£¸¾´»ñ®»øÉê†À ñ̄−¦È¸−ªö¸¢º¤ªö−Ä©ÉµÈ¾¤Àªñ´ 
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¦È¸− Áì½ °øÉ¦¿²¾© ¡ð ó́Âº¡¾©«¾´À¥¾½¥š´®ñ−¹¾Ä©ÉµÈ¾¤À ó̄© 
ºö¡À ó̄©Ã¥ºó¡©É¸¨. ©„¤−̃−,Ã−À´̂º−¿Ã§É¡¾−¸òÄ¥Á®®−š¡ð£¸− 

ó́£¸¾´ì½º¼©ºÈº−À ñ̄−¡ñ−Àº¤ Áì½®ÒÀ»ñ©Ã¹É°øÉ«õ¡¦¿²¾©¸òªö¡ 
¡ñ¤¸ö− êñ¤¦¾´¾©ºº¡£¿À¹ñ−Ä©ÉµÈ¾¤Ï˜−Ã¥.À²̂º®ñ−ì ÷¥÷©¯½¦ö¤ 
¢º¤¡¾−¸òÄ¥, ²¸¡À»ö¾Ä©É¡¿−ö©Àºö¾¦½«¾−ê†À ñ̄−®Èº−À¡ñ®¡¿ 
¢Ó ǿ− ©„¤−š: ¡ö´¦É¾¤£ø, ¡½§¸¤¦ô¡¦¾êò¡¾−; £½−½¦ô¡¦¾¦¾©, 
´½¹¾¸òê½¨¾ÄìÁ¹È¤§¾©; ¦½«¾®ñ−¦É¾¤£ø 3 Á¹È¤.Ã−−̃−Á È́− 
Ä©û©¿À−ó−êñ¤¡¾−¦¿²¾©£øº¾¥¾−°øÉê†»ñ®°ò©§º® Áì½ °øÉÀ»ñ© 
¡¾−¸òÄ¥Á®® ó́¦È¸−»È¸´À²̂º ñ̄® ÷̄¤¡¾−»¼− Œ ¡¾−¦º−,À¢í¾ 
»È¸´¦ñ¤À¡©¹Éº¤¦º−, ¦º−êö©ìº¤ ©É¸¨¡¾−¦ñ® È̄¼−¡ñ− ì½ 
¹¸È¾¤£øÈÀ»ñ©¡¾−¸òÄ¥−¿¡ñ−−ñ®êñ¤¡¾−®ñ−êô¡¸ò©óÂº§‡¤¡ñ−Áì½ 
¡ñ−,À¡ñ®¡¿¢Ó ǿ−©É¾−Àº¡½¦¾−¡È¼¸¡ñ®−½Â¨®¾¨Áì½¯½¹¸ñ© 
¡¾−¦ô¡¦¾,¡È¼¸¡ñ®¡¾−¸òÄ¥Áì½®ö©ì¾¨¤¾−¡¾−¸òÄ¥µøÈÃ−ì½ 
©ñ® ¡½§¸¤¦ô¡¦¾ ¥ö−À«ò¤ ¦½«¾®ñ−¦É¾¤£ø Áì½ Â»¤»¼−¦¾êò© 
²Éº´©É¸¨¦ô¡¦¾À ṍº¤¢º¤®¾¤À ṍº¤, −º¡−̃− ñ̈¤Ä©É¦¿²¾©−ñ¡ 
¡¾−¦ô¡¦¾ì¾¸°øÉº¾¸÷Â¦, ªò©ªÒê¾¤Âêì½¦ñ® Áì½ ºóÁ´ìÀºö¾ 
Àº¡½¦¾−ê†¡È¼¸¢Éº¤¡ñ®¡¾−¸òÄ¥¥¾¡²½−ñ¡¤¾−ì¾¸µøÈ¡½§¸¤ 
¦ô¡¦¾ Áì½ £øº¾¥¾−µøÈ¦½«¾®ñ−ªÈ¾¤Å, §º¡£í−Àºö¾Àº¡½¦¾− 
¥¾¡ÁÍÈ¤ªÈ¾¤ÅÂ©¨°È¾−À¸®Ä§ª. Íñ¤¥¾¡,Ä©É¢Ó ǿ−ÁìÉ¸ ñ̈¤Ä©É 
Á¯®ö©¦¿²¾© À ñ̄−²¾¦¾ºñ¤¡ò©, ¦ñ¤ì¸´Àºö¾ Á−¸£¸¾´£ò© ê† 
ªÉº¤¡¾−¢Ó ǿ−ÁìÉ¸¥ñ©À ñ̄−¡÷È´Á−¸£¸¾´£ò©ê†£É¾¨£õ¡ñ−À²̂º−¿ 
Ä¯¸òÀ£¾½Ã−¢̃−ªÒÄ¯. 
 
