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Abstract

Transforming digital education is the process of digital transformation in the education
system as a way to improve the quality of education and teaching and learning methods in
response to the Industrial Revolution 4.0. This study aimed to examine the perceptions and
challenges of teachers and students regarding the transformation of digital education and the
impact of the transformation of digital education on the teaching and learning process at high
schools in Cambodia. To present the research results in depth, the study used mixed research
methods (a combination of qualitative and quantitative research methods) for data collection
and analysis. Face-to-face interviews and questionnaires were employed to collect the data. The
collected data from semi-structured interviews was analyzed using the narrative analysis
method. The gathered data from case-based questionnaires was analyzed using the descriptive
statistics analysis method. The results of this recent research showed that the transformation of
digital education gave importance to improving education quality and education reform.
Transforming into digital education helped teachers and students develop their digital skills.
Thus, this study provided many benefits to digital education, including enhancing the quality
of digital education, improving teaching and learning methods, developing the digital skills of
teachers and students, and integrating digital technology with traditional teaching and learning.

Keywords: Digital transformation, Digital education, Transforming digital education and
digital education quality.
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Abstract

In the 21% contemporary era, it is a world of constant changes and challenges. Likewise,
without continuous learning and upgrading our knowledge, we will lose a lot of benefits in
terms of employment, health, security, and just to name a few. Hence, this paper aims to study
the current situation and components of the lifelong learning attitudes of community people in
community learning centers in Cambodia. To attain this research objective, the qualitative
research method has been employed by conducting a semi-structured interview with
Cambodian experts in the field of informal and non-formal education. To ensure the credibility
of data collection, the researcher used triangulation by using various research techniques such
as interviewing, observation, and document analysis. The research finding has demonstrated
that the current situation of lifelong learning attitudes of community people in community
learning centers is quite low and limited because of Cambodian’s shattered education system,
lack of community participation, and knowledge of the significance of lifelong learning. There
are some components of community people’s lifelong learning attitudes in community learning
centers in Cambodia. Those lifelong learning attitudes are self-directed learners, self-direction,
self-planned learners, located information, self-evaluation, self-awareness, and adaptive
learning strategies. Moreover, these research results implied that there should be proper
guidelines, mechanisms, and policies to enhance the lifelong learning attitudes of community
people in community learning centers in Cambodia.

Keywords: Lifelong learning attitudes, community people, community learning centers
lifelong learning and non-formal education
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1. Introduction

In the 21% century, everything continually changes, which brings two edged-sword
faces -positive and negative impacts. In this manner, human beings have to keep learning and
upgrading their knowledge to stay on track with this fast-changing world (UNESCO, 2016).
They will lose a lot of benefits and advantages if they cannot keep learning and improving their
knowledge and skills. For instance, in the outbreak of Coronavirus Diseases (Covid-19) at the
end of 2019, everyone has no choice but to change their habits and ways of life to practice
social distancing (Baloch, Baloch, Zheng, & Pei, 2020). Mainly, a formal education system can
perform its functions well; so, distance and blended learning have a crucial role in bridging this
gap. Lifelong learning is a fundamental component to provide everyone with continuing
education at any time, in any place, and any situation (llin, 2019).

According to Brockett and Hiemstra (1991), sustainable development goals 4 stated
“Ensure inclusive and quality education and promote lifelong learning opportunities for all
(Global Mornitoring Report 2005, 2004),” lifelong learning is one of the main driving factors
to attain this goal. This same is true for the Cambodian context, the formal education system is
limited, and a novice to tailor inclusive and quality education. For instance, based on the socio-
economic survey which has conducted in 2013 by the Ministry of Planning shown that the total
adult literacy rate aged 15 and above was 80.70% of which male literacy rate was 87.70% and
female 74.4% (CSCE, 2013). Notably, 97% was counted as net enrollment of primary school
in the last ten years, and only 80% among those enrolled completed primary school. Nearly
40% finished secondary school, and 20% completed upper secondary school (Royal
Government of Cambodia, 2019b). In this sense, there is a considerable number of people who
are out of the schooling system. However, the Royal Government of Cambodia has never
relentless in putting the concerting efforts to foster education in Cambodia by enacting many
policies, laws, and guidelines. To fill the bottlenecks of formal education, the Ministry of
Education, Youth, and Sports in collaboration with the Ministry of Labor and Vocational
Training in leading non-formal, informal teaching and lifelong learning (Royal Government of
Cambodia, 2009). Notably, lifelong learning in Cambodia exists mostly in the form of informal
and non-formal education by implementing through community learning centers (Department
of Non-Formal Education, 2018b). The target group is community people, who are living
surround community learning centers. It is vital to digest the understanding regarding the
lifelong learning attitude of community people because those Cambodian people are the leading
market labor forces to develop the Cambodian economy. In the life of studying the lifelong
learning attitude of community people, particularly in community learning centers in
Cambodia, the information is still limited (Royal Government of Cambodia, 2019a). Previous
studies also demonstrated the low levels of community people’s lifelong learning attitude
(Candy & Crebert, 1991; Steffens, 2015). The causes of low levels of community people’s
lifelong learning attitude come from some main factors such as low socio-economic status,
conventional culture, mindset, and beliefs (Jarvis & Griffin, 2003). Some studies suggested to
the researchers, government and other relevant stakeholders to study the present situation of
community people’s lifelong learning attitude (Hori & Cusack, 2006). Furthermore, without
proper understanding the level of community people’s lifelong learning attitude, fostering
lifelong learning attitude of community people and training them to become lifelong learners
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will not be able to achieve. Hence, this purpose of research study aims to “explore the current
situation and components of lifelong learning attitude of community people in community
learning centers in Cambodia.”

