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Power of Education:
Lifelong Learning for
Sustainable Development, Peace Building
and the End of Poverty1
Rupert Maclean
Abstract
What role can education and schooling play in contributing to a
more just, equitable and peaceful world, where there is
sustainable economic and social development for all, and an end
to poverty? Although current international action to achieve
lifelong Education for All (EFA), Education for Sustainable
Development (ESD) and the United Nations Millennium
Development Goals (MDGs) provides a useful foundation for
action, this is not sufficient. It is also important to give greater
attention to devising concrete, action-orientated ways of
promoting social justice and peace building, through means such
as lifelong learning, values/ethics education, skills development
for employability and high quality, relevant educational research,
in the light of political realities.
This presentation will focus on the work of the United Nations
(UN), and in particular UNESCO, which is the specialist UN
organisation concerned with strengthening and upgrading
education and schooling in developing countries, countries in
transition and those in a post-conflict situation.
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This presentation is based on the outcomes of a research project being undertaken by Prof.
Maclean on developing a new paradigm concerning education and international development,
with research assistant Ms Clothilde Cantegreil. The project has been funded by the
UNESCO-UNEVOC International Centre for Education in Bonn, and undertaken in
collaboration with the Department of Education, Oxford University. UNESCO-UNEVOC is
publishing the outcomes of the research in the form of several discussion papers (in press).
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Introduction:
Challenges Concerning Sustainable Development, Peace Building,
and the End of Poverty
Worldwide, there are currently several major challenges being faced which
threaten achieving sustainable development, peace building and poverty
reduction. These include (ADB, 2008):
•

turmoil in the global financial markets and an uncertain outlook for the
world economy;

•

worldwide, a rapid rise in food prices by an average of more than 40
per cent per year over the past four years, with the greatest rises being
in developing countries;

•

the trend of rising oil prices and a dependence on petroleum products
which increases pressure on the need to develop and utilize renewable
forms of energy;

•

various forms of national, regional and global terrorism and other
forms of armed conflict; and

•

climate-related problems such as global warming and desertification.

These problems are particularly marked in the vast and diverse Asia-Pacific
region, which is home to two-thirds of the world’s poor and risks rising social
tensions as a doubling of wheat and rice prices in the last two years has hit
people who have spent more than half of their income on food.
Concerning food security and rising food prices, the President of the Asian
Development Bank, Haruhiko Kuroda, in a keynote speech to delegates at the
ADB’s 2008 Annual Meeting in Madrid, called for determined action to secure
food supplies for Asia’s poorest people. He said:
The fight against poverty will be won or lost in our region. …Soaring food
prices are hitting the poor very hard. This price surge has a stark human
dimension and has greatly affected over a billion people in Asia and the Pacific
alone. ….Money and ideas are necessary to boost development and rescue
millions of people from poverty. ….The absence of such measures could
seriously undermine the global fight against poverty and erode the gains of past
decades. (ADB, 2008)

A second example, in the area of climate change, concerns desertification. Over
250 million people are directly affected by desertification and some 1 billion
are at risk. By undermining the productivity of land, desertification generates
widespread poverty (UNCCD, 2008; IFPRI, 2009; UNDP, 2007).
2

One hundred and ten countries are currently affected, and the number is rising.
Desertification further exacerbates climate change and a loss of biological
diversity; and there is now an increasing awareness of the relationship between
desertification, the movement of people and conflicts.
In this presentation I will argue that lifelong learning is the master key to
achieving sustainable development, to promoting international understanding
and peace building and to bringing an end to poverty. Lifelong learning
refers to learning from cradle to grave (Jarvis, 2004; Ouane, 2009). In another
words, it embraces all stages and aspects of education (early childhood, primary,
secondary, tertiary, adult, and elder education); and includes formal, non-formal,
and informal learning (Tuijnman & Boström, 2002; OECD, 1996; European
Commission, 2000; Dave, 1976).
Formal learning means learning that is usually undertaking consciously, is
organised in institutional settings such as schools and other educational
institutions, and often leads to formal qualifications (Sharma, 2004; Coombs &
Ahmed, 1974). Although non-formal learning is also deliberate and highly
organised, learning occurs outside schools or the formal education system, in
other settings such as the workplace. The main distinction between informal
learning and other types of learning is that informal learning is not bounded by
time and space. In another words, learning occurs anywhere and anytime, is not
restricted to institutional setting and is not necessarily organised and
undertaken consciously.
The reality is that we already largely know in specific terms what needs to be
done to promote sustainable development, peace and poverty alleviation,
through the reform and strengthening of education and schooling, and lifelong
learning.
The question that needs to be answered is: do we have the courage and
commitment to take the necessary action? This is a moral issue rather than a
technical one.
In my view (and that of UNESCO, where I worked for eighteen years before
joining The Hong Kong Institute of Education in July 2009) there is a need to
reassess our priorities and in so doing invest more resources in ‘weapons for
peace’ (such as education for all; universal health care; clean water and
sanitation) rather than weapons of war (military expenditure on armies and
armaments of various types) (Campbell, 2001; Campbell et. al., 2006). There
are some countries in the Asia-Pacific region (albeit not most) where the
percentage of Gross Domestic Product spent on military expenditure is
3

currently equal to, or greater than, their level of public expenditure on
education (UNDP, Human Development Report, 2006; EFA, 2009).

Overview of Presentation
In this presentation I intend to examine the importance of promoting relevant
and high quality lifelong learning, using formal, informal and non-formal
modes of delivery, as an effective way to achieving sustainable development,
promoting international understanding and peace building and bringing an end
to poverty. I will commence by examining the changing meaning of poverty,
development and peace, including the move to place a greater emphasis on
qualitative rather than just quantitative measures of development, such as the
level of well-being and happiness of individuals and the communities in which
they live. I will then move onto examining the major education challenges of
our day being addressed by the international community, through United
Nations agencies such as UNESCO, these being lifelong Education for All,
Education for Sustainable Development and education for international
understanding. These matters will mainly be examined as they relate to
developing countries, countries in rapid transition and those in a post-conflict
situation. I will conclude by making recommendations concerning possible
future directions for education policy making and practice, with particular
reference to developing countries, including the need for a new paradigm
concerning the role of education for (and in) development.

Changing Meaning of Poverty and Development
(Gordon, 2002; Kingdon and Knight, 2006; Layard, 2006)
What do we mean by development, what is the purpose of development and
what are the keys to achieving effective development?
The vast majority of countries want development, since this implies
improvement, and they want development that is sustainable, and so long term
in nature.
But there has been a change over time in what is meant by development.
There is a new paradigm of development where economic criteria are no longer
accepted as being the sole or main indicator of the level of development, and
where a holistic approach which includes qualitative measures is now favoured.

4

The Prevalence of Economic Indicators
(World Bank, 1990; 2009)
Traditionally, poverty and development have often been thought of in terms of
economic indicators. In other words, those countries which had a low per capita
income were considered as being ‘poor’. Indeed Kingdon and Knight (2006)
note that research on poverty has been, until now, mostly focused upon
measurement in terms of income and consumption (2006, p.1). As an
example of this, the World Bank has established a universal poverty line, and
defines poverty as ‘the inability to maintain a minimum standard of living’
(World Bank, 1990). An economic conception of poverty leads to a similar
economic approach to what development constitutes, and thus how it is best
achieved. From this point of view, development is seen in terms of an
increase in the GDP/GNP2 (Gross Domestic Product/ Gross National Product)
of individual countries. The GDP indicator refers to the average amount of
income (or value of goods and services) per head of population. This is
perfectly exemplified by the World Bank’s approach to the classification of
countries as either low, middle, or high-income3. Low-income economies are
thus those with a GNP of $760 or less. They are mostly concentrated in
sub-Saharan Africa, with some in Asia. Middle-income countries are those with
a GNP per capita ranging between $761 and $9,360. These include most of
Latin-America, Eastern Europe, and parts of Asia. Finally, the high-income
countries consist of the so-called western world: Western Europe, North
America and Australia.
This approach has, however, come under severe criticism. Indeed as a
measurement of both poverty and development, the exclusive use of economic
indicators is essentially flawed. One of the main limitations is that it does not
take into account income distribution and disparities within countries. In short:
it does not provide a fair and accurate picture of reality. In fact, it is important
to note that an increase in a country’s GDP or GNP may do little to relieve
poverty if wealth remains distributed in an unequal way. As a result, this
suggests that development should not be viewed exclusively in terms of an
increase in per capita income. A focus should be placed on making sure that
resources reach those who are really in need of them. In addition, it is
questionable whether comparisons between countries can be effectively
established. Indeed, what counts as a satisfactory income level to survive can
vary considerably between regions. In money terms what it means to be poor
in Bangladesh, for example, is different to what it means to be poor in Japan or
2
3

Also in some cases GNI (Gross National Income)
An indicative classification map dating from 1998 can be found online at
http://www.worldbank.org/depweb/english/modules/economic/gnp/map1.html
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Australia. This is a further reason why economic indicators on their own are
not sufficient indicators in terms of poverty and development, as they cannot
adequately describe the reality of the situation on the ground.
However the most relevant criticism that can be made for our own purposes is
that a purely economic approach to poverty and development is simply not
appropriate to the world we live in today. Our lives are not just affected by
the amount of money we earn. Indeed there are many other factors that need
to be taken into account. Firstly, income measures are not an appropriate
indicator of access to basic services such as health and education. Access to
such services is of vital importance, but is often jeopardised by a low amount of
public expenditure. Basic services provided by the state such as healthcare
and education are important aspects of people’s daily lives which economic
indicators such as the GNP or the GDP cannot effectively portray. However
most importantly, in no way can income measurement adequately gauge the
devastating social and political effects of conflict and global warming. While
we cannot deny the importance of economic indicators, it is just as undeniable
that income is not the only or even the most important factor which affects the
daily life of an individual, particular in war-torn regions or in those prone to
natural disasters. This is especially true after the end of the Cold War that
brought on a shift in the nature of conflicts. The so-called ‘New Wars’ have
been having particularly tragic effects on the lives of the poorest people in the
world, making access to basic services, such as education and health, difficult if
not impossible. In addition, such countries are also incidentally those which
are the most at risk of natural disasters. The scarcity of resources in
sub-Saharan Africa for example, linked to increasing problems with water and
desertification, is also severely affecting the lives of the most deprived people
in the world. These are the concrete issues which need to be addressed if
poverty is to be eradicated and development achieved.