²¾¡êó²¾¡êó²¾¡êó²¾¡êó    IV:IV:IV:IV:    Á È́−Ä©É²ñ−ì½−¾ Áì½ º½êò®¾¨À«ó¤ ¡¾−¸òÀ£¾½¸ò 
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¥¾−¢Ó ǿ−ªÈ¾¤Å ê†Ä©ÉÁ¯»ø®−̃− §‡¤²¸¡À»ö¾Ä©É Á®È¤ºº¡À ñ̄− 3  
Ï¸©Ã¹È¨©„¤−š: ¸òÀ£¾½Àº¡½¦¾−; ¸òÀ£¾½®ö©¦¿²¾© Áì½¡¾− 
¦ñ¤À¡©¹Éº¤¦º−; ¸òÀ£¾½ °ö−¡¾−¸òÄ¥Â©¨°È¾− ¡¾−¦º− ¢º¤ 
²¸¡¢É¾²½À¥í¾Àº¤. ©É¾−¡¾− ¸òÀ£¾½Àº¡½¦¾−Á È́−Ä©ÉÀì†´ªí− 
ÁªÈ¦ô¡¦¾À¹©°ö−, £¸¾´¡ö´¡¼¸¡ñ− ì½¹¸È¾¤Àº¡½¦¾− ñ̄©¦½ 
¨¾¡¾−¦ô¡¦¾, ÷̈©ê½¦¾© ¡¾−¯½ªò»ø® ¡¾−¦ô¡¦¾Á¹È¤§¾©ª½ 
Íº©À«ó¤¡¾−−¿Àºö¾−½Â¨®¾¨Ä¯°ñ−¢½¹¨¾¨Áì½¥ñ©ª̃¤¯½ªò 
®ñ©;Ä©É¦ô¡¦¾À«ó¤£¸¾´¦¿²ñ−ì½¹¸ú¾¤Àº¡½¦¾− ÷̈ê½¦¾©¡¾− 
¦ô¡¦¾¡ñ®Àº¡½¦¾−−½Â¨®¾¨¡¾−»È¸´ ṍ²ñ©ê½−¾¥¾¡¦¾¡ö− 
À ñ̄−ªí−Á È́−Á°−−½Â¨®¾¨ ¢º¤ ADB, World Bank, EQIPI,  

EQIPII / TTEST, EFA’s Goals and Millennium’s Goals.  

−º¡−̃−, ñ̈¤Ä©É¸òÀ£¾½Àº¡½¦¾−¡È¼¸¡ñ®¡¾−°ñ−¢½¹¨¾¨¡¾−¸ò 
Ä¥²¾¡¯½ªò®ñ©Á®® ó́¦È¸−»È¸´ (PAR) À§„−: §÷©±ô¡ºö®»ö´ì½ 
©ñ®ªÈ¾¤Å, ®ö©ì¾¨¤¾−¡È¼¸¡ñ® ¡¾−À»ñ©¡¾−¸òÄ¥ ²¾¡¯½ªò®ñ© 
Á®® ó́¦È¸−»È¸´ÁªÈ¢̃−¡½§¸¤¥ö−»º©¦½«¾®ñ−¦É¾¤£øÁì½Â»¤ 
»¼−¦¾êò©. À−̂º¤¥¾¡¸È¾ ²¸¡¢É¾²½À¥í¾À»ñ©¡¾−¸òÄ¥²¾¡¯½ªò 
®ñ©Á®® ó́¦È¸−»È¸´Â©¨£¸®£øÈÄ¯¡ñ®¡¾−¦º−Â©¨Àºö¾−ñ¡»¼− 
À ñ̄−Ã¥¡¾¤Ã−−̃−Á È́− À−̃−Ã¦È¡¾−¸òÀ£¾½ ¡È¼¸¡ñ®¡¾− ó́¦È¸− 
»È¸´¢º¤À²© ò̈¤ Áì½ §ö−À°‰¾¦È¸−ÎÉº¨, £¸¾´¦¾´¾©Ã−¡¾− 
¯½¡º®£¿£ò©À¹ñ−ª½Íº©À«ò¤¢Ó¡ó©¡̃− Áì½ º÷¯½¦ñ¡ê†À ñ̄−°ö− 
¦½êÉº−ªÒÂº¡¾©¡¾− ó́¦È¸−»È¸´¢º¤À¢ö¾À¥í¾−ñ®êñ¤¸òêó¡¾−¥ñ© 
ª̃¤¯½ªò®ñ©¡¾−¦ò©¦º− ¢º¤ £øºñ−−¿Ä¯¦øÈê¾¤Àìõº¡Ã−¡¾− ñ̄® 