2. Literature Review

Alvin Toffler (2018, p. 172) stated that “the illiterate of the 21 century will not be those
who cannot read and write, but those who cannot learn, unlearn and relearn”. Based on his
perspective, to be an educated person is to keep learning new things and abolish unnecessary
old stuff. Never stop learning is the fundamental concept of lifelong learners. Otherwise, you
will become the most disadvantaged and vulnerable people because you are not able to adjust
to the new learning environment.

Besides, lifelong learning, informal, and non-formal education are implemented in
community learning centers. There are various programs and activities, which have been run in
community learning centers such as Functional Literacy, Post-Literacy, Re-entry program,
Equivalency program, complimentary education program, income generation program
(Department of Non-Formal Education, 2014). Those programs and actives have benefited
Cambodian people in terms of upgrading their skills, knowledge, and livelihood (Hun, 2015).
To promote lifelong learning attitudes in the community, there are libraries and reading rooms
inside community learning centers. Besides, there are some documents such as books,
magazines, newspapers, and other materials that have been installed in the library to foster the
reading habits and attitudes of community people (MOEYS, 2011). Lifelong learning in the
Cambodian context is quite novice and new to this small country due to the flawless and
stringent education system (Royal Government of Cambodia, 2019a). Mostly, lifelong learning
emerges in the concepts of informal education and non-formal education which are
implemented through community learning centers as the school of these education systems.

Hence, to analyze and study the lifelong learning attitudes of community people in
community learning centers in the Kingdom of Cambodia, it is vital to study community
learning (a driver), lifelong learning in the Cambodian context, and some theoretical framework
of lifelong learning.

2.1 Community Learning Centers in Cambodia

Community Learning Centers were started under the supervision of the Department of
Non-Formal Education, Ministry of Youth and Sports since 1994 and supported by UNESCO.
After that there was a pilot project of CLCs under of the support of UNESCO Bangkok and had
been implemented from 1999 to 2001 (Department of Non-Formal Education, 2000).

At the other extreme, community based-learning approach, Cambodia has attempted to
use this approach to accumulate people to learn in the community through formal education.
For instance, Cambodia has applied this approach since the early 1990s through the cluster
school system. However, the participation of community in the cluster school system is still
limited, Cambodia has applied a new approach into non-formal education namely “Community
Learning Center” in 1999. More often than not, this project not only produced positive
outcomes, but also some drawbacks in the promoting participation from the community people
(Pich, 2008). As a matter of fact, CLCs in Cambodia is the under the support of governments,
NGOs, and other stakeholders since it is in a very young which lacks maturity, ownership, and
leadership. As Cambodia is a developing country which lacks sophisticated technology and
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human resources enough to run the centers smoothly, more or less the challenges merges. These
challenges can the factors to thwart CLCs moving on. According to the Ministry of Education,
Youth, and Sports (MOEY'S) stated that there are approximately 347 CLCs in Cambodia which
are processing and implementing their activities in the rural areas (MOEY, 2014). At the other
extremes, not all the CLCs can perform and function well, and there are only around 296 centers
functioning while the rest had no activities and became inactive due to lack of community
participation. Moreover, talking about the manual and guideline of community learning centers
in Cambodia, they were developed and updated by the Department of Non-Formal Education
(DNFE) of MOEYS, but there were no proper guidelines to promote community participation.
The CLCs were managed and implemented by following the patterns of that manual.
Particularly, within this guideline, the CLCs have implemented and operated in a uniform
mechanisms and practices (MOEYS, 2011).

Hence, based on the guideline and manual, CLCs are required to divide and set up to
two main committees which are the CLCs Management Committee (CLC-MC) and CLC
Support Committee (CLC-SC) (MOEYS, 2014). The structures of management committees of
CLCs consist of 3 to 5 members including 1 Chief, 1 deputy chief, 2 or 3 members and one
permanent secretary. The good thing is in the committee that should have at least one woman
on the committee to make it balance and gender equity (MOEY'S, 2014).

2.2 Lifelong Learning in the Cambodian context

According the Department of Non-Formal Education (DNFE) of the Ministry of
Education, Youth and Sports in Cambodia, National Policy on Lifelong Learning was just come
into force on August 2019 (Royal Government of Cambodia, 2019b). One of the main purposes
of this national policy is to ensure access to the rights, freedom, and happiness of individuals,
families, and society in responding the job market in the new context. Moreover, in this national
policy, lifelong learning can be defined as a learning process in formal, non-formal and informal
education starting from the birth to death, for the development of knowledge, skills, attitude,
physical fitness, and value. In this sense, they will become good citizens and live together in
harmony. For instance, the constitution of the Kingdom of Cambodia stated in Article 65 that
“the state shall protect and upgrade citizen rights to quality education at all levels and shall take
necessary steps for quality education to reach all citizens” (Royal Government of Cambodia,
2007). It means that the government should take a leading role to provide equitable quality
education to all Cambodian citizens in the regardless of their genders, ages, and religions (Royal
Government of Cambodia, 2009). MOEYS has their strong effort to provide by-all-mean
opportunities for everyone to have access education through launching illiteracy campaigns
(Department of Non-Formal Education, 2015). In the following actions, there are many
measures and action which have been taken such as Law on Education, Policy on Non-Formal
education, and National Non-Formal Education Plan to meet the demand of the target groups,
especially those people lose education opportunities. Interesting case in the Cambodian
education, although there are around 97% of students who have enrolled in primary school,
there are only 20% who could manage to finish upper secondary school. Therefore, there are
approximately 80% who are not able to finish high school which is the biggest problems for the
Cambodian government to put it into solution (Department of Non-Formal Education, 2018b).
Non-formal and informal education should play an important role to fill the gaps of formal
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education as well as to provide the second chances to the deprived opportunities students to
have access equal education. Of course, lifelong learning should be promoted to improve the
social welfare and living standards of the people.