Towards a More Comprehensive Definition
of Poverty and Development
(United Nations, 2000; World Bank, 2006)
A shift is thus beginning to occur in terms of perception and definitions of
poverty and development. The GDP/GNP indicators are no longer considered
a sufficient measure on their own, neither of poverty nor of the level of
development of any given country. Gordon (2002) offers a comprehensive
account of some of the principle measurements of poverty and development
used by international organisations. Though approaches vary, it is nonetheless
apparent that there is a clear effort, through for example the development of the
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HDI (Human Development Index) or of the IFAD’s4 FSI (Food Security Index)
and BNI (Basic Needs Index), to move away from a purely economic
conception of both poverty and development. For example, the BNI brings
together an education index with a health index in order to evaluate the social
development of rural areas (Gordon, 2002, p. 61). More generally, there has
been an attempt to create a more complete indicator, with the aim of providing
an improved picture of world development, which actually reflects the reality
of the situation on the ground. The Human Development Index (HDI),
developed in response to criticism of the prevalent economic approach,
includes measures of healthcare (life expectancy), and education (adult literacy
and gross enrolment), in addition to the GDP/GNP. Certainly, this constitutes
an improvement on previous purely economic approaches. It is useful to
compare the HDI to the GDP. This in fact reveals little variations in the
classification of countries, namely that those with a higher GDP per capita are
essentially also those with a high Human Development Index. It could thus be
argued that the HDI, though a step in the right direction, does not reveal much
more in terms of poverty levels and development.
For this reason, much of the criticism which applies to the GDP/GNP approach
can also be extended to the HDI. In addition, it is insufficient because it first
of all does not take into account environmental considerations, and, secondly,
does not consider conflict as an important factor in determining levels of
development. These are two dynamics which have already had a significant
impact on the daily lives of people around the world. From this point of view,
such indicators as the GPI5 (Global Peace Index), which will be explored later
in this presentation, might also provide a valuable insight as to the state of
affairs in a particular country. More importantly, with the significant rise in
problems related to the effects of global warming, any comprehensive and
accurate measurement of development cannot feasibly leave out ecological
considerations. The international community, with the United Nations as its
standard bearer, has repeatedly vowed to address environmental issues and
encourage a more sustainable approach to development. This effectively
signifies a major shift in terms of what development should seek to achieve, as
well as in what poverty actually is. Poverty is thus much more than ‘income
poverty’. It is also a state in which people have very little or no access to
basic services, and where lives are jeopardised as a result of serious civil
conflicts and environmental issues.

4
5

International Fund for Agricultural Development
see http://www.visionofhumanity.org/gpi/home.php
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Capabilities, Subjective Well-Being and Happiness
(Layard, 2006; Kingdon and Knight, 2006)
The significant step towards a more comprehensive understanding of the
measurement of poverty and development, which really moves away from an
economic conception, was made by Sen (1999), with the development of what
is now known as the capabilities approach. The point argued by Sen is that
poverty should not be seen in terms of income deprivation, with investment in
education and healthcare as a ‘means to the end of income deprivation’ (1999, p.
92). Rather (and this is where Sen differs crucially from more traditional
approaches) the improvement of access to education and healthcare (in other
words, the enhancement of capabilities) should be an end in itself, with income
generation as a by-product. Thus poverty should be seen in terms of
capabilities deprivation. Sen adds that ‘policy-debates are in fact distorted by
over-emphasis on income poverty and inequality, neglecting unemployment,
ill-health, lack of education, and social exclusion’ (1999, p. 108). This would
effectively mean that the international community should not focus efforts on
increasing poorer countries’ GDP per capita. Rather, what should be analysed
and responded to are the lack of capabilities. This reverses the terms in which
poverty and development are actually seen. In other words, the traditional
approach to poverty and development, based on the notion of income
deprivation, contends that the improvement of capabilities through access to
health services and education (for example) will automatically result from
better economic performance on which efforts should be concentrated. The
capabilities approach, on the other hand, argues that the emphasis should be
placed first and foremost on improving access to health, education, and jobs,
which will then lead to an increase in economic performance.
One can go much further in readjusting our notions of poverty and development.
Indeed, some have suggested that a qualitative approach should be taken,
though not necessarily to the detriment of quantitative measurements. The
key here is to find a way to complement the traditional income deprivation
approach to poverty and development. That is to say that individuals’ own
perception of their situation should be taken into account, in addition to what
are after all merely indicative statistics. Kingdon and Knight speak of
‘subjective well-being’.
They suggest that ‘perceptions of subjective
well-being depend on the context’ (2006, p. 3) and that it is thus necessary to
take an added qualitative approach to the measurement of poverty in order to
grasp the reality of the situation. Similarly, Sir Richard Layard (2006), in his
book entitled Happiness: lessons from a new science, examines the question of
the relationship between economics and happiness. One very significant point
he makes is that although from an economic point of view the world has made
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huge steps in terms of development, it seems that the world population is not
actually getting happier, with the contrary being the case. Economics and the
social sciences in general should therefore focus on the study of happiness,
which can be simply defined as a good feeling as opposed to a bad feeling.
The author also makes an often forgotten point: what humans seek in the end is
happiness. Layard stresses here that happiness can in fact be measured in an
effective way.
A whole movement has been dedicated to the notion of happiness. Gross
National Happiness, which aims at a holistic approach to the concept of quality
of life: ‘Happiness is the ultimate desire of every human being. All else is a
means to achieve this end. It should logically follow then that all individual
and collective efforts should be devoted to this common goal’ (UNESCO,
2007b). In 2007, UNESCO’s regional bureau in Bangkok published a
document inspired by this movement. Gross National Happiness (GNH), it
states, seeks to establish a certain balance among the four vital pillars necessary
to improving people’s daily lives. These are: economy, culture, governance,
and the environment. Ultimately, the aim here is really just to ‘maximise
happiness’, whereas the main concern behind the GDP approach is that of
increasing economic growth (UNESCO, 2007b).
This has led to the appearance of more holistic definitions of poverty and
conception of what a ‘developed’ country really is. The London-based
think-tank NEF (New Economics Foundation) has, in view of this, developed
the Happy Planet Index (HPI). The Happy Planet Index seeks to ascertain the
more subjective aspects of development including ecological considerations
and the perceptions of individuals and groups concerning whether or not they
are happy with their lives. The Happy Planet Index raises vital questions
concerning the purpose of development: is it mainly to do with materialistic
criteria in terms of income and access to material resources, or should an
approach be adopted which also refers to the expressed levels of happiness of
individuals? When comparing data from the Happy Planet Index with
previously examined indexes such as the HDI or the GDP, it is interesting to
note that the countries with the highest ranking Human Development Index and
the highest levels of pro-capita income are not necessarily those which score
the best in terms of the Happy Planet Index. The HPI is a combination of
three individual indexes, namely life expectancy, life satisfaction, and
ecological footprint. The second of these indicators is effectively qualitative
and seeks to evaluate individuals’ own feelings about the state of their lives6.
Surprisingly enough, countries with higher GDP’s do not necessarily score best
when all three indicators are combined to produce the Happy Planet Index.
6

More information on the Happy Planet Index at http://www.happyplanetindex.org
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The United States of America, for example, had a GDP per capita of $41,890 in
2005 and is ranked 12th in the world in terms of HDI. When it comes to the
Happy Planet Index, however, the USA scores very poorly at 30.7 (UNDP,
http://hdr.undp.org). What this essentially suggests is that ultimately, a rise in
income can constitute so much of an improvement in people’s daily lives, and
that other factors are just as crucial and need to be taken into consideration. In
addition, most of sub-Saharan Africa has a very low GDP per capita, but they
fare just as poorly as the USA in terms of HPI. What we can deduce from
these observations is that since these countries have been suffering from a
rising number of internal conflicts, as referred to elsewhere in this paper, peace
is therefore an aspect which cannot be left aside when discussing
development-related issues.

Meaning and Measures of ‘Peace’; Changing Nature of Conflicts
(Campbell, et al, 2006; Collier, 2005; Davies, 2004; UNDP, 2008)
Peace building aims at preventing and managing armed conflict and sustaining
peace for (at least) a decade after violence has ended. (World Bank, Civil
Society and Peace Building, 2006)

Peace can be defined, most simply, as ‘the absence of conflict. A state of
Harmony’. There is now an increasing reference in both the literature and in
policy making, certainly within the United Nations, to a distinction between
negative peace (absence of conflict) vs. positive peace (structures and
institutions that create and maintain peace).
The changing nature of conflict since the end of the Cold War and the problems
caused by global warming are just some of the factors which may in the
long-term seriously jeopardise the creation of a peaceful and sustainable world
for future generations. Since the end of the Cold War, intra-state conflicts
have replaced inter-state conflicts. These are ‘New Wars’: wars which are not
fought between nation-states but rather by non-state actors, and where ‘most
violence is directed against civilians as a consequence of counter-insurgency
tactics or ethnic cleansing’ (Kaldor, 2005). This is an important development,
as it requires a reassessment of our understanding of the causes and dynamics
of conflicts, as well as a re-evaluation of conflict prevention and peace-building
methods. Mary Kaldor (2005) places specific emphasis on the fact that such
wars ‘construct sectarian identities’. In other words, new wars partly feed off
the construction of ethnic or religious identities (for example) within a
particular state. The state itself, and the associated national identity, lose all
significance. This means that we effectively have to rethink how we can
address conflict in such a way as to rebuild a sense of citizenship and of shared
10

political identity, as well as to return significance and authority to the
government of the state in question. Education has the ability to play a crucial
role in bringing together non-state actors involved in conflict and promoting
peace. It is in the poorest regions of the world, such as Africa and Asia, that
internal conflicts thrive for the largest part. In 2007, the UCPD records no
inter-state conflicts but a high number of internal armed conflicts in Africa (just
over 12). Similar findings have been recorded for Asia in the same year7.
This goes to show how much the state and the sense of a united political
community have come to disintegrate. States are, in the majority of cases, not
the main actors in conflicts anymore.

Peace and Development
(GPI, 2008; GNH, 2008)
Perhaps one of the most crucial aspects in considering our own quality of life is
how peaceful the environment we live in actually is. Wars have devastating
effects. It is specifically important to note that wars affect people both
psychologically and in terms of rendering access to income, food, and basic
services difficult, if not impossible. This is why peace is an important
criterion when talking of poverty and of development. An indicator which
could be helpful here is the Global Peace Index (GPI)8. The GPI is based on a
broader definition of peace: that is, peace should not be seen simply in terms of
an absence of violence or conflict. Peace should in fact be seen in terms of
positive promotion (or ‘positive peace’): that is, taking direct action to ensure
peace is promoted through measures such as education. The Global Peace
Index essentially shows that conflict is often concentrated in areas of the world
which are also characterized by a low GDP per capita and HPI, which is the
case (for example) for most of sub-Saharan Africa.
Much has been said about the link between economic poverty and the incidence
of conflict within specific countries. The question is here that of determining
what the causes of conflict are: should conflict be viewed in terms of
economics (greed) or in terms of grievances, that is, that conflict arises from
clashes between ethnic cleavages? Paul Collier (2005) has developed the idea
according to which internal conflicts occur as a result of economic opportunity.
This is essentially the greed discourse. The understanding of conflict in terms
of ethnic grievances is thus false. In addition, he points out that ‘conflict is
concentrated in countries with little education’. With regard to the ethnic
composition of a country, research suggests that ethnic diversity is not a factor
7
8

Uppsala Conflict Data Program. UCDP Database: www.ucdp.uu.se/database, Uppsala University
More information online at http://www.visionofhumanity.org/gpi/home.php
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which contributes to the occurrence of conflicts, but it is quite the contrary.
The ethnic dominance of one group, however, automatically doubles the risk of
conflict, and this is because the majority is likely to have the necessary
resources to exploit the minority. Thus seen, it could be argued that
grievances are in fact economically based. Benedikt Korf (2005) suggests that
greed and grievances as causes of conflict can be reconciled: ‘The evidence
suggests that both greed and grievances play a role in contemporary civil wars,
depending on the capacity of the institutional arrangements in place to channel
the two passions in the direction of either war or peace’ (Korf, 2005, p. 203).