÷̄¤²ñ©ê½−¾¡¾−¦ò©¦º−Áì½¡¾−¸òÄ¥Á®®−šÃ¹É©ó¢œ−Ã−º½−¾ 
£ö©. 
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²¾¡êóV:²¾¡êóV:²¾¡êóV:²¾¡êóV:    Ä©Éº½êò®¾¨, −¿¦½ÀÎó¢Ó ǿ−ê†À ñ̄−¦¾À¹©, ñ̄©Ä¥ê† ó́ 
ºòêò²ö−Ã−ê¾¤¡ö¤, ê¾¤ºÉº´¡ð£õ Ã−ê¾¤®¸¡, ê¾¤ìö®ªÒ¡¾−°ñ− 
¢½¹¨¾¨, ¡¾−À»ñ©¡¾−¸òÄ¥²¾¡¯½ªò®ñ©À²̂º ñ̄® ÷̄¤ ¡¾−»¼−Œ 
¡¾−¦º− Áì½ ÎÉ¾ê†»ñ®°ò©§º®¢º¤£øº¾¥¾−Â©¨ºó¤Ã¦È¡¾−¸ò 
À£¾½©É¾−êò©¦½©ó Áì½¢Ó ǿ−ê†Ä©É¥¾¡¡¾−¦ô¡¦¾£í−£¸É¾−̃−²ö® 
¸È¾¡¾−°ñ−¢½¹¨¾¨Áì½¡¾−À»ñ©¡¾−¸òÄ¥²¾¡¯½ªò®ñ©À²̂º ñ̄® 

÷̄¤¡¾−»¼− Œ ¡¾−¦º−−̃− ñ̈¤¯½À§ó−¡ñ®¢Ó¹ ø̈É¤¨¾¡Áì½ ¡ó©¡̃− 
Í¾¨¯½¡¾− §‡¤ ñ́−¡È¼¸¢Éº¤¡ñ®£¸¾´À¢í¾Ã¥ ¢º¤ °øÉ−¿Ä¯¯½ªò 
®ñ©−ñ®êñ¤°øÉ«È¾¨êº©Áì½°øÉ»ñ®. −º¡−̃−, ñ̈¤¡È¼¸¢Éº¤¡ñ®Íñ¡¦ø© 
Áì½ ì½®ö®¡¾−¸ñ©¯½À ó́−°ö−Â©¨¦½À²¾½Á È́−¡¾−−¿−½Â¨ 
®¾¨ ¡¾−¥ñ©¡¾−»¼− Œ ¡¾−¦º− Â©¨Àºö¾−ñ¡»¼−À ñ̄−Ã¥¡¾¤ 
Áì½ ¡¾−¸òÄ¥²¾¡¯½ªò®ñ©Á®® ó́¦È¸−»È¸´ À¢í¾´¾Ã§ÉÃ−¡¾− 