In conclusion, lifelong learning in the Cambodian context is a bit limited in terms of
educational structures and systems. Particularly, it exists in the form of non-formal and informal
education. Lifelong learning has played a vital role in bridging the gaps of formal schooling
systems which could provide the second chances to those who miss the opportunities to attend
in the formal schooling system.

2.3 Theoretical Framework

2.3.1 Self-Directed Learning

Self-directed learning is not a new concept nor is it a very old one. Self-directed learning
has existed since the lives of Greek philosophers such as Socrates, Plato, and Aristotle. In
addition, there are some historical self-directed learners such as Alexander the Great, Caesar,
Erasmus, and Descartes. Knowles (1980) has published a book called “Self-Directed Learning”
providing foundational definition and assumption that guided much prospective research such
as human grows in capacity and need to be self-directing, learner’s experiences are rich
resources of learning, individual learns around their required task, adults learn through
problem-based-learning, and self-esteem, curiosity, desire to achieve and satisfaction of
accomplishment are the main motivation for self-directed learners.

According to Hiemstra and Sisco (1990), the concepts of self-directed learning
considered as PRO (Personal Responsibility Orientation) model. In this sense, personal
responsibility refers to individuals assuming ownership for their own thoughts and actions. The
learners have their own choices about what they want to learn and take actions. They have a
sense of self-direction in which they are responsible their own actions and decision. Hiemstra
and Sisco (1990) have put more emphasizes on the self-direction which centers on those
external factors to individual. Whereas other scholars mentioned self-concept, readiness for
self-direction, the role of experiences, and learning styles. In the same manner, there is also a
strong connection between self-directed learning and learner self-direction which both internal
and external aspects of self-direction can be on a continuum when there is a balance of the
learner’s level of self-direction (Hiemstra & Sisco, 1990). Self-directed learning is a crucial
concept for adult learners since they need to learn outside the school system as they are busy
with their families and employment. Adult learners must have a sense of self-direction for their
learning, so they are able to succeed in their learning.

In conclusion, there are many concepts and characteristics of self-learning which have
been stated by various scholars. To be a self-directed learner, they should obtain some attitude
like having personal responsibility orientation, being curious, having a sense of self-direction,
learning through problem-centered learning, and having wide experiences.

2.3.2 Pedagogy of the Oppressed

The concept of pedagogy of the oppressed was brought by Paulo Freire which is one of
the most classic as it has (Freire, 1970). Throughout this half century, pedagogy of the
oppressed has become increasingly more relevant as the 21% century ushers the world into a
very dark new age. The main goal of pedagogy of the oppressed was not propose an innovative
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methodology (which would be antithetical to his critique of formulaic models of education) but
to lunch the development of an emancipatory pedagogical process that invites and challenges
students, through critical literacies, to learn how to negotiate the world in which they find
themselves, in a thoughtful and critically reflective manner (Nelson & Neufeldt, (1998.

In the theory of pedagogy of the oppressed, the conflicts between the oppressor groups
(elite people) and oppressed groups (farmers or partisans). The oppressor refers to the holding
power group of people who use their power to exploit and oppress the voice the weaker groups
who will become as oppressed groups. To make oppressed people stand up and raise their
voices out to fight against the oppressors, conscientization producers should be proceeded to
stimulate the oppressed groups ‘critical thinking and keep thinking for better solution.
According to Paulo Freire, love, humility and faith are the foundations to construct the trust
which leads dialogue to occur; education should be done via loyal dialogue and transformed
information into knowledge. It is a contradictory perspective to banking education established
by dominant people (oppressors) who consider teachers as the subject and students as the
objects; students learn passively everything from the contents delivered by the teachers. Hence,
creativity and innovation will never take place. It is to be noted that the word “praxis” consists
of two main dimensions- actions and reflection. In this manner, education can be learnt through
interaction and dialogue via reflection and action as an instrument to bridge the gap of
knowledge between the teacher and students. In other words, learners have to use their
conscientization to reflect the action accordingly by using their critical thinking skills to solve
authentic problems; putting the same line, Freire also mentioned about problem-posing
education is one of the most vital mechanisms to channel the knowledge to the learners as they
can use their critical thinking skills to analyze the facile problems and simultaneously apply the
knowledge into the reality. A quote from Paulo Freire, 1970 “Literacy was not a mean to prepare
students (the oppressed) for the world of subordinated labors or “careers”, but a preparation for
a self-managed life”.