What about Education?
(UNESCO, 1948a; 2000; 2007a)
What are the consequences of this progressive shift in perceived notions of
poverty and development for the role of education? If we consider poverty in
terms of capabilities deprivation as well as in terms of income deprivation,
education becomes an end in itself. This is a crucial point. Education is thus
not just an instrument for increasing income: there are many other reasons for
which it is invaluable and should be considered an end in itself. This is
particularly true since environmental issues and the rising occurrence of
conflict, particularly in the poorer regions of the world such as Africa and parts
of Asia, have become of particular concern to policy-makers. Indeed peace
and sustainability are now two of the key concepts underlying conceptions of
poverty and development. As a result of this, education is due to play an
increasingly important role, and takes centre stage in the fight against poverty.
It is argued in this presentation that education is the key to making peace and
sustainability both a reality and a success. First of all, it is through education
that a healthy and respectful attitude towards our ecosystem can be promoted,
encouraging the safeguarding of environmental resources for a sustainable
world for generations to come. In addition, education is the key to eliminating
conflict and achieving peace. This is because education addresses the root
causes of conflict by providing jobs and stimulating the economy, whilst
simultaneously playing a vital role in changing perceptions of conflict within a
specific country, through the promotion of values and the encouragement of
dialogue between ethnic groups.
I will now examine how peace and sustainable development can be achieved
through education, by providing a snapshot of UN initiatives and their positive
impact in these two particular areas.

12

Meaning of Sustainable Development
(UNESCO, 2007b)
Although the term sustainable development has in the past mainly focused on
the natural environment and issues such as pollution, more recently there has
also been a broadening in how this idea is interpreted, to include all aspects of
development including economic, social and political aspects, and also notions
such as peace building as a pathway for achieving harmonious, sustainable
societies. ‘Sustainable development is development that meets the needs of
the present without compromising the ability of future generations to meet their
own needs’ (Bruntland Commission, 1987).
Two regions, Asia and Africa, have been hit particularly hard by global
warming. This is having dramatic effects on the daily lives of people and the
incidence of conflict. Desertification, for example, is just one outcome of
global warming, from which Asia and Africa are particularly at risk, with a
series of devastating associated consequences: food shortages, famine,
migration, and particularly conflict. Africa is the most affected region, with
two thirds of the continent being classified as either deserts or drylands; but
deserts are also expanding throughout the vast continent of Asia (UNCCD
Factsheets). Global warming is having particularly dramatic consequences in
terms of food shortages. A recent report by the International Food Policy
Research Institute (IFPRI) for the World Bank and the Asian Development
Bank suggests that 25 million more children will be affected by food shortages
by the year 2050 as a result of global warming. The worst affected regions
will be sub-Saharan Africa and South East Asia.
It is absolutely vital for both governments around the world and international
organisations to address environmental issues. The environment has a very
strong impact on people’s daily lives, whether it is in terms of food security,
access to resources, or conflict. It is thus necessary for populations to be
educated in such a way as to achieve economic, environmental and social
sustainability within their community. Promoting a responsible attitude to the
environment is a crucial step to take if global warming is to be slowed down,
and this will have positive repercussions on all aspects of those people’s lives
that are affected on a daily basis by the wide range of threats resulting from
global warming. Just as with peace-building, this is where education can be a
very useful instrument, and if used correctly it can be significantly helpful in
achieving sustainable development.
Unfortunately, a further recent development is at risk of threatening peace and
sustainable development around the world. It is in fact certain that last year’s
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financial crisis and the repercussions it has had in terms of economic recession
is going to severely undermine the position of developing countries and their
achievements up until now. The focus in the media has more often than not
rested on countries in the Western world, when in fact the developing world has
also been severely affected by the repercussion of the financial crisis. It is
therefore evermore crucial for the governments of developed countries to
continue, and even increase, the amount of aid provided to the poorer regions of
the world, rather than to decrease it, as it is tempting to do in times of economic
recession. In a paper presented at the Korea Development Institute (2008),
Justin Yifu Lin (2008), the World Bank senior vice-president and chief
economist, examines the implications of a financial crisis which started in the
developed economies for developing countries. He states, ‘the 1.4 billion
people who live in or on the verge of extreme poverty are all in the developing
world; given their slim margin for survival, any economic crisis will have its
most severe human consequences in the developing countries. So there are
altruistic reasons for concern about the developing countries in the crisis.’ In
fact, figures already show that aid levels are seriously suffering from the
indirect aftereffects of the financial crisis. In July 2009, the United Nations
reported in its half yearly report about emergency fundraising that there is a
‘$4.8bn shortfall in funding to tackle humanitarian crises in the world’s poorest
countries, as the credit crunch leaves developed world governments with little
cash to spare.’9

The United Nations and its Specialised Agencies:
Peace Building, Sustainable Development and the End of Poverty
(United Nations, 1998)
The question we ask is what can be done to resolve these issues and to reverse
the frightful consequences they are having in the poorest regions of the globe.
The first necessary step to take is that of revising our understanding of poverty
and development, as indeed a purely economic perception of such concepts is
not appropriate anymore. Once we have done this, education rapidly emerges
as the master key to the promotion of peace, sustainable development and
poverty alleviation. It is through reforms in education, with help from the
incentives of such organisations as UNESCO, that these two objectives can be
best achieved.
The United Nations (which consists of 192 member states) is committed to
promoting sustainable development, international understanding and peace
9

Reported on at
http://www.guardian.co.uk/world/2009/jul/21/united-nations-budget-report-humanitarian
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building, with particular reference to poverty alleviation. This is the raison
d’être of the United Nations.
With regard to promoting sustainable development, the UN’s policy and
practices in this regard are summarized in the Millennium Development Goals
(MDGs). The MDGs provide a conceptual framework which refers to the
main matters which the United Nations believes need to be effectively
addressed to achieve sustainable development, and the end of poverty.
Attaining these goals is seen as a pathway which contributes to peace building.

The Millennium Development Goals
Goal 1: Eradicate extreme poverty and hunger
Target 1:

Halve, between 1990 and 2015, the proportion of people whose
income is less than one dollar a day.

Target 2:

Halve, between 1990 and 2015, the proportion of people who
suffer from hunger.

Goal 2: Achieve universal primary education
Target 3:

Ensure that, by 2015, children everywhere, boys and girls alike,
will be able to complete a full course of primary schooling.

Goal 3: Promote gender equality and empower women
Target 4:

Eliminate gender disparity in primary and secondary education,
preferably by 2005, and in all levels of education no later than
2015.

Goal 4: Reduce child mortality
Target 5:

Reduce by two-thirds, between 1990 and 2015, the under-five
mortality rate.

Goal 5: Improve maternal health
Target 6:

Reduce by three-quarters, between 1990 and 2015, the
maternal mortality ratio.
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Goal 6: Combat HIV/AIDS, malaria and other diseases
Target 7:

Have halted by 2015 and begun to reverse the spread of
HIV/AIDS.

Target 8:

Have halted by 2015 and begun to reverse the incidence of
malaria and other major diseases.

Goal 7: Ensure environmental sustainability
Target 9:

Integrate the principles of sustainable development into country
policies and programmes and reverse the loss of environmental
resources.

Target 10: Halve, by 2015, the proportion of people without sustainable
access to safe drinking water
Target 11:

By 2020, to have achieved a significant improvement in the
lives of at least 100 million slum dwellers

Goal 8: Develop a Global Partnership for Development
Target 12: Develop further an open, rule-based,
non-discriminatory trading and financial system

predictable,

Target 13: Address the special needs of the least developed countries
Target 14: Address the special needs of landlocked countries and small
island developing states
Target 15: Deal comprehensively with the debt problems of developing
countries through national and international measures in order
to make debt sustainable in the long term
Target 16: In co-operation with developing countries, develop and
implement strategies for decent and productive work for youth
Target 17: In co-operation with pharmaceutical companies, provide access
to affordable, essential drugs in developing countries
Target 18: In co-operation with the private sector, make available the
benefits of new technologies, especially information and
communications.
(Source: United Nations, 2000)
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UNESCO’s Mandate:
UN’s Specialised Agency for Education and Schooling
(UNESCO, 1948b; 1997; UNESCO Paris, 2008)
In promoting peace building, sustainable development and poverty alleviation
UNESCO works with its 193 member states in five main programme areas,
these being: culture; natural sciences; communications and information; social
and human sciences; and, education.
Education is the largest part of UNESCO’s operations, in terms of allocation of
financial and staffing resources. UNESCO seeks to help its member states
strengthen and upgrade education and schooling, with particular reference to
promoting best and innovative practices.

“Development and economic prosperity depend on the ability
of countries to educate all members of their societies and
offer them lifelong learning. An innovative society prepares
its people not only to embrace and adapt to change but also to
manage and influence it. Education enriches cultures,
creates mutual understanding that underpins peaceful
societies. UNESCO is guided by upholding education as a
human right and as an essential element for the full
development of human potential.”
UNESCO Medium Term Strategy 2008-2013, para. 32

UNESCO plays a crucial role in the promotion of all the Millennium
Development Goals. Indeed, it is clear to see that many of these goals cannot
be taken alone, and that these are all actually intertwined. Education is thus a
key component not just in achieving Goal 2 universal education, but also in
ending poverty, the fight against gender inequality, dealing with health issues
and combating HIV/AIDS, and finally achieving environmental sustainability.
It is thanks to its influence in all of these areas that education can effectively
promote peace and the creation of a sustainable environment for generations to
come.
Although there are many contributors to development, including improved
infrastructure such as dams, roads, telecommunication facilities, ports and the
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like, education is regarded as being the master-key to economic and social
development. High quality and relevant education and schooling have been
shown to open the doors to:
•

poverty alleviation

•

sustainable development

•

equity

•

justice and fairness

•

mainstreaming of marginalised and vulnerable groups in society

Education is seen as essential if peace building is to occur. As the constitution
of UNESCO puts it:
Since wars begin in the minds of men, it is in the minds of men that the defences
of peace must be constructed. Preamble to the UNESCO Constitution, 1945
(UNESCO, 1948b).