ñ̄® ÷̄¤¡¾−»¼−Œ¡¾−¦º−Ã−¯½¥÷®ñ−.−º¡−̃−, ñ̈¤²ö®¸È¾¦¾À¹© 
Áì½ °ö−¡½êö® ©„¤¡È¾¸−̃−Á È́− ó́¦È¸−¡È¼¸¢Éº¤ ¡ñ®−½Â¨®¾¨ 
Áì½ ¸ò«ó¡¾−Ã−¡¾−¦É¾¤ì½®ö® Áì½ ì½®¼®¡ð£õ¢Ó¡¿−ö©ê¾¤¦ñ¤ 
£ö´²¾¨ÃªÉì½®ö®¡¾− ȫ¡£º¤ Ã−ÁªÈì½¦½ÄÏ Ï¾¨£¸¾´¸È¾ 
ì½®ö®¡¾− ȫ¡£º¤ Ã©Å ¡ð¥½¦É¾¤ì½®ö® ¡¾−¦ô¡¦¾ Ã¹É»ñ®Ã§É 
¦º©£Èº¤ªÒ¡¾−²ñ©ê½−¾À¦©«½¡ò©¦ñ¤£ö´¢º¤ªö−, §‡¤¯½¹¸ñ© 
¦¾© ¢º¤ ¯½Àê©ì¾¸ ¡ðÀ ñ̄−ê†»øÉ¡ñ−©ó¸È¾Ã−«¾−½ê†À£ó¨Ä©É°È¾− 
Í¾¨Åì½®ö®¡¾− ȫ¡£º¤−ñ®êñ¤¦…¤ê†¯½À§ó−µøÈÃ−¯½¥÷®ñ−−šÀº¤. 
¦…¤ê†£í−²ö®´¾−̃−¦¾´¾©¦ñ¤ì¸´Ä©É¦º¤¦¾À¹©¦¿£ñ−ê†¦÷©§‡¤ 
Ä©É−¿¦½ÀÎóªÒÄ¯−š À§„−: −½Â¨®¾¨ Íõ ÷̈©Âê®¾¨ ê†Á§¡§Éº− 
Áº®Á±¤ (Hidden policy ensembles)Á È́−−½Â¨®¾¨−¿À¢í¾´¾ 
¥¾¡²¾¨−º¡ª¾´Â£¤¡¾−§È¸¨ÀÍõºÁì½¡¾−»È¸´ ṍ²ñ©ê½−¾ 
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¥¾¡¦¾¡ö− Áì½ À²̂º− ò́© Â©¨¦½À²¾½ ÁìÉ¸Á È́− ¥¾¡®ñ−©¾ 

¯½Àê©ª¾¸ñ−ªö¡.Ã−ê¾¤¯½ªò®ñ©ÁìÉ¸À¹ñ−¸È¾¡÷È´−½Â¨®¾¨©„¤ 
¡È¾¸−šÁ È́−®Ò¥½Á¥É¤ Áì½ ®ÒÀ ñ̄−ê†À¢í¾Ã¥©ó¦¿ìñ® −ñ¡¡¾−¦ô¡¦¾ 
ª½À«ò¤£øº¾¥¾−°øÉ¯½ªò®ñ©ÎÉ¾ê†¡¾−¦ò©¦º−, ñ́−À ñ̄−²¼¤ÁªÈ¢Ó 
Á−½−¿  À²̂º©¿À−ó−¡¾−¯½ªò®ñ©Ã−®¾¤êò©ê¾¤Àê‰¾−̃−. ©„¤−̃−, 
À´̂º−¿Ä¯Ã§É ñ́−¥…¤À¡ó©°ö−ÎÉº¨¡¸È¾ £¾©Ï¾¨ê†¸¾¤Ä¸É Áì½ 
êô−»º− ê†ê÷É´Àêìö¤Ã¦È É̈º− ñ́− ó́£¸¾´ Áê©ÀÏ¾½ ¡ñ®ªö¸¥ò¤ 
ÎÉº¨ ¥ö−À¡ó−Ä¯. ºó¡©É¾−−‡¤§÷´−½Â¨®¾¨©„¤¡È¾¸−̃−Á È́− ®Ò 
Ä©Éº½êò®¾¨Ã¹ÉÀ¢í¾Ã¥Àìò¡À§…¤ê¾¤©É¾− ñ̄©¦½¨¾Áì½ ¸òêó¡¾− 
−¿Ã§ÉÃ−ÁªÈì½¦½«¾−ê†Áì½¦½«¾−½¡¾−, ñ́−Á È́−−½Â¨®¾¨ 
¦¾¡ö− ê†²¸¡ª¾¸ñ−ªö¡ ¡¿−ö©¢›− À²̂º−¿Ã§É Ã−¡¾−²ñ©ê½−¾ 
¡¾−»È¸´ ṍ§È¸¨ÀÍõº¯½Àê©ê†¡¿ìñ¤²ñ©ê½−¾ Áì½ ©Éº¨²ñ©ê½ 
−¾ªö¸µÈ¾¤:ê†²ð»øÉ¡ñ−Â©¨ê‰¸Ä¯−̃−Á È́−:−½Â¨®¾¨ ¡È¼¸¡ñ®¡¾− 
»¼−Œ¡¾−¦º−Â©¨Àºö¾−ñ¡»¼−À ñ̄−Ã¥¡¾¤, ¡¾−¸òÄ¥²¾¡¯½ªò 
®ñ©−ñ®êñ¤¡¾−¸òÄ¥Á®® ó́¦È¸−»È¸´ (Action research and 