In light of lifelong learners based on the pedagogy of the oppressed, they should obtain
deep critical thinking skills and use both actions and reflection. It means that the learners can
learn through the real problem and use their critical thinking skills to reflect the solution before
taking their actions. For example, the words “SLUM”, they don’t just learn how to spell or
write that word, but they have visual image of the slum. They should try to understand the
causes of the slum and what the negative impacts of slums are, and to solve this problem. This
process, the learners will use conscientization to think critically and thoroughly to solve the
problem.

2.3.3 Transformative Learning

Transformative learning theory was introduced by Mezirow (1991) which provided in-
depth understanding how adult learns through transformative concepts. He explained the way
adults learn through the process of frames of reference (window of knowledge and
experiences). Everyone has different frames of references due to their diverse experiences. We
can change and transform of our frames of references through our meaning experiences.

Jack Mezirow stated about the word “Paradigm Shift”, which refers to the changes and
modifies of their ways of learner’s thinking. So, first we need the learners to realize about their
own problems. We see that it is a problem, but other people think that it is ok for them. They
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are still happy and enjoy their live with that situation. Hence, the facilitator of learners is to
help the learners realize their problems. Once the learners realized the problems, at this stage,
we called “Disoriented Dilemma” (Mezirow, 1991). After that it is self-examination about the
feeling towards the problem, it can be the feeling of guilt or ashamed. Then the learners use
critical assessment on their knowledge and belief, which find new knowledge (Christie, Carey,
Robertson, & Grainger, 2015). In addition, the learners can start to make dialogue and make
the negotiation with their partners or friends to seek for the consensus and a common ground
to solve the problems (Dirkx, Mezirow, & Cranton, 2006). Lastly, they can take action based
on their discussion with their friends or the people in the community. To be a lifelong learner,
they must change the habit of their expectation and the ways of thinking (Taylor, 1997). The
learners also know how to find new knowledge through their critical reflection. Instrumental
and communicative learning also playing a significant role in transforming the perspectives of
learners. They can take action based on their discussion and negotiation (Mezirow, 1998).

In conclusion, extend the frames of references of the learners, the facilitator has to help
them to face “paradigm shift or disoriented dilemma”. Then the learners will start to evaluate
their problem by using critical reflection. They have to make a dialogue and negotiation with
their partners to team members to seek for a common ground to solve their problems.

3. Research Objectives
There are two main research objectives in this research study as stated in the following:
1. To study the current situation of lifelong learning attitude of community people in
community learning centers in Cambodia
2. To examine components of lifelong learning attitudes of community people in
community learning centers in Cambodia.

4. Research Methodology

In order to study the current situation and components of lifelong learning attitudes of
community learning centers in Cambodia, the researcher has utilized a qualitative research
method. Furthermore, it is ideal to use qualitative research because it helps the researcher to
understand how people interpret their experiences, how they construct their world, and what
meaning they attribute to their expertise (Merriam & Tisdell, 2016).

4.1 Population

The population in this research study is all Cambodian experts in the field of non-formal
education and lifelong learning, both government and non-governmental organizations. Those
Cambodian experts have working experiences of at least 05 in the field of non-formal education
and lifelong learning, especially have an interest in the lifelong learning attitude of community
people in community learning centers.

4.2 Sampling Design

It is a purposive sampling method, which aims to select 03 Cambodian experts to
conduct a semi-interview. Moreover, there are 03 adult educators and experts in lifelong
learning who have been chosen to perform analysis to synthesis the components of permanent
learning attitude in general. It is because the researcher aimed to seek the correct components
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of lifelong attitudes based on concepts and theories those adult scholars and educators to
validate with Cambodian experts.

Table 1. Background information of adult educators and experts

No | Adult Educators Position Workplace

and Experts
1 | Experto1 Head of Non-Formal One of District Offices of

P Education Education

. One of the NGOs working on adult
2 | Expert 02 Country Director education in Cambodia
3 | Expert 03 Chief Executive Officer One of the NGOs v_vorklng on
Cambodian education

4.3 Research Instrument

A Semi-interview is the main instrument in this research study. It is to conduct a semi-
interview with 03 Cambodian experts. Moreover, it is focused on various aspects and
components to a lifelong learning attitude of community people in community learning centers.
The objective of conducting a semi-interview is to explore the current situation of permanent
learning attitude of community people in community learning centers in Cambodia. The
researchers also employed triangulated methods through documentation and observation to
ensure the credibility and validity of the data as well as to reassure that those research objectives
are uncovered.

4.4 Data Collection

There are two main types of data to attain this research objective, which are primary
and secondary data. In this manner, secondary data has been extracted from educational
policies, strategies, books, journals, and articles. In contrast, primary data has been collected
through conducting a semi-interview and content-analysis to study the current situation and
components of the lifelong learning attitudes of community people in community learning
centers in the Kingdom of Cambodia.

4.5 Data Analysis

The data analysis was conducted after the researcher received all the information from the semi-
interview with three Cambodian experts on the current situation and components of the lifelong
learning attitude of community people in community learning centers in Cambodia. Notably,
all the data were transcribed and recoded to understand the perceptions of those Cambodian
experts, as well as content-analysis, which has been used to synthesize those five adult
educators and scholars.

4.6 Credibility and Ethical consideration

To ensure the credibility of the research study, the researcher has employed a
triangulation method to diversify how to collect the data. To study the current situation and
components of the lifelong learning attitude of community people in community learning
centers in Cambodia, the researcher has conducted a semi-interview with three Cambodian
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experts and observation during the semi-interview and document analysis from various foreign
adult educators and scholars.