Education as a Human Right
(UNESCO, 1948a; 1948b)
Education as a fundamental right for all people, women and men, of all ages,
world-wide is regarded as crucially important to the welfare of humankind.
The reason is that effective education can help ensure a safer, healthier, more
prosperous and environmentally sound world, while simultaneously
contributing to social, economic, and cultural progress, tolerance, and
international cooperation. It contributes to economic, social and political
development, to rising income levels and to improved standards of living.
Sound basic education is also fundamental to the strengthening of higher levels
of education and of scientific and technological literacy and capacity and thus
to self-reliant, sustainable development. In addition, as the Report to
UNESCO of the International Commission on Education for the Twenty-first
Century (Delors Report, 1996) has so persuasively argued, education is not just
a human right but is also fundamental to the survival of our human societies.
More than 50 years ago, the nations of the world, speaking through the
Universal Declaration of Human Rights, asserted that ‘everyone has a right to
education’. Yet world-wide, and particularly in the Asia-Pacific region, the
current provision of education remains seriously deficient. The situation is so
serious that many governments and members of the international aid
community believe that more decisive and better coordinated action must be
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taken if education and schooling are to be made relevant, to improve
qualitatively, and to be universally available to all.

UNESCO and Education in the Asia-Pacific Region
(UNESCO Bangkok, 2008; UIS, 2008)
In this presentation I focus on the work of UNESCO in the area of education, as
it relates to promoting peace building, sustainable development and poverty
alleviation and to the situation in the Asia-Pacific region, with particular
reference to the less developed countries, countries in rapid transition and those
that are (supposedly) in a post-conflict situation.
The region of Asia-Pacific, which is home to 61% of the world’s population of
6.83 billion10, is outstanding for the vast range of diversities that encompass
almost all aspects of life, whether geographical, socio-economic, cultural,
political or developmental. In this region there are countries of vast
landmasses (China, India and Australia) and also island countries lying in
expansive ocean areas (the Maldives, and Pacific island countries). Countries
with the largest populations (China – 1.35 billion; India – 1.2 billion) and the
most rapidly growing mega-cities are to be found in the region, as are countries
with relatively small populations (Bhutan, 697,000; Niue in the Pacific, with
some 2,300 inhabitants). The levels of economic development also vary
widely, with some of the richest countries (such as Japan and Australia) and
some of the poorest countries (such as Bangladesh and Burma) on earth.
The enormous disparities between rich and poor are brought home graphically
if one considers that it is estimated that 60 per cent of those living in the region
have never used a telephone, while at the same time millions of others can
afford access to the latest computers and communications technologies in their
own homes, and use these facilities.
Asia contains the largest number of poor of any region in the world and in
overall terms the number is increasing. The incidence of those living below
the poverty line remains in excess of 40 per cent in some developing economies
in the Asia-Pacific region. Such widespread poverty is a destabilizing factor
adversely affecting health, social and educational services, and levels of
educational attainment. It also intensifies gender disparities.

10

The population figures provided here come from World Population Prospects: The 2008
Revision. Highlights. New York: United Nations.
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Some of the major education problems currently facing humankind are evident
in the Asia-Pacific region. Despite a commitment in 1990 by international aid
organizations and the donor community to achieving Education for All by the
year 2000, the Asia-Pacific region contains the largest proportion of the world’s
illiterates. At present there are estimated to be 625 million illiterates in the
Asia-Pacific region: 71 per cent of the world’s total, of whom 64 per cent are
women and girls.
Some of the disparities that exist between sub-regions in Asia-Pacific are
particularly disturbing. For example, for countries in South Asia the average
literacy rate is currently 42 per cent compared with 72 per cent in East and
South-East Asia; in South Asia, life expectancy is ten years lower than for those
living in East and South-East Asia.
In Asia-Pacific, 56 per cent of the school-age population (6 to 11 year olds) is
not enrolled in primary education. Of those who do enroll, at least one-third
abandon, or drop-out, of school before completing the primary cycle. The
reasons are compelling and well known: poverty, social exclusion,
socio-economic gaps, urban-rural disparities, rampant mismanagement and lack
of adequate and relevant educational programs. Moreover, gender disparities
make the picture bleaker: of the out-of-school children in the region, 62 per
cent are girls, concentrated especially in South Asia.
In spite of such challenges and diversity there is a common, positive thread in
that all countries in Asia and the Pacific believe that in order to achieve poverty
eradication, sustainable human development, justice and equity in all respects,
there is a need to make greater efforts to improve the quality, effectiveness and
relevance of education and schooling. The reform and re-engineering of
education and schooling is receiving increasing attention from governments in
the region, especially in the less developed countries, with particular reference
to achieving universal literacy, lifelong learning and Education for All.

Education for All and Lifelong Learning
(UNESCO, GMR’s; UNESCO Paris, 2008; UIS, 2008; World Bank, 2003)
The Education for All movement has gained considerable momentum
throughout the world over the past fifteen to twenty years, as countries work
increasingly closely together to eradicate illiteracy and so empower individuals
and their communities and help create a better quality of life for their citizens.
This is to be expected, for as the Organisation for Economic Cooperation and
Development has noted ‘the attainment of basic literacy and numeracy skills
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has been identified repeatedly as the most significant factor in reducing poverty
and increasing participation by individuals in the economic, political and
cultural life of their societies’. (OECD/DAC, 1996)
This realization is certainly not new, and is not limited to organisations like the
OECD. Many development agencies such as the Swedish International
Development Co-operative Agency, the World Bank, the Department for
International Development in the United Kingdom, the Asian Development
Bank and non-government organizations such as Oxfam, strongly share this
same view.
Likewise, there is widespread agreement that Lifelong Learning is essential if
EFA is to be achieved.
The commitment of the international community to achieve EFA was expressed
at a meeting of education and finance ministers, education policy makers,
practitioners and researchers from around the world, held in Jomtien, Thailand,
in 1990. A Jomtien Declaration was passed, the aim being to achieve EFA by
the year 2000. Although there was some success, the goal of EFA by 2000
was not achieved. A follow up meeting of the world education community
was held in Dakar, Senagal, in 2000, at which progress was monitored and
participants recommitted to achieving EFA, this time by 2015. This meeting
also adopted the Dakar Framework for Action on EFA. UNESCO leads the
global Education for All movement.
Education for All (UNESCO, 2000) encompasses six goals:
1.

2.

3.

4.

5.

Expanding and improving comprehensive early childhood care and
education, especially for the most vulnerable and disadvantaged
children.
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.
Ensuring that the learning needs of all young people and adults are
met through equitable access to appropriate learning and life-skills
programmes.
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.
Eliminating gender disparities in primary and secondary education by
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6.

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

A Global Monitoring Report on EFA, which is coordinated by UNESCO, is
published on an annual basis (since 2002), to report on progress in achieving
the Dakar goals. A detailed analysis of progress to date, and on what remains
to be done with regard to achieving the Dakar Goals for EFA, is provided by
the GMR (UNESCO, GMR’s).
Briefly put, what can be said is that with just 5 years left until the EFA goals are
meant to be achieved, there is an urgent need for further concrete action if
education for all is to be provided to all children, youths and adults by 2015.
Some significant progress has been made in achieving the EFA Goals, as shown
by the various EFA Global Monitoring Reports. However, EFA by 2015 will
not be achieved, although some considerable progress has been made by some
countries such as China. Primary enrollment rates have been growing, with an
increase of 19% between 1999 and 2004 in Southern and Western Asia.
Similarly, although children from poor households living in rural areas may be
enrolled in school, in reality they often do not actually attend school.
Therefore a greater focus needs to be placed on these out-of-school children.
Often, they may be from excluded and marginalized groups. Governments
must therefore work more effectively towards including vulnerable groups,
particularly by reducing fees and increasing accessibility. Alarmingly, public
spending on education decreased in forty-one countries between 2006 and 2007
(EFA Global Monitoring Report, 2007).
Although there have been improvements with regard to gender equality, two
thirds of adult illiterates remain women, with one in five adults lacking basic
literacy skills. Including women in education partly means increasing the
number of women teachers in order to attract girls to school. Quality teacher
education is a key to achieving EFA goals, yet there is a great lack of teachers,
particularly in poorer regions such as Sub-Saharan Africa.
As already noted, the EFA goals will not be reached by 2015. Governments
committed to education for all need to develop the political will to make
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education more accessible and inclusive. The amount spent on the education
sector must be increased, and a greater focus placed on basic education. In
addition, the amount of foreign aid is nowhere near what is needed to achieve
primary education for all by 2015. Governments of both developed and
developing countries need to make EFA goals a priority.
The 2008 Global Monitoring Report entitled Education for All by 2015: will we
make it? constitutes a summary and analysis of the efforts which have been
made up until now towards the achievement of education for all by 2015. It
provides a good examination of where we actually stand today in terms of
achieving this specific goal and what remains to be done in the little time left
until 2015. The conclusions of the report are bittersweet, in the sense that
although some significant progress has certainly been made, much still needs to
be done, and the sad truth is that governments’ commitment to the achievement
of education for all remains somewhat doubtful. For example, the 2008 report
shows that, all in all, between 1999 and 2005 primary school enrolment rose
from 647 million to 688 million, with a 36% increase in sub-Saharan Africa and
22% in Asia. These are very encouraging figures, but on the other hand, most
countries are very far from achieving gender parity and marginalised groups
such as adults and older people are still finding it hard to gain access to
education. In addition, and this is a very worrying trend, the 2008 GMR also
notes that aid to basic education has significantly decreased in 2005, though it
did indeed increase quite radically between 2000 and 2004. Previous Global
Monitoring Reports also report similar findings. Though primary enrolment
rates may have significantly improved, these rates do not take into account the
number of children who reach the last grade of primary school, and an increase
in primary enrollments in Grade 1 does not necessarily entail the same increase
in the number of children finishing primary school.
The 2009 Global Monitoring Report deals more specifically with ‘overcoming
inequality: why governance matters’, and warns that, in some countries, there is
a real danger that at least some of the EFA goals will not be achieved by 2015.
Governments, donors, and international society urgently need to renew their
efforts. Aid needs to be drastically increased, and reforms are needed within
the governments: ‘Progress towards the EFA goals is being undermined by a
failure of governments to tackle persistent inequalities based on income, gender,
location, ethnicity, language, disability and other markers for disadvantage.
Unless governments act to reduce disparities through effective policy reforms,
the EFA promise will be broken’ (UNESCO, 2009). These recommendations
are particularly important in light of the recent financial crisis. Indeed, it is
today all the more crucial for governments to renew their commitment to EFA
goals and act with urgency, if these are to be achieved. As Jeffrey Sachs,
adviser to UN Secretary General Ban Ki-Moon, pointed out: ‘The odd situation
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is that we have trillions of dollars directed at banks and bail-outs but we’re told
there’s nothing for the poor. Meanwhile, we are teetering on the brink of
collapse and violence in parts of the world where people have been pushed to
the brink11’.