Participatory action research), −½Â¨®¾¨¡¾−¦ô¡¦¾À²̂ºÏö© 
ê÷¡£ö− (Education for All) Áì½º‡−Å. §÷´−½Â¨®¾¨©„¤¡È¾¸−š 
Á È́− «ô¡¯½©ò©ÁªÈ¤¢›−¥¾¡¯½Àê©ê† ó́¥¾»ó© Áì½ ¸ñ©ê½−½ê¿ 
¦ñ¤£ö´Áª¡ªÈ¾¤¡ñ®¢º¤²¸¡À»ö¾, ©É¸¨À¹© ñ́−¥…¤ ó́£¸¾´¦º© 
£Èº¤ÎÉº¨ ÁªÈ¡ð£¸−»øÉÏ÷−Ã§É Ã¹ÉÀ¢í¾¡ñ®¦½²¾®¡¾− ªö¸¥ò¤. 
−º¡−̃− ñ̈¤ ó́−½Â¨®¾¨©̃¤À©ó´ê†ªò©²ñ−¡ñ®¯½¹¸ñ©¦¾© (Policy  

backlashes) §‡¤Á È́− ¸ò«ó¡¾−¯½ªò®ñ© Íõ ÷̈ê½¸òêóê†ªò©²ñ−¡ñ®ì½ 
®º®¡¾− ȫ¡£º¤Ã−ÁªÈì½¦½ÄÏ, ºó¡©É¾−Ï‡¤¡ðÁ È́− ²¾¡¯½ªò 
®ñ©¡¾−¯½²ô© Ã−¦ñ¤£ö´ ªÒÀ−‡º¤ª½Íº©À¸ì¾. ¦…¤©„¤¡È¾¸−šÄ©É 
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¦É¾¤°ö−¡½êö®Ã−ê¾¤¡ö¤Áì½ê¾¤ºÉº´ªÒ¡¾−°ñ−¢½¹¨¾¨−½Â¨ 
®¾¨¯½ªò»ø®¡¾−¦ô¡¦¾Á¹È¤§¾©.Ã−ê¾¤¡ö¤¡ñ−¢É¾´®ö©£í−£¸É¾ 
−š ñ̈¤Ä©É¦½ÀÎó Ã¹ÉÀ¹ñ−À«ò¤ ê¾¤Àìôº¡ê†ÀÏ¾½¦ö´Ã−¡¾−²ñ©ê½ 
−¾ ¡¾−¦ô¡¦¾Á¹È¤§¾© Ã−º½−¾£ö©−̃−£õ £¸¾´¦¿£ñ− ¢º¤¦½ 
«¾−ê†ªÒ¡ñ®¡¾−¥ñ©¦ñ−¡¾−¦ô¡¦¾ (Critical pedagogy of place) 