For ethical consideration, all the participants and key informants voluntarily
participated in the data collection. All the information has been kept confidential and academic
purposes.

5. Research Findings and Discussion

5.1 Current Situation of Lifelong Learning Attitudes of Community People

Community learning centers in Cambodia have played a key role in providing lifelong
learning opportunities in the form of informal and non-formal education (Neak &
Charungkaittikul, 2020). The Department of Non-Formal Education, the Ministry of Education,
Youth and Sport in collaboration with developing partners to transform community learning
centers into lifelong learning centers. In addition, some noticeable programs are running such
as functional literacy, re-entry, equivalency, complementary, income generation program, life
skills and health improvement program (Department of Non-Formal Education, 2018a). Those
programs aim to provide community people with basic skills and knowledge so as to be able
function in the real world of work. After conducting an interview with Cambodian experts, it
has manifested the current situation of lifelong learning attitudes of community people in
community learning centers in Cambodia is less proactive and new concepts to them. “We have
just established the National Policy on Lifelong Learning, which came into force in August
2019” (Expert 01, 2022). He also posited that “community people do not understand and
acknowledge the benefits of lifelong learning” (Expert 01, 2022). In this sense, this information
articulates that community people have limited knowledge and information regarding the
significance of lifelong learning. Besides, “there is a lack of physical infrastructures and
conducive environment to facilitate learning to pursue their lifelong learning” (Expert 02,
2021). Through the observation in community learning centers, there are not enough facilities,
materials, and documents for the community people to have access to their education, and
particularly most of those documents are out of date.

Furthermore, the experts also pointed out the current situation of lifelong learning in the
CLC:s that “there are not enough vision, mission, strategies, action plan, budget plan, the lack
of capacity building of facilitators of CLCs, and the lack of community participation.
Importantly, there is a lack of involvement from NGOs and other stakeholders to improve
marketing chances for community people” (Expert 03, 2022). As a result, lifelong learning in
community learning centers in the Kingdom of Cambodia is quite limited and less active. There
should be stringent measures and action plans to improve lifelong learning in Cambodia;
otherwise, lifelong learning in Cambodia will not be able to move forward, and people will lose
a lot of benefits from this fast-paced changing world. Furthermore, Cambodian people uphold
conventional culture and tradition in terms of valuing education. Some of community people
do not want to participate in any learning activities organized by community learning centers
because of the notion that education cannot totally change their lives, and what is important for
them is to earn money and take care of their farms to support their families (Lo, Chan, & Ngai,
2016).
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In conclusion, the current situation of community people’s lifelong learning attitudes in
the Cambodian CLCs is low levels and in the blurred lines. The concept of lifelong learning is
just emerging in the community context. Hence, the Cambodian government and other relevant
stakeholders need to take actions to foster lifelong learning attitudes of community people to
become lifelong learners.

5.2 The Components of Lifelong Learning Attitudes of Community People

To study components of lifelong learning attitudes of community people in community
learning centers in Cambodia, the concepts of lifelong learning of adult educators such as
Malcom Knowles (1980), Jack Mezirow (1991), Paulo Freire (1970), Rosemary Caffarella, et
al. (1987) and Norman Longworth (2003). Those concepts and ideas have been synthesized and
synchronized in Table 2.

Table 2. Synthesized the components of lifelong learning attitudes

—~ o °
3 I~ 5 g
s §_ % g5 &
The Lifelong learning attitudes of the learners ¢ S NS = 52 &89
o)) S o o ~ 4d o
E 4 - = > = ~
= 3 o EB £
] v > <5} —
= © a o
a £ Z
1. They have high levels of critical thinking skills. N N N N N
2. They have a sense of direction. \ v v
3. They learn from experiences and problems. \ \ \ \ \
4. They like learning by making their own plan. (Self-
planned learning) ~ ~ ~
5. They learn something using the process of N N
conscientization.
6. They are self-directed learners. N N N N
7. They are active citizens. \
8. They will learn when they face a disoriented J
dilemma situation.
9. They have responsibilities for their learning. \ \ \
10. They are technology literacy. (Information N N
location)
11. They keep curiosity and self-awareness \ V \ \ \
12. They are independent and less fragile. \ \ V
13. They are self-evaluation. \ V \ \
14. They are flexible and adaptive learners. \ V V

Based on this table, it has manifested the attitudes of lifelong learners, which have
synchronized the ideas of lifelong learning and adult educators such as Malcolm Knowles, Jack
Mezirow, Paulo Freire, Rosemary Caffarella, and Norman Longworth. For instance, there are
14 components of the attitudes of lifelong learners. There are many components which have
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been mentioned by those experts: seemingly critical thinking skills, self-direction, self-planned
learning, self-directed learning, conscientization, active citizens and learners, facing a
disorienting dilemma, self-responsible education, locating information, self-awareness and
curiosity, independent learners, self-evaluation, and adaptive learning strategies. Those
components could determine the attitudes of the lifelong learners, which implied it into the
lifelong learning attitudes of community people in community learning centers in the Kingdom
of Cambodia. After conducting the interview, the Cambodian experts, it has shown that most
of the lifelong learning attitudes of community people in community learning centers are
confirmed with lifelong learning attitudes mentioned in Table 01. Those lifelong learning
attitudes of community people in community learning centers are self-directed learners, self-
direction, self-planned learners, located information, self-evaluation, self-awareness, and
adaptive learning strategies. Notably, one of the Cambodian experts mentioned the lifelong
learning attitudes of community people that “they are self-directed and awareness of any arising
phenomena, and most of them like reading newspapers, books, magazine, and reading to news”
(Expert 01. 02 &03, 2022). Hence, there are some documents like books, newspapers,
magazines, radios, and televisions for the learners to get knowledge and keep on their learning,
which have been installed in libraries in community learning centers.