Education for Sustainable Development
(UNESCO, 2008; DESD, 2010).
The focus of UNESCO’s work with Member States within the framework of
the Decade of Education for Sustainable Development is on improving access
to education, and reviewing and updating curricula to include sustainable
development. UNESCO believes that the development of an understanding
and awareness, as well as the orientation of all forms of education and learning
towards sustainable development, will contribute to a more sustainable future
for all.
Education is key to the promotion of sustainability, and so the United Nations
launched the Decade of Education for Sustainable Development (DESD), for
which UNESCO is the lead agency. This constitutes a significant broadening of
UNESCO’s mandate and responsibility. There are four key objectives to be
achieved by 201412:
1.
2.
3.
4.

Facilitating networking, and collaboration among stakeholders in ESD
Fostering greater quality of teaching and learning of environmental
topics
Supporting countries in achieving their millennium development goals
through ESD efforts
Providing countries with new opportunities and tools to reform
education

Placing education at the centre of sustainable development is seen as being an
effective way of achieving the goal of the creation of a more sustainable world
for present, and more importantly for future generations. Indeed, it is through
education that new practices can be promoted and that people around the world
can learn about the environment and how to effectively protect it.
11

12

Morris, H., ‘Forgotten victims of the global downturn’, Financial Times, 10th March 2009,
viewed 16th July 2009
http://www.ft.com/cms/s/0/79556b02-0db3-11de-8ea3-0000779fd2ac,dwp_uuid=4034778a-37a
a-11dd-aabb-0000779fd2ac.html
More information available online at http://www.desd.org
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Re-orientating educational programmes towards the promotion of sustainability
is the most valuable means we have today of encouraging a long-term change
in practices and behaviour. Thus, education for sustainable development also
involves values education: that is, educating the community not only to learn
new skills, but also to adopt appropriate attitudes towards the environment and
their general social surroundings. Values are at the core of education for
peace-building and sustainable development. As the UNESCO Commission
on Education for the 21st Century (1996) has stated:
Often, without realising it, the world has a longing, often unexpressed, for an
ideal and for values that we shall term ‘moral.’ It is thus education’s noble task
to encourage each and every one, acting in accordance with their traditions and
convictions and paying full respect to pluralism, to lift their minds and spirits to
the plane of the universal and, in some measure, to transcend themselves. It is
not an exaggeration … to say that the survival of humanity depends on it.
(Delors, 1996, p. 18)

Delors also refers to the need to nurture the human spirit. In what is an
increasingly materialistic world there is a values-based longing for the notions
of justice, fairness, equity, and for promoting harmony rather than discord.
The Delors Report (1996) refers to emerging values-related tensions that need
to be resolved concerning values, with regard to what is often a tug-of-war
between:
y
y
y
y
y

Localisation and globalisation
Competition and cooperation
Individual needs compared to group/societal needs
Needs of the majority and those of minorities
Meeting the expectations of different stakeholders

Many developing countries are concerned about how they can achieve the
benefits of modernisation without westernisation. In this regard they stress
the importance of carefully choosing teaching modalities, and considering the
impact of the hidden curriculum, to try to avoid excessive Western influence.
Developing countries in particular are concerned with globalisation and its
impact on values transmission: with, for example, the values embedded in the
internet; in media such as CNN and BBC; and in imported computer software.
They argue that much of the current Western mass media mainly operates to
promote lust, greed and envy.
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Skills Development for Employability
(Maclean and Wilson, 2009; Rauner and Maclean, 2008)
Vocational education and training for the world of work has been identified by
UNESCO Member States as a priority area within UNESCO’s range of
programme activities. This is to be expected since it has been estimated that
overall about 80% of jobs worldwide require technical and vocational
knowledge and skills.
Furthermore, most work opportunities in the
twenty-first century are likely to be centered on new processes and services that
require specialised knowledge and skills not yet available in general education
institutions.
In developing countries, effective TVET skills are especially needed to best
cope with the demands of the informal sector. The report to UNESCO of the
Task Force on Education for the Twenty-first Century (Delors Report,
UNESCO, 1996) identified ‘Learning to Do’ as one of the Four Pillars of
Education. In addition, the Dakar Framework for Action (UNESCO, 2000), in
identifying the six key elements in achieving EFA by 2015, stresses the
importance of life skills development for employability, for both youth and
adults. As countries world-wide seek to achieve sustainable economic and
social development, increasing attention is being given to strengthening the
bridge between education/schooling and preparation for the world of work,
with particular reference to upgrading systems of technical and vocational
education and training.
Before we proceed, it is necessary to elaborate on the meaning and use of
‘technical and vocational education and training’. First of all, there is no fix
definition of what ‘technical and vocational education and training’ actually
consists of, however for our purposes we will refer to the following working
definition put forward by CERGE (UNESCO, 2007a, p.2) ‘TVET is a learning
system in which both “soft” and “hard” skills are developed within a
“joined-up”, integrated development and delivery framework that seeks to
improve livelihoods, promote inclusion into the world of work and that
supports community and individual empowerment through employment’.
Furthermore TVET is used more often than not to refer to a formal type of
education, which is provided for by formal institutions. However it is crucial
to remember that education, especially of the technical and vocational kind, is
available in many different forms, and in many cases is informal. What is
meant by informal education is the acquiring and development of skills in an
informal way, for example through an apprenticeship or simply on the job,
rather than in an institution or through a college course. This is what we will
in this paper refer to as skills development. Skills development is crucial in