À²¾½ ñ́−ªò©²ñ−¡È¼¸¢Éº¤¡ñ®¡¾−³›−³ø§ó¸ò©¡¾−À ñ̄−µøÈ¡¾−©¿ìö¤ 
£ö¤§ó®ª½Íº©À«ò¤ ¡¾− ȫ©Áº¡ºº¡¥¾¡ºòêò²½ìñ¤ Íõ £¸¾´»÷− 
Á»¤ê¾¤¦ñ¤£ö´ (Re-inhabitation and decolonization). 
Â©¨ºó¤Ã¦È¦…¤ê†Ä©É£í−²ö®ê†Ä©É−¿¦½ÀÎó´¾−̃−²¸¡¢É¾²½À¥í¾¥…¤ 
À¡ò© ó́Á−¸£¸¾´£ò©µ¾¡²ñ©ê½−¾¸¼¡¤¾−¡¾−¸òÄ¥Á®® ó́¦È¸− 
»È¸´Ä¯²Éº´Å ¡ñ®¡¾−¥ñ©¡¾−»¼−-¡¾−¦º−Á®®Àºö¾−ñ¡»¼− 
À ñ̄−Ä¥¡¾¤Ä¯ª¾´£¸¾´º¾©¦¾´¾©Áì½¦º©£Èº¤¡ñ®¦½²¾® 
£¸¾´À ñ̄−¥ò¤¢º¤¯½Àê©ì¾¸À»ö¾¯¼®ÀÏõº−Á−¸²ñ−À¢í¾ì¾¸ê† 

ó́Í¾¡Í¾¨¦¾¨²ñ− §‡¤¦¾´¾©Á°È²ñ− Áì½ Àªó®Ã¹ È̈Ã−¦½²¾® 
Á¸©ìÉº´ê†Áê©ÀÏ¾½¡ñ®ÁªÈì½¦¾¨²ñ−. 
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Appendices 

Appendix 1. 

Multinational donors and donor countries operating in 
the educational sector in Lao PDR  
(based on UNESCO, 2008) 

 
Early childhood development (3 donors) 
Save the Children Norway, United Nations Educational, Scientific and 
Cultural Organisation (UNESCO), United Nations Children’s Fund 
(UNICEF)  
 
Primary education (12 donors) 
Asian Development Bank (ADB), Australia, European Union, France, 
Japan, Republic of Korea, Save the children Norway, Sweden, UNESCO, 
UNICEF, World Bank, World Food Programme (WFP) 
 
Lower secondary education (2 donors) 
ADB, UNESCO 
 
Upper secondary education (3 donors) 
ADB, Australia, Republic of Korea 
 
Technical and Vocational education and training (5 donors) 
Belgium, Germany, Republic of Korea, Luxembourg, UNESCO 
 
Teacher education (3 donors) 
ADB, Japan, Sweden 
 
Higher education (7 donors) 
Australia, Japan, Republic of Korea, Singapore, Sweden, United States, Viet 
Nam. 
 
Literacy and non-formal education (2 donors) 
UNICEF, UNESCO 
  



CULTIVATING EDUCATIONAL ACTION RESEARCH IN LAO PDR 

184 

Policy, planning and management (7 donors) 
ADB, Australia, France, Sweden, UNESCO, UNICEF, World Bank 
 
HIV/AIDS and Health education (2 donors) 
Japan, UNESCO 
 
Government officials training (3 donors) 
China, Singapore, Viet Nam 
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Appendix 2 
Interview guide  
(translated from Lao language) 
 
Background information 
Institution  Date of interview 
Gender  Teaching subject 
Graduation  Graduation subject 
Graduation system Graduation year 
 
About action research and its introduction 
What do you know about Action Research? When did you hear about it the 
first time? When was it started at your institution? 
 
 
Who introduced AR in Lao PDR? Why was it introduced? Who have 
informed you about AR? How was it introduced to you? 
 
 
What kind of training have you got in AR? Workshops? Seminars? 
 
Anything else? 
 
About the understanding of Action Research 
What is AR for you? How do you understand it? How would you describe 
AR? 
 
 
Are there different ways to carry out AR? How? Why – not? 
Why should educators do AR? Any other reason for doing AR? 
 
 
Who are doing AR in Lao PDR? For what reason? Where? How? 
 
 
How do teachers understand AR? Any further information? 
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Doing action research 
Have you done AR yourself? Why not? Where? With whom? Why? 
Describe how you do / did AR? How often have you done AR? 
What is your experience from AR? Easy/difficult? Why? Good/Bad? Why? 
 
 
Has your understanding about AR changed since you heard about it the 
first time? How has it changed? 
 