In conclusion, after conducting content-analysis regarding lifelong learning attitudes by
adult educators and conducting interviews with the Cambodian experts, there are some
components of community people’s lifelong learning attitudes in community learning centers
in Cambodia. Those lifelong learning attitudes are self-directed learners, self-direction, self-
planned learners, located information, self-evaluation, self-awareness, and adaptive learning
strategies.

Discussion

The result of the research study has demonstrated the current situation and components
of the lifelong learning attitude of community people in community learning centers in the
Kingdom of Cambodia. It reflected on the real literature review and some theoretical frames of
lifelong learning, especially in the Cambodian context.

According to the research findings, lifelong learning in Cambodia is just an emerging
concept, which has little known to other community people. As in the literature review, Lay,
Chhum, and Conochie (2013), lifelong learning in Cambodia is a new concept, and we consider
non-formal education is a part of lifelong learning by implementing those programs in
community learning centers. Moreover, people have little knowledge of lifelong learning, and
sometimes they do not realize their activities as a lifelong process, which means they do
unconsciously or by following their ancestors (Pich, 2008). It implies that everyone
acknowledges lifelong learning as natural learning and informal learning which they learn from
their surroundings. In a similar manner, some of the community people do not realize such
learning activities as a part of education. Most community people like reading to the radio in
order to keep on track of the news rather than reading newspapers or magazines. We can see
that the current situation of the lifelong attitude of community people in community learning
centers looks not so promising and less proactive, certainly during the outbreak of Covid-19.
Most of the activities and training have been postponed, and people worry about health security,
which makes them feel relentless about their learning.
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The components of lifelong learning attitude of community people in community
learning centers were validated and suitable to shape them into the Cambodian context. For
instance, those components are self-directed learners, self-direction, self-planned learners,
located information, self-evaluation, self-awareness, and adaptive learning strategies.
Similarly, those components have the characteristics and behaviors to become a lifelong learner
in the Cambodian context, which have been practiced in community learning centers. It is not
surprising that aspects of lifelong learning attitude of community people in community learning
centers in Cambodia are not much different compared to components of lifelong learning
attitude of Western countries because it is a standard level in which everyone can use them to
develop their lifelong learning attitude.

In a nutshell, the current situation of lifelong learning in Cambodia is at a low level, and
terms of the lifelong learning attitude of community people in community learning centers,
people have little knowledge and low levels of lifelong learning attitudes. The components of
permanent learning attitude of community people such as self-directed learners, self-direction,
self-planned learners, located information, self-evaluation, self-awareness, and adaptive
learning strategies are a bit like the standards of lifelong learning attitude measurement scales.

6. Conclusion and Recommendations

The research study has manipulated the limited levels and less active of lifelong learning
attitudes in community learning centers. For instance, community people do not understand the
benefits of lifelong learning in terms of enhancing their capacity building. Some of them do not
just participate in the learning activities organized by community learning centers. Particularly,
this research study also demonstrated that lifelong learning is an emerging concept in Cambodia
as the national policy on lifelong learning was just introduced in 2019. As a result, the lifelong
attitudes of community people in the CLCs need to be fostered to become lifelong learners.

This research study has shown that there are seven components of lifelong learning
attitudes of community people in the CLCs which are self-directed learners, self-direction, self-
planned learners, located information, self-evaluation, self-awareness, and adaptive learning
strategies. Those seven components of lifelong learning attitude of community people in the
CLCs should be promoted as to help community people enhance their lifelong learning attitudes
and initiative activities to improve the lifelong learning status quo.

To sum it up, there is a low level of community people’s lifelong learning attitudes in
the CLCs in Cambodia. In addition, the components of community people lifelong learning
attitude in the CLCs such as self-directed learners, self-direction, self-planned learners, located
information, self-evaluation, self-awareness, and adaptive learning strategies. Due to the
limitations and fragility of lifelong learning in Cambodia, there should be tangible and rigorous
measures from the Cambodian governments to build trust and confidence of all relevant
stakeholders. By so doing, lifelong learning in Cambodian can be enhanced and promoted
through the participation of NGOs and community people.

Recommendations
The results of this research study provided suggestions for the Cambodian government,
practitioners, and other relevant stakeholders regarding the current situation and components
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of lifelong learning attitude of community people in community learning centers in the
Kingdom of Cambodia.

As shown in the research findings, the research study denoted that the lifelong learning
attitude of community people in community learning centers is still limited and low levels. It is
a critical situation and points for the Cambodian government and all relevant stakeholders to
take their actions to promote a lifelong learning attitude of community people in the community
learning centers. The facilitators and practitioners can use those components as a framework to
foster lifelong learning attitudes of community people in community learning centers. The
government shall focus on physical infrastructures such as buildings, learning environments,
and facilities. Furthermore, strategic plans, annual operational procedures, and policies should
be carried out in order to enhance participation among all relevant stakeholders. They shall
evaluate and monitor CLCs’ performances in order to figure out the weaknesses and loopholes
for future success.