26

developing countries, for a variety of reasons. For instance, formal training
can only reach a minority segment of the population, whereas informal skills
development allows those who are less likely to enter formal education to also
have access to a form of education which will have a positive impact on their
lives. Furthermore, provisions for formal education in many developing
countries are limited due to a general lack of facilities and infrastructure. It is
important to remember that what makes technical and vocational education and
training, as well as skills development, so valuable is relevance. Such a type
of education, whether formal or informal, must imperatively be adapted to the
social, economic, and cultural circumstances of the region or community
concerned.
Effective skills development for employability and sustainable livelihoods is
essential if sustainable development is to be achieved. There are many ways
in which technical and vocational education and training can directly contribute
towards sustainability. One of the most important things to keep in my mind
is that ‘sustainability’ is not a fixed and unchanging concept. On the contrary,
‘sustainability’ is a flexible concept, which means that it can be moulded and
adapted to different situations: ‘In many fields of endeavour there has been a
reorientation of thinking and action to lay an increasing emphasis on the notion
of “sustainability” whether it be a sustainable environment, sustainable
economic development, sustainable agriculture and rural development,
sustainable food security, sustainable socio-economic development and so on’
(Maclean 2005, p. 271). There is thus not one model of sustainability which
can serve as a blueprint for all sustainable societies. This means that each
society has to find its own unique path to sustainability. Sustainable
development needs to reflect the cultural specificity of the conditions of a
particular society. Furthermore, sustainable development is a concept which
has many aspects to it. Fien and Wilson (2005), in particular, identify several
facets. These are namely economic, environmental, and social sustainability.
The term ‘sustainable development’ first made its appearance in the 1987 report
Our Common Future, otherwise known as the Bruntland Report. It was
defined as: ‘development that meets the needs of the present without
compromising the ability of future generations to meet their own needs.’
From this point of view, it is ‘more a moral precept than a scientific concept’
(Fien and Wilson, 2005, p. 277).
Technical and vocational education and training, and more generally skills
development for employability, can have a positive impact on all aspects of
sustainable development. From an economic point of view, such forms of
education provide individuals, regardless of their age, with the opportunity to
develop skills which will allow them to enter the labour market and take an
active part in the economic development of their local community. Skills
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development needs to be specially tailored to fit the needs of a specific region
in order to ensure sustainability.
However, such training and skills
development programmes should not be considered purely in terms of
economic gain. Skills development is not just about creating a more effective
workforce: what Anderson (2003) refers to as ‘productivism’ in technical and
vocational education and training (NCVER, 2007, p. 15). In reality, the
ramifications of skills development programmes are much more extensive.
Indeed it has been effectively shown that ‘Quality TVET educates students for
responsible citizenship and sustainable development at the same time as it
prepares the young learner for an occupation in the field of work.’ (Quisumbing,
2005, p. 295). The fact that general skills development programmes produce a
skilful and qualified workforce is not to be overlooked, but what is important is
that it produces a workforce which is both aware and responsible: ‘Education
and training for sustainable development is a process of learning how to make
decisions that consider the long-term future of the economy, ecology and
society in the workplace and the wider community’ (Fien and Wilson, 2005, p.
274).
With regard to ecological issues, skills development can be combined with
environmental education. Communities can thus be taught how to best
conduct their daily activities and trades in such a way as to minimise an adverse
impact on the environment. For example, training programmes are an
effective way of making sure natural resources are adequately used, and they
are also a good means of transmitting values and encouraging lifestyle changes
which will have a positive impact on sustainability. Education is also the best
way to ensure that the practices and values, once they have been developed,
will be transmitted from one generation to the next, guaranteeing that
sustainability will be achieved in the long-term.
However, just as with the economic aspect, it is important not to focus
exclusively on the ecological aspects of sustainable development. While
crucial, it should not obscure other essential socio-political implications of
sustainability. There is also overwhelming evidence to demonstrate that TVET
can play an essential role in promoting economic growth and the
socio-economic development of countries, with benefits for individuals, their
families, local communities and society in general. Improving education for
the world of work can help improve the incomes of poverty stricken farmers
and so help alleviate poverty, provide citizens with more choices in their lives,
and help empower individuals who would otherwise be marginalised. TVET
for the world of work also helps promote good citizenship. Furthermore, most
work opportunities in the twenty-first century are likely to be centered on new
processes and services that require specialised knowledge and skills not yet
available in general education institutions. In least developed countries more
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effective TVET skills are especially needed to best cope with the demands of
the informal sector. All of these factors point to the growing importance of
TVET and skills development for work and responsible citizenship in the
contemporary world.
A further advantage of technical and vocational education and training and
skills development in terms of working towards sustainable development is that
training programmes can easily be extended to those sections of the population
which may not have access to traditional primary or secondary education.
Skills development programmes can be implemented in such a way as to
include those individuals who are not in formal education, or those who are
considered too old for primary or secondary education. In the world of today,
it is important that, in focusing on the developing world’s growing youth
population, we do not forget that whole sections of the population are being
marginalised. From this point of view, lifelong learning and informal
schooling are a crucial aspect of education for sustainable development. Ivan
Illich advocated the ‘deschooling’ of society, in his famous 1970 book
Deschooling Society. The main idea behind his book is that universal
education cannot in any way be achieved through formal education. From this,
we must deduce the importance of informal education. This is particularly
interesting in the context of this paper, more specifically if one considers that,
in many instances, skills development can occur in a non-formal environment.
This means that it is not restricted to a specific age group, nor to a specific
institution. The fact is that men and women learn skills in a variety of
different ways and different settings, and it is vital to recognise this. Illich
speaks more specifically of ‘educational webs which heighten the opportunity
for each one to transform each moment of his living into one of learning,
sharing, and caring’. Through skills development and training programmes,
such webs can effectively be created. In this manner, a variety of people can
be reached and will have the ability to gain the skills necessary to enter the job
market. Furthermore, it also derives from this that technical and vocational
education and training and skills development together constitute the most
effective means of promoting a responsible attitude towards the environment,
and ensuring that values towards economic and social sustainability are
promoted, through informal training and lifelong learning, just as through
formal education.
In addition, education, particularly of the technical and vocational kind, also
provides a foundation for peace-building. The first point is obvious: namely
that the creation of an adequately trained workforce can positively impact on
the economic development of a country, and if a country is doing well
economically, there are fewer chances for conflict to erupt. This idea was
developed in an earlier section of this presentation with particular reference to
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the work of Paul Collier (2005). However, it can also be pointed out that this
does not mean that ethnic cleavages are completely irrelevant and should thus
be ignored, for as suggested by Korf (2005), greed and grievances are
undoubtedly linked and are two factors which effectively reinforce one another
in conflict situations (2005, p. 201). Murshed (quoted in Korf, 2005, p. 204),
suggests that it is imperative for any post-conflict society to rebuild its social
contract. This social contract is key to making sure that the new and emerging
post-conflict society will be a stable and sustainable one and that grievances
between the different ethnic communities which make up a particularly society
will be addressed. Thus, for these exact same reasons, education should be a
priority in post-conflict situations and is the key to rebuilding communities and
states ravaged by civil war. Peace-building, in the end, is about inclusivity
more than anything else, and this is where education and training, particularly
of the vocational kind, can positively contribute. Indeed in the first place,
post-conflict education addresses the economic issues which are common in
post-conflict societies: ‘the need for skilled labour in these circumstances is
huge, in that the reconstruction process is labour intensive and requires a skilled
labour force’ (UNESCO, 2007a, p. 8). However the implications of
vocational training go far beyond economic factors. Not only does the
development of skills for employability contribute to poverty alleviation and
keeping conflict at bay through rising income levels, work is also a crucial
aspect of everyone’s life. There is overwhelming evidence to demonstrate that
TVET can play an essential role in promoting economic growth and the
socio-economic development of countries, with benefits for individuals, their
families, local communities and society in general. Thus technical and
vocational education and training is not just about survival and earning a living:
work has a major impact on identity, social status, standard of living, cohesion
and citizenship. Chapter three of the 2007 World Bank Development Report
places emphasis on the need to focus on the developing world’s 1.3 billion
young people, and points out that ‘the preparation of youth for work and life is
very low, just as demand for skills and knowledge is high.’
Skills development and technical and vocational education and training are
particular crucial in post-conflict situations. The main reasons for this are
summarised in UNESCO-UNEVOC’s Discussion Paper on the theme of
Education for Livelihoods and Civic Participation in Post-Conflict Countries
(2007a). First and foremost, if combatants (in particular child soldiers) are not
provided with alternative ways of earning a living, there is no real incentive for
them to demobilise. In addition, giving youths involved in conflict the
necessary skills to reconstruct their lives and earn a living is a way of
increasing their self-worth and involvement in the community, thus ensuring
that a wide variety of individuals from different backgrounds take an active part
in the reconstructing of their local communities. This is why education has
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been referred to as a ‘peace dividend’ (Buckland, quoted in UNESCO, 2007a,
p.5), because ‘increased educational opportunities serve as a signal to
communities that the war is over’ (UNESCO, 2007a, p, 7). In addition, it can
be argued that technical and vocational education and training in particular is
central to this idea because of the ways in which it can have a fast, direct, and
discernable impact both on the lives of individuals of all ages and thus on the
community at large.
While it is clear that education can play a very positive role in terms of
promoting peace within a community and ending conflict, it can just as much
become a weapon of war. In certain situations, education can be used as
propaganda, and can be a very effective means of inciting hatred and
encouraging ethnic conflict. In a book on the subject of education and conflict,
Lynn Davies points out how education can in fact be directed towards the
essentialisation of ethnic identities (Davies, 2004, p. 82). Davies further
argues that ‘Whether formally preparing young people to accept and engage in
war, conflict and violence, whether by informal brutality, whether by regimes
of fear, testing, competition or by simply remaining silent or ineffectual about
violence, educational institutions are directly culpable in the reproduction of
conflict’ (Davies, 2004, p. 123). It is thus crucial to keep such issues in mind
when dealing with education in conflict or post-conflict countries. The aim
should be to introduce a reformed educational system which will address these
issues and contribute to building a society free from social and ethnic divides.
This is where technical and vocational education and training can be
particularly useful. Training programmes are not just a successful way of
reintegrating former soldiers into society.
In fact they also provide
communities with the possibility of working together towards a common goal
and bridging divides between them.
It is crucial that reconstruction does not re-entrench structural inequalities that
persisted prior to and fed into the conflict. Creating livelihoods and providing
meaningful skills and vocational training that contribute directly to
employability (within a context where employment is an option) certainly
provide opportunities for re-creation as well as for reconstruction (UNESCO,
2007a, p.6).

Many projects have been developed and put into place by international
organisations including UNESCO, which promote peace and sustainable
development via the implementation of TVET programmes. A snapshot of two
such projects will be given here as a means of illustration.
Between 2002 and 2006, UNESCO implemented a project entitled:
‘Technology-related vocational training for marginalised girls’. The pilot
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project was implemented in three Asian countries, namely Cambodia, Indonesia,
and Nepal. The aim of the project was to provide young out-of-school women
with the opportunity to develop skills and significantly improve their quality of
life. The programme combined both formal and informal approaches to
technical and vocational education and training. On the one hand, training
was provided for by formal institutions: for example, in Indonesia by four
senior secondary vocational schools in Lombok. However on the other hand,
this programme was designed for out-of-school girls. The programme was
first and foremost designed to reach an otherwise marginalised section of
society, a group which, for a variety of reasons such as negative gender
perceptions in a particular society, would generally not have access to formal
education. The results of the programme are threefold. First of all, the
initiative contributes actively towards poverty reduction efforts. This is
because providing access to training and skills is bound to have positive
repercussions in terms of an increase in income generation. Quality and
relevant technical training will allow the young women who take part in the
programme to generate their own income, and this will have further long-term
and sustainable positive effects on their communities. Yet the implications of
the programme go much further: what we are effectively talking about here is
the economic and social empowerment of young women. Indeed where
young women did not previously have the opportunity to become active players
within a community, they now find themselves both economically and socially
empowered. From the point of view of economic empowerment, these
women now have the necessary skills to earn their own living. This has two
consequences: in the first place it is a way out of poverty and a step towards
building a strong and sustainable community environment. In addition, it
allows the young women involved to develop a new status within a particular
given society, thus allowing them to become important players and
guaranteeing wider participation in the economic, political, and social life of
their community. (see http://www2.unescobkk.org/elib/publications/191_192/
vocational_skills.pdf)
The second programme is one which deals more specifically with a
post-conflict country. In the 2007 UNESCO-UNEVOC paper Education for
civic livelihoods in post conflict countries, a team at Oxford University
examined the positive effects that the implementation of skills development
training programmes in post-conflict countries could have in terms of
promoting peace. The paper deals with three countries, namely Liberia,
Sudan, and Uganda. With regards to Liberia, the focus is placed on the role of
technical and vocational education and training in the country’s DDRR process
(disarmament, demobilisation, reintegration, and rehabilitation) (UNESCO,
2007a, p. 11). The paper points out that the country has an extremely young
population, and a huge section of this population was involved, in some ways
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or others, in the second civil war which lasted between 1999 and 2003. The
paper comes to the following conclusion: “Properly managed, TVET has the
potential to increase the capacity of Liberia to address some of its economic
and social woes. However, TVET programming needs to be designed for, and
organised around, the contextual economic opportunities” (UNESCO, 2007a, p.
13). In fact, there were many shortcomings to the skills development
programmes offered in Liberia in the aftermath of the civil war, mainly that
courses offered were not necessarily relevant to the current market situation in
the country (UNESCO, 2007a, p.12). Thus the lesson to learn here is that
technical and vocational and training, and skills development, can have a
significant positive impact on post-conflict societies. However attention
needs to be focused on making sure that equal opportunities are provided to all,
and equally important, that the skills and training offered are market-relevant.
This will ensure that the training will prove to be an active and positive
contribution towards peace-building efforts.

Some Snapshots of UNESCO Programme Activities Concerned with
Peace Building, Sustainable Development and Poverty Alleviation
(UNESCO Paris, 2008; UNESCO Bangkok, 2008; UNESCO-UNEVOC, 2008)
•

Education of Girls (China). Projects in Ganzu Province, China, are
concerned with increasing the participation of girls in schools in rural
areas, to attract them to attend school and to reduce the high drop-out
rate amongst girls. Also concerned with values education, since the
aim is to encourage families and the local community to value the
education of girls. (see UNESCO Bangkok website)

•

Education of demobilised and physically challenged soldiers, with
particular reference to youth (Afghanistan and Timor Liste). These
projects focus on skills development for employability, with particular
reference to assisting demobilised soldiers, especially youth soldiers,
achieve gainful employment in civil society. Assistance is also
provided for soldiers and others who are physically challenged due to
the problem of land mines. (see UNESCO Paris and
UNESCO-UNEVOC websites)

•

Values education for community development (Afghanistan and
Philippines). In Afghanistan radio was used to produce a soap opera
about family and community life which became a very popular ‘must
listen to’ programme throughout the country. This programme
promoted values such as the importance of the role of women in the
family, and the importance of girls education. In the Philippines,
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APNIEVE has developed with UNESCO-UNEVOC a manual for
teachers on values education, that is concerned with promoting
desirable values in the workplace and in particular the need to
counteract the widespread problem of xenophobia. (see UNESCO
Paris and UNESCO Bangkok websites)
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•

Educating street children to become functionally literate (India).
Promoting functional literacy for the world of work, with particular
reference to street children. This has been achieved by assisting
youth to establish and operate modest bicycle repair businesses, using
micro-credit, as an incentive to developing literacy, and
enterprise/entrepreneurship skills. (see UNESCO Paris and
UNESCO-UNEVOC websites)