 
Are teachers interested in AR? Why not? What makes them interested in 
AR? What are the reasons for doing AR? Why should teachers do AR? 
Should it be done continuously? Why? Why not? 
 
 
Anything more to add? 
 
Possibilities and constraints with action research 
What can you improve by doing AR? Explain further! What are the 
problems with AR? Explain further! Any further ideas? How to improve 
AR? 
 
 
What will happen with AR when the AR donor project finish? Will AR 
continue? How? Why not? 
 
 
How does your institution (leaders) look at AR? Positive? Negative? Why? 
 
 
Anything else you want to add? 
 
 
Thank you! 
 
  



APPENDICES 

187 

Appendix 3 
 
List of Constructors and Re-constructors interviewees 
 
Constructors 
 

Code Status 

3 Male, majority 
National Implementation Team 

5 Male, majority 
National Implementation Team 

6 Male, majority 
Director of research centre 

14 Male, majority 
Working Team 

21 Male, majority 
Pedagogical Advisor 

27 Male, majority 
Working Team 

28 Female, majority 
Working Team 

29 Male, majority 
Working Team 

30 Male, majority 
Working Team 

31 Female, majority 
Working Team 

34 Male, majority 
National Implementation Team 

35 Male, majority 
Working Team 

47 Male, majority 
National Implementation Team 

49 Male, majority 
Working Team 
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Re-constructors (Central) 
 

Code Status 

1 Female, majority 
Lecturer 

2 Female, majority 
Lecturer 

37 Female, majority 
Lecturer 

42 Female, majority 
Primary school director/teacher 

43 Female, majority 
Primary school teacher 

44 Female, majority 
Primary school teacher 

45 Female, majority 
Lower and upper secondary school 
teacher 

 
Re-constructors (Northern) 
 

Code Status 

11 Male, majority 
Teacher educator 

12 Female, majority 
Lower secondary school teacher 

13 Female, majority 
Primary school teacher 

15 Female, majority 
Teacher educator 

36 Male, majority 
Teacher educator 
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Re-constructors (Eastern) 

Code Status 

16 Female, majority 
Teacher educator 

18 Female, majority 
Teacher educator 

19 Male, majority 
Teacher educator 

20 Male, majority 
Teacher educator 

22 Female, majority 
Teacher educator 

23 Female, majority 
Lower secondary school teacher 

24 Male, minority 
Teacher educator 

25 Female, majority 
Teacher educator 

26 Male, majority 
Teacher educator 

32 Female, majority 
Teacher educator 

33 Male, majority 
Teacher educator 

48 Female, majority 
Teacher educator 

50 Male, majority 
Teacher educator 

 
Re-constructors (Southern) 

Code Status 

7 Male, majority 
Teacher educator 

8 Male, majority 
Teacher educator 

9 Female, majority 
Teacher educator 

10 Male, majority 
Teacher educator 

Field notes Male, majority 
Teacher educator  
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AKADEMISKA AVHANDLINGAR 
Vid Pedagogiska institutionen, Umeå universitet 

 

1. Backman, Jarl. Preferensbedömningar av ljudintensitet. En jämförelse 
mellan sensoriska och preferentiella bedömningstyper. 1971. 

2. Johansson, Egil. En studie med kvantitativa metoder av 
folkundervisningen i Bygdeå socken 1845-1873. 1972. 

3. Marklund. Gustaf. Experimental Studies on Performance and Perceptual 
problems in Physical Work. 1972. 

4. Wedman, Ingemar. Mätproblem i norm- och kriterierelaterade prov. 
Några analyser och försök med tonvikt på reliabilitets- och 
diskriminationsmått. 1973. 

5. Egerbladh, Thor. Grupparbetsinskolning. Empiriska undersökningar och 
ett undervisningsteoretiskt bidrag. 1974. 

6. Franke-Wikberg, Sigbrit & Johansson, Martin. Utvärdering av 
undervisningen problemanalys och några empiriska studier på 
universitetsnivå. 1975. 

7. Jansson, Sven. Undervisningsmål som utgångspunkt vid konstruktion av 
målrelaterade prov. Några teoretiska och empiriska problem. 1975. 