This research study suggests prospective scholars and researchers continue to do this
study on a bigger scale and population. Based on the information from this research study, they
continue developing strategies to promote the lifelong learning attitude of community people
in community learning in the Kingdom of Cambodia.
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Abstract

This case study investigates the perceptions of educational staff at the sub-national
levels on the effectiveness of Education Strategic Plan (ESP) formulation and implementation.
Semi-structured interviews were used to explore views and perceptions of 36 education staff at
the Provincial Office of Education (POE), District Office of Education (DOE), and schools in
Kratie province in northern Cambodia, a location selected representing a region with below-
average key educational indicators. Participants were interviewed about their perceptions of
planning formulation and implementation, with particular reference to identifying barriers to
effective planning and implementation.

The qualitative findings demonstrated three possible areas which are impacting ESP
formulation and implementation at the sub-national and school level. Each area is multi-faceted.
The three areas are: (i) limited awareness and participation in national policies and planning
and education indicators; (ii) issues with planning durations being fit-for-purpose; and (iii)
structural barriers, including budget, resources, decentralization and deconcentration (D&D)
reform, project-based and external interventions, lack of training and low capacity with
statistics.
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1. Introduction
1.1 Global perspective on ESP development

Three organizations, the Global Partnership for Education (GPE) and the International
Institute for Education Planning (IIEP) within the United Nations’ Educational, Scientific and
Cultural Organization (UNESCO), are the main contributors to this area of development: few
guidelines exist besides these, which may indicate a high level of aligned practices globally.
According to the Guidelines for Education Sector Plan Preparation and Appraisal (GPE /
UNESCO IIEP, 2012), there are three essential elements of the plan preparation process: (1) a
participatory process; (2) a well-organized process; and (3) a capacity development process.
A participatory process is a process to design the ESP based on political will and technical
expertise that can identify the balance between political ambitions and technical constraints in
order to raise awareness and gain the commitment of education stakeholders. The process
should involve participation from the relevant ministries, especially the Ministry of Economy
and Finance (MEF), and development partners. A well-organized process should design a
structure for education sector preparation and organize the roles and responsibilities of actors
to coordinate the process with a steering committee, planning committee, and technical working
groups. A capacity development process should improve the capacity for educational planning
and the motivation of all education planners at all levels to strengthen education sector plan
preparation (GPE / UNESCO IIEP, 2012).

According to the GPE/UNESCO IIEP guidelines for education sector plan preparation
and appraisal, ESP preparation is an iterative planning process. Targets can be revised after
they are tested in a simulation model. Strategies can be set through the program’s activities and
resources. The ESP formulation process should involve consultation with education
administration personnel and development partners. GPE/UNESCO IIEP (2015) also stated that
ESP preparation is a process involving seven components of the ESP development process as
shown in Figure 1, below.

Based on the author’s experiences as an ESP developer, this is applicable to the
Cambodian context as during the preparation process of the ESP, a simulation model is used.
This model, CANPRO (Cambodia Analysis Projection Model), tests scenarios with strategies
and resources requirements, and budgeting with target setting. If a high target is set, for
example, the model will show high resources and compare them to the resources available to
see if the target is achievable.
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Figure 1. Main components of the ESP development process
Source: HEP-UNESCO, 2015:13

The Organization for Economic Co-operation and Development (OECD) stated that
globalization has delivered rapid changes across all sectors, including education, with inputs
from areas such as new technology and innovation, a knowledge workforce, and social and
population trends. Therefore, the education system is required to improve equity and equality
for child and youth development for the future. However, education policy priority reforms
often cannot achieve their stated goals due to various reasons, including: a lack of attention to
actual implementation; lack of focus and support for reaching goals; poor alignment within and
across sectors; and the lack of capacity at the grassroots level (OECD, 2020).

According to these multiple factors, OECD (2020) stated that the nature of education
policy implementation is flexible because of the complexity of the environment for
implementation. This includes geographical and social issues, such as differing needs for urban
and rural education, being specified in unified national policies. Policy processes are moving
from top-down structures to horizontal interactions, often built upon negotiation and
co-construction between many actors. In this environment, the role of policymakers is
increasingly to steer and coordinate different actors to arrive at a common vision for education
and ensure that everyone is moving in the same direction to accomplish education change. This
Is summarized in Figure 2, below.
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Figure 2: Framework for effective education policy implementation
Source: OECD, 2020:7

1.2 Cambodian context

The Ministry of Education, Youth and Sport (MoOEYS) of Cambodia has been
formulating ESPs, policies, policy papers and action plans for the purpose of increasing
equitable access to education services, improving the quality of education, and strengthening
leadership and management for education officials at all levels. Furthermore, MOEYS has
designed the structure of management at the national, provincial, district and school levels for
implementing these policies and action plans. Despite these efforts, the Education Congress
Report (MoEYS, 2020) showed there are still significant challenges to the ESP implementation
year-on-year, due to ineffectiveness and the inability to reach targets set in the planning.

The ESP has been developed over a period of more than 20 years for education system
development and reform. From 1980 to 1995, MoEYS developed the Annual Operational Plan.
In 1995, the MOEY'S developed the education plan for five years (1996-2000) which identified
vision, mission, and strategies, but did not estimate the budget resource requirements or teacher
deployment numbers (MoEYS, 1995). This five-year plan may be considered the precursor to
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the development of the ESP. Since 1999, MoEYS has accelerated reforms in the education
sector which are still in progress. The successive ESPs include ESP 2001-2005, 2004-2008,
2006-2010, 2009-2013, 2014-2018, leading to the current ESP 2019-2023 (MoEYSS, 2019). The
ESP is subject to a Mid-Term Review (MTR) (MoEYS, 2022) to review education indicators
and monitor the progress of ESP implementation.