•

Information and communication technologies to support rural
populations (Thailand). Use of computers in rural schools and adult
learning programmes using satellite communications in communities
with no supply of electricity, through using solar panels to provide
electricity. This has enabled learning to continue, between the
intermittent visits of teachers, who are part of the ‘teachers on
horseback’ programme. (see UNESCO Bangkok website)

•

Vocationalisation of secondary education (Marshall Islands). This
project has involved assistance to the Ministry of Education to rewrite
the countries Education Act to make the education system more
relevant to meeting the employment needs of the country, with
particular reference to skills development for the employability of
young people. This had involved the vocationalisation of secondary
education, to help fill the skills gap, reduce the problem of youth
unemployment and less dependence on foreign workers who generally
repatriate their income to support family back in their home country.
(see UNESCO-UNEVOC website)

•

Skills development in the water and sanitation industry to improve
health (Vietnam). UNESCO-UNEVOC, with overseas development
agencies in Germany, Norway and Vietnam has developed a
multi-million dollar training-the-trainers project to equip technicians
to work in the water and sanitation industries in Vietnam. This
project is designed to impact positively on poverty alleviation, and is
part of UNEVOC’s EFA and Lifelong Learning initiatives. (see
UNESCO-UNEVOC website)

What Are the Future Possibilities and Where Do We Go from Here?
It is widely recognised within the United Nations system and by the
international community (and supported by available research evidence) that
education has a very important role to play in achieving the Millennium
Development Goals, Education for All, sustainable development, peace
building and poverty alleviation: in other words, education is fundamental for
achieving just, peaceful, adaptable societies without poverty, and in this
presentation I have sought to show that none of the international development
goals can be achieved without education playing a major role. Thus UNESCO
explicitly works to ensure that lifelong Education for All (EFA) remains a
priority on the global agenda and supports countries’ efforts to meet the six
EFA goals by 2015, with a specific emphasis on equity. But UNESCO’s
actions in education stretch well beyond EFA and ESD. Explicit attention is
paid to education as a positive force for achieving social cohesion and social
justice.
We largely know the range of problems and stumbling blocks that confront us
and need to be addressed, both at the regional and global levels, if we are to be
successful in peace-building and achieving sustainable social and economic
development. These are well documented. We also largely know from the
evidence available what needs to be done to address these problems to promote
lifelong learning for sustainable development, peace building and poverty
alleviation. But do we as a community have the courage and commitment,
and do our political leaders have the political will, to take the necessary action?
There is a need to reassess national priorities, and to invest more national
resources in ‘weapons for peace’ (education for all; universal health care; clean
water, and the like) rather than weapons of war (military expenditure of various
types).
There are no lack of attempts to reform educational systems to address the
types of changes referred to in this presentation. Some reform efforts,
however, are based largely on improving existing practice, on efficiency rather
than effectiveness, and are aimed at modifying or improving the existing
situation, rather than coming up with a new paradigm. Thus, for example,
some curriculum reform focuses on how to improve and sequence the teaching
of specific subject matter blocks, rather than to question whether to teach that
subject at all or replace it with new learning content. Another example of an
inadequate approach would be proposals to expand access to an existing
educational system without questioning whether the system itself is truly
designed to reach the unreached. Reforms in university education frequently
look to alternative financing mechanisms and equitable cost recovery measures
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without questioning whether expansion ultimately leads to an emphasis on
credentialing rather than competence, and an eventual devaluation of such
credentials.
Rather than ‘tinkering with the system’ there is a need to ‘re-engineer education
for change’: that is, to examine the fundamental values and practices upon
which current systems are built and to examine and consider changing these
foundations.
An analogy from the shift in transportation may be helpful. The need for
faster transportation over long distances was not met by building a better and
better car, but by finally inventing the airplane. In a similar way, producing
the written word was not improved by improving the typewriter, but by
developing word processing in a desktop computer. In like manner, the task
must now be not the improvement of the education ‘car’, but the invention of
the education ‘airplane’.
One caveat: in our increasingly diverse societies, it is unrealistic to prescribe a
uniform new paradigm, one-size-fits-all, for every community. Diverse
contexts, diverse learning needs, and diverse resources, should dictate as many
new paradigms as there are contexts.
So in summary, what more can be done to help make EFA, ESD, and skills
development for employability in support of peace building, a reality? We
need to:
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•

First and foremost, place a greater emphasis on global and regional,
rather than just national, perspectives. Currently, in many countries
national interests take a clear precedence over all other matters, which
is understandable. However, we need to appreciate that what is good
for developing countries with regard to EFA, ESD, poverty alleviation
and peace-building is also ultimately good for us in the developed
world.

•

As a follow on from the previous point, to encourage national
governments to develop and exercise strong political will in
supporting education for peace building and sustainable development,
partly by allocating a larger part of national budgets to overseas
development activities.

•

Place a greater emphasis on values and ethics education.

•

Take action concerning modifying education to reflect the changing
world of work, given the central importance of employment for

individuals, their families and the community at large, in promoting
economic and social development.
•

Support and nurture reliable educational research in support of
improving education policy-making and practice.

In a significant number of countries around the world, much education
policy-making is (regrettably) based on the intuition and gut feelings of those in
leadership positions rather than on reliable, up-to-date research evidence.
There is therefore a pressing need to improve the coverage, scope, relevance
and quality of education research, to better inform policy makers and
practitioners, as they seek to promote ESD and lifelong EFA. This requires
addressing the following key issues:
•

More reliable statistical information to diagnose problems, and to
assess what changes are occurring over time. Currently there are
great gaps in the available statistics, and what evidence is available to
promote ESD and lifelong EFA is often dated and not reliable.
Countries need assistance in improving the quality and reliability of
their data gathering and statistics.

•

Much of the education research used in developing countries
originates outside their region, in North America, Europe and
Australia.
Researchers in developing countries need to be
professionally nurtured so there is more high quality indigenous
research undertaken.

•

Policy-makers need to be encouraged to make decisions in the light of
high-quality education research. If this is to occur, researchers need
to make greater efforts to stress the policy implications of their
research to increase the likelihood that policy makers and practitioners
will listen to them. There is therefore a need to build an effective
bridge between education researchers, policy makers and practitioners.

•

There is a need for policy and output-orientated research that impacts
on day-to-day realities. For example, the research of Howard
Gardner concerning Project Zero in the United States, and his
ground-breaking research on multiple intelligences, has had a
profound impact on curriculum development, teaching modalities and
approaches to evaluation and assessment in schools and classrooms
throughout the world.

It is because of a commitment to the importance of improving the quality and
relevance of educational research in the Asia-Pacific region, with particular
reference to meeting the needs of developing countries that the Asia-Pacific
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Educational Research Association (APERA) was established, which publishes a
journal called Educational Research for Policy and Practice.

Conclusion
It has been argued in this presentation that, as a result of a shift in perceptions
concerning poverty and development, the focus has been moving away from
the economic aspects of development towards a more holistic approach. This
effectively places education policy right at the centre of development efforts.
Education is the master key to achieving peace-building sustainable
development and poverty alleviation. As a result of the recent economic
downturn it is particularly vital for developing countries to establish an
adequately trained and employable workforce with the necessary skills to
promote both economic and social development. Though it may be tempting
for world leaders to cut back public expenditure on basic services such as
health and education in times of economic difficulties, the reality is that there is
no quick fix. Encouraging skills development programmes and technical and
vocational education and training, in addition to taking action to ensuring EFA
and ESD goals are reached, is an effective way of ensuring a peaceful and
sustainable world in the long run.
Let me conclude with the words of Professor Phillip Hughes, at the UNESCO
Centre in the Australian National University in Canberra.
The future is not something that happens but something which is constructed –
constructed on our choices, or our failure to choose …. The nature of the
major problems which face us show us clearly the nature of those choices.
They are not technical but moral choices. They are a statement of what we
believe a good society should be. (Phillip Hughes, Australia 2000: A Shared
Challenge, a Shared Response.)

I believe that we have it within our power to construct a better future and a
better world through lifelong education for all, and education for sustainable
development, in support of poverty alleviation and peace building. The
challenge is to make the choices, which are more moral than technical in nature,
and then to commit the necessary resources to bring these to fruition.
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Editor of International Book Series

(a) Maclean, R. & Watanabe, R. (Eds)
Education in the Asia-Pacific Region
Since 2002: Series is ongoing
1.

Young People and the Environment: An Asia-Pacific Perspective
Editors: John Fien, David Yenken and Helen Sykes

2.

Asian Migrants and Education: The Tensions of Education in Immigrant
Societies and among Migrant Groups (2003)
Editors: Michael W. Charney, Brenda S.A. Yeoh and Tong Chee Kiong

3.

Reform of Teacher Education in the Asia-Pacific in the New Millennium:
Trends and Challenges (2004)
Editors: Yin C. Cheng, King W. Chow and Magdalene M. Mok

4.

Rasch Measurement: A Book of Exemplars. Papers in Honour of John P.
Keeves (2004)
Editors: Sivakumar Alagumalai, David D. Curtis, Njora Hungi

5.

New Paradigm for Re-engineering Education: Globalization, Localization
and Individualization (2005)
Yin Cheong Cheng

6.

Towards a Global Community: Educating for Tomorrow’s World (2006)
Editors: William J Campbell, Nicholas Baikaloff and Colin Power

7.

Educational Decentralisaton:
Contributions (2006)
Christopher Bjork

8.

Secondary Education at the Crossroads: International Perspectives
Relevant to the Asia-Pacific Region (2006)
Editor: Phillip Hughes

9.

Alternative Education: Global Perspectives Relevant to the Asia-Pacific
Region (2007)
Yoshiyuki Nagata
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Asian

Experiences

and

(2002)

Conceptual

10. Educating in the Arts: The Asian Experience, Twenty-Four Essays (2008)
Lindy Joubert
11. Reforming Learning: Issues, Concepts and Practices in the Asian-Pacific
Region (2009)
Editors: Chi-Hung Ng and Peter Renshaw
(b) Maclean, R. (Ed)
Education for the World of Work: Issues, Concerns and Prospects
Since 2005: Series is ongoing
1.

Vocationalisation of Secondary Education Revisited
Edited by Jon Lauglo and Rupert Maclean

(2005)

2.

Meeting Basic Learning Needs in the Informal Sector: Integrating
Education and Training for Decent work, Empowerment and Citizenship
(2005)
Editor: Madhu Singh

3.

Training for Work in the Informal Micro-Enterprise Sector: Fresh
Evidence from Sub-Sahara Africa (2006)
Hans Christiaan Haan

4.