8. Nordlund, Gerhard. Prognos av framgång i gymnasieskolan. Metod och 
empiriska resultat. 1975. 

9. Johansson, Henning. Samerna och sameundervisningen i Sverige. 1977. 

10. Sparrman, Karl Johan. Folkhögskolor med profil. Rörelsekaraktären hos 
svenska folkhögskolor med anknytning till kristna samfund. 1978. 

11. Råberg, Annagreta. Glesbygdsbarn i Västerbotten. 1979. 

12. Nilsson, Ingvar. Test-Wiseness och provkonstruktion. Några studier med 
tonvikt på effekter av instruktionen och uppgifternas utformning på 
svarsbeteendet. 1979. 

13. Rönmark, Walter & Wikström, Joel. Tvåspråkighet i Tornedalen. 
Sammanfattning och diskussion. 1980. 

14. Henriksson, Widar. Effekter av övning och instruktion för testprestation. 
Några empiriska studier och analyser avseende övningens och 
instruktionens betydelse för testprestationen. 1981. 

15. Sjöström, Margareta & Sjöström, Rolf. Literacy and Development. A 
study of Yemissrach Dimts Literacy Campaign in Ethiopia. 1982. 

16. Lindberg, Gerd & Lindberg, Leif. Pedagogisk forskning i Sverige 1948-
1971. En explorativ studie av inom- och utomvetenskapliga faktorer. 
1983. 
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17. Stage, Christina. Gruppskillnader i provresultat. Uppgiftsinnehållets 
betydelse för resultatskillnader mellan män och kvinnor på prov i 
ordkunskap och allmänorientering. 1985. 

18. Holm, Olle. Four Determinants of Perceived Aggression and a Four-Step 
Attribution Model. 1985. 

19. Åsemar, Carl. Att välja studie- och yrkesväg. Några empiriska studier med 
tonvikt på högstadieelevers valsituation. 1985. 

20. Andersson, Inger. Läsning och skrivning. En analys av texter för den 
allmänna läs- och skrivundervisningen 1842-1982. 1986. 

21. Johansson, Ulla. Att skolas för hemmet. Trädgårdsskötsel, slöjd, huslig 
ekonomi och nykterhetsundervisning i den svenska folkskolan 1842-1919 
med exempel från  Sköns församling. 1987. 

22. Wester-Wedman, Anita. Den svårfångade motionären. En studie 
avseende etablerandet av regelbundna motionsvanor. 1988. 

23. Zetterström, Bo-Olof. Samhället som föreställning. Om studerandes 
ideologiska formning i fyra högskoleutbildningar. 1988. 

24. Olofsson, Eva. Har kvinnorna en sportslig chans? Den svenska 
idrottsrörelsen och kvinnorna under 1900-talet. 1989. 

25. Jonsson, Christer. Om skola och arbete. Två empiriska försök med en 
förstärkt arbetslivskoppling. 1989. 

26. Frykholm, Clas-Uno & Nitzler, Ragnhild. Blå dunster – korn av 
sanning. En studie av gymnasieskolans undervisning om arbetslivet. 1990. 

27. Henckel, Boel. Förskollärare i tanke och handling. En studie kring 
begreppen arbete, lek och inlärning. 1990. 

28. Hult, Agneta. Yrket som föreställning. En analys av föreställningar hos 
studerande inom fyra högskoleutbildningar. 1990. 

29. Andersson, Håkan. Relativa betyg. Några empiriska studier och en 
teoretisk genomgång i ett historiskt perspektiv. 1991. 

30. Sjödin, Sture. Problemlösning i grupp. Betydelsen av gruppstorlek, 
gruppsammansättning, gruppnorm och problemtyp för grupprodukt och 
individuell kunskapsbehållning. 1991. 

31. Gisselberg, Kjell. Vilka frågor ställer elever och vilka elever ställer frågor. 
En studie av elevers frågor i naturorienterande ämnen i och utanför 
klassrummet. 1991. 

32. Staberg, Else-Marie. Olika världar skilda värderingar. Hur flickor och 
pojkar möter högstadiets fysik, kemi och teknik. 1992. 

33. Berge, Britt-Marie. Gå i lära till lärare. En grupp kvinnors och en grupp 
mäns inskolning i slöjdläraryrket. 1992. 
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