The Transformation of Vocational Education and Training in the Baltic
States: Survey of Reforms and Developments (2006)
Frank Bunning

5.

Identities at Work (2007)
Editors: Alan Brown, Simone Kirpal and Felix Rauner

6.

Work, Subjectivity and Learning: Understanding Learning through
Working Life (2006)
Editors: Stephen Billett, Tara Fenwick and Margaret Somerville

7.

International Perspectives on Teachers and Lecturers in Technical and
Vocational Education (2007)
Editors: Philipp Grollmann and Felix Rauner

8.

Education, Work and Sustainable Development: Issues and Challenges
(2009)
Editors: John Fien, Rupert Maclean and Man-Gon Park.
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2. Invited Keynote Paper Presentations
Five Years (2004 to 2009)
December 2009

‘Research and innovation on school-to-work transition’,
International Experts Meeting on Education and Training
for the Changing World of Work: Meeting the Demands
from the Business Environment, 3-9 December, Hangzhou,
China.

November 2009

‘Entrepreneurship education at secondary schools for
sustainable human development’, International Forum on
Teacher Education and International Education, 14
November, Shanghai, China.

November 2009

‘International education for quality learning and
educational innovations’, International Seminar on
Education and Vocational Training: Responding to the
Financial Crisis, 15-16 November, Shanghai, China.

October 2009

‘Education for the changing world of work’, Australian
College of Educators Phillip Hughes Oration, 21 October,
Canberra, Australia.

October 2009

‘Trends in the world of work and international labour
mobility’, UNESCO-UNEVOC Regional Seminar on TVET
Teacher Education for Sustainable Development, 5-7
October, Ho Chi Minh City, RMIT University Vietnam.

September 2009

‘Globalisation of the labour market: implications for
vocational education and training’, TAFE Australia Summit
on Recession, Restructure and Retrain – Skills for
Australia’s Emergence from the Global Financial Crisis, 3
and 4 September, Gold Coast, Australia.

August 2009

‘Developing skills for the new economy’, Australian
Council for Private Education and Training (ACPET)
National Conference on Leading Learning in Times of
Change, 27-29 August, Canberra, Australia.

March 2009

‘The role of international centres in promoting quality
education’, Regional Workshop on Quality Education
Standards: Education and Development, 17-21 March,
Amman, Jordan.
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November 2008

‘International trends in education for employability:
implications for China’, International Forum on
Vocational-Technical Education: Policy Frameworks,
Innovative Practices and International Partnerships, 17-19
November, Hangzhou, China

September 2008

‘Issues and challenges concerning sustainable development
and peace building’, Griffith University Educational
Research Learning and Social Change Seminar, 12
September, Brisbane, Australia.

September 2008

‘Education for peace building and sustainable development’,
The Honora Deane Memorial Lecture, 22 September,
Launceston; and The William Oats Memorial Lecture, 23
September, Hobart, Tasmania, Australia.

August 2008

‘Emerging roles of teachers: implications of social,
economic and political change’, International Conference
of Skills Development for Employability, 1-4 August, Bonn,
Germany.

July 2008

‘Impact of information and communications technologies
on education and schooling: An Asia-Pacific Perspective’,
International
Conference
on
Information
and
Communications Technologies and Learning: Global
Learning in the 21st Century, 18-21 July, Copenhagen,
Denmark.

April 2008

‘Orientating TVET for sustainable development’, UNESCO
International Experts Meeting on Learning for Work,
Citizenship and Sustainability, 25-27 April, Bonn,
Germany.

December 2007

‘TVET, higher education and education for sustainable
development, with particular reference to the corporate
sector', International Conference of the UNESCO
Asia-Pacific Programme of Educational Innovation for
Development, Bangkok, Thailand.

November 2007

‘TVET and training the trainers in support of education for
sustainable development’, 4th International Conference on
Environmental Education, Ahmedabad, India.
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November 2007

‘Contributions of the corporate sector to supporting
sustainable development with particular reference to TVET’,
International Experts meeting on Corporate Social
Responsibility and Education for Sustainable Development:
Advancing the Partnership, Bonn, Germany.

October 2007

‘Education for sustainable development: Lessons from the
private sector’, 12th World Bank International Business
Forum 2007: Business and the Millennium Development
Goals – Business Engagement for Governance, Washington,
USA.

August 2007

‘Overview of key trends in TVET which impact on, and
need to be taken account of by, education for sustainable
development’, Thai Ministry of Education/UNESCOUNEVOC Policy Making Conference on Training the
Trainers for TVET and ESD, Chiang Mai, Thailand.

July 2007

‘Current major international policy issues in TVET:
opportunities and challenges’, RMIT University Senior Staff
Seminar, Melbourne, Australia.

November 2006

‘International Overview of current issues and concerns
regarding TVET’, National Institute of Educational
Research (NIER) of Japan, Regional Seminar on From
School to Work: Contemporary TVET Regional Experiences,
Tokyo, Japan.

September 2006

‘Multi-lateral Agencies Investing in Youth Employment:
The UNESCO Experience’, Youth Employment Summit,
Nairobi, Kenya.

August 2006

‘Current Developments in Workforce Education and TVET,
with particular to Education for Sustainable Development
and Education for All’, Experts Meeting Organised by the
University of Tampere, Research Centre for Vocational
Education, Helsinki, Finland.

August 2006

‘Challenges and solutions for TVET development in the
European countries in transition’, Conference of the
International Vocational Education and Training
Association (IVETA), Moscow, Russia.
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June 2006

‘The contribution of UNESCO-UNEVOC to the Decade of
Education for Sustainable Development’, Interagency
Meeting on the United Nations Decade on ESD, Paris,
France.

March 2006

‘Opportunities and Prospects concerning the Joint
Innovative Project (JIP) on TVET’, Planning Conference to
Launch the JIP in China, Hangzhou, China.

February 2006

‘Skills Development for Employability and Education for
the World of Work’, Joint United Nations University (Tokyo)
and UNESCO Paris Experts Meeting on the Decade of
Education for Sustainable Development, Paris, France.

February 2006

‘Vocationalisation of Secondary Education, as part of
Education for All and Education for Sustainable
Development’, Ministerial Forum on the Reform of the
Education and Revision of the Education Act, Marshall
Islands.

February 2006

‘Structure and Content of a Master’s Degree for TVET
Trainers’, Experts Meeting of UNEVOC Centres and UNIP
(United TVET Network on Innovation and Professional
Development), Oslo, Norway.

January 2006

‘Information and Communication Technologies and
E-learning in support of TVET’, UNEVOC High Level
Regional Meeting, Helsinki, Finland.

December 2005

‘Development and implementation of a Master Degree
Standard for Teacher and Trainer Education in China’,
TVET Experts Meeting Organised by the Chinese Ministry
of Education and UNEVOC Bonn, Beijing and Tianjin,
China.

November 2005

‘Issues and prospects concerning the strengthening of
TVET in Afghanistan with particular reference to
de-mobilized soldiers and marginalized groups’, Afghan
Ministry of Education/UNESCO Kabul Training Seminar
for TVET Leaders, Kabul, Afghanistan.

November 2005

‘Education for All and Skills Development for
Employability’ Masters/Doctoral Students Seminar, St
Anthonys College, University of Oxford, United Kingdom.
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September 2005

‘Vocational Content in Higher Education?’ International
Policy Seminar on Vocationalisation of Higher Education,
Bonn, Germany.

August 2005

‘Programme activities of the UNESCO-UNEVOC
International Centre for Education’, Seminar for Senior
Staff of the Ministry of Education and the Colombo Plan
Staff Training College, Manila, Philippines.

August 2005

‘Orientating TVET for Sustainable Development: Issues,
Concerns and Prospects’, International Conference on
Integrating Sustainable Development Issues into TVET,
Bangkok, Thailand.

June 2005

‘The UNESCO Chair Programme: Vision and Realities’,
Meeting to Inaugurate the UNESCO Chair in
Macromolecular Characterization, Darmstadt, Germany.

June 2005

‘Why TVET for All is Essential if EFA is to be achieved’,
High Level Donors Meeting on Funding for EFA Projects,
Oslo, Norway.

April 2005

‘The UNEVOC Network and promoting TVET’, High
Level African Regional Meeting on Training the TVET
Trainers to use ICTs, UNEVOC Training Workshop,
Mauritius.

March 2005

‘TVET and Education for Sustainable Development’,
International Seminar on Human Development for
Knowledge Based Societies, Tokyo, Japan.

March 2005

‘UNESCO-UNEVOC Bonn: Its mandate and programme
activities for strengthening TVET in countries in transition’,
High Level TVET Staff Seminar, Bremen University,
Germany.

February 2005

‘The United Nations World Decade of Education for
Sustainable Development’, LearnTEC 2005 Conference on
International Knowledge Sharing for Sustainable
Development: the Impact of Digital Media, Karlsruhe,
Germany.

January 2005

‘TVET in support of economic and social development in
the Baltic Sea countries’, High Level UNESCO Baltic Sea
Sub-region Education for All Coordination Working Group,
St Petersburg, Russia.
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December 2004

‘Networking UNEVOC Centres and ICTs in support of
improved TVET’, High Level TVET Staff Seminar
CEDEFOP, Brussels, Belgium.

October 2004

‘International cooperation in the field of TVET, with
particular reference to Latin America’, Seminar Organised
for High Level Officials by the Education Ministry of Brazil,
Sao Paolo, Brazil.

October 2004

‘Basic competencies for Life-long Learning’, Sub-regional
conference on Quality Education for All: The European
Dimension and the Baltic Vision, Vilnius, Lithuania.

September 2004

‘Lifelong learning and education for the world of work’,
International Conference on Adult Learning and the
Changing World of Work, Bangkok, Thailand.

August 2004

‘Strengthening TVET in Southern Asia’, Experts Group
Seminar organized by the National Centre for Educational
Research and Training (NCERT), New Delhi, India.

July 2004

‘International and regional Networking in support of
strengthening and upgrading TVET’, Experts Consultation
meeting organized by the International Labor Organization
and the European Training Foundation, Turin, Italy.

June 2004

‘Developing a financing framework for lifelong learning:
Making lifelong learning a reality’, International Institute
for Education Planning/KRIVET International Policy
Seminar on Lifelong Learning: Emerging patterns in
Europe and Asia, Seoul, South Korea.

May 2004

‘The Changing workplace and professional responsibilities’,
High Level Symposium on The Workplace: Social
responsibility and sustainable development, Brisbane
Australia.

May 2004

‘Good practices/different practice: Examples of the early
identification of skills needs and policy transfer’,
International Conference on Early Identification of Skills
Needs in Europe, Thessaloniki, Greece.

February 2004

‘Approaches to TVET in Transition Economies’,
Conference for High Level Policy Makers Organized by the
Institute of Technology and Education, University of
Bremen, Germany.
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