Onn & Hyojin (2019) stated that the challenges to the ESP preparation process at the
provincial level are related to a lack of knowledge of the procedures for how to prepare an ESP,
a lack of technical support provided from the national level, planning officers having limited
capacity in the use of planning concepts and statistics, limited participation from stakeholders
involved in ESP preparation (joint steering committees, technical working groups, officers at
POE level), and development partners (NGOs at the local level), frequent staff turnover, and
some data for minority groups being unreliable, especially in the plateau and mountain areas.

In Cambodia, education staff have roles and responsibilities for planning that relate to
their levels within the administrative system.

Provincial Offices of Education (POE) are responsible for creating a Provincial ESP
(P-ESP) based on the national plan. Likewise, at the next level, District Offices of Education
(DOE) are responsible for creating a District ESP (D-ESP). All entities are expected to produce
an Annual Operational Plan (AOP) and schools are expected to create a School Development
Plan (SDP) which covers a five-year period (MoEYS, 2023).

The formulation and implementation of strategic educational planning is still a priority
for Cambodia. Equity and inclusive access to education remain problematic with differences
between the city and remote areas. The quality of education is still low, with only 50.5% of
students at Grade 3 level in primary education achieving expected reading levels and only
40.9% achieving expected levels in mathematics (MoEYS, 2019). At the global level, only 10%
of Cambodian students at the age of 15 performed well in reading, mathematics, and science
(MOEYS, 2018). In Grade 5, 11% and 19% of students met minimum proficiency levels in
reading and mathematics respectively, for the end of primary education as set out in the goal of
SDG 4 (UNICEF and SEAMEO, 2021).

This research investigates how the stakeholders in these positions perceive their roles
as being effective or otherwise, the effectiveness of the planning formulation and
implementation and how participants generally perceive whether the system is enabling them
to achieve fulfilment of their roles.

2. Research Method

This study was conducted using a qualitative method which was classified into four
categories: document review, observational methods, in-depth interviews, and Focus Group
Discussions (FGD). Research took place with the main stakeholders in charge of the provincial,
district and school strategic plan formulation process and its implementation at each level.

Instruments were designed under three main question headings, which were given slight
adaptations for use with different respondent groups. The three questions were:

1. What are the perceptions of education strategic plan implementers regarding the

Education Strategic Plan and its implementation at provincial, district and school
levels?
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2. How do any significant differences in perceptions of education strategic plan
implementers influence the Education Strategic Plan implementation at provincial,
district and school level?

3. Can any disparities be identified between Education Strategic Plan formulation and
implementation? What might account for these disparities?

The researcher undertook a field visit to Kratie Province in February 2023, employing
a team of four researchers. This province was selected as one having low achievement levels
on key education indicators, including below average student enrolment and retention.
Research was conducted in a qualitative manner using a pre-prepared questionnaire. Questions
were used as a ‘guide’ to the interview; the interviews may therefore be considered ‘semi-
structured’, as the interviewer had the freedom to expand on points or to skip questions when
it was felt that a question had been covered in previous discussions. This was to manage the
overall interview time and reduce repetition as far as possible. All interviews took 2-3 hours.
The senior education officials at POE and DOE were interviewed as individual 1:1 interview.
Other representative members were interviewed as a Focus Group Discussion (FGD). The
interviews and FGDs implemented are shown in Table 1, below:

Table 1: Participants for Interview and FGD

Interview FGD

1 Deputy Director of POE 10 POE Officers

1 Chief of Planning Office of POE

1 School principal of lower secondary 9 Lower Secondary School Staff
1 School principal of primary school 8 Primary School Staff

1 Director of DOE 9 DOE Officers

5 Individual Interviews 4 groups of FGD = 36 participants

Data was recorded by contemporaneous note-taking and audio recording of each
interview. Each interview was assigned a lead questioner and two note-takers shared duties to
enable cross-checking of notes as well. Each interview therefore had a fully-recorded transcript.

The researcher analyzed data using a check for key vocabulary, based on the content of
each question, and in cases where answers contained details deemed directly relevant to this
report, checks were made to see if any or all participants agreed. In the section below, the word
‘endorsed’ is used to emphasize where a group had a common perception.

Results were filtered to examine common themes, and relevant data points and
quotations were selected for inclusion. Minimal disagreement amongst groups was seen, and
the author found that focusing on the differences in perceptions between sub-national levels
(including schools) was the most productive way to establish where findings might lead to areas
for further investigation, including future research. From this analysis, the research was able to
group the analysis into four categories, outlined in the next section.
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3. Results and Findings

This section presents short summaries based on the three categories identified and listed
in the abstract, with sub-headings in bold: (i) Planning awareness and participation: sub-
national levels appear to have limited awareness of national planning and indicators, and
participation in planning processes varies at different levels within the system; (ii) Planning
duration: this study questions the expected duration of educational planning structures and
considers possible alternatives to improve efficiency; and (iii) Structural barriers to
implementation are present and include: budget, resources, deconcentration and
decentralisation (D&D) reform, project-based and external interventions, lack of training and
low capacity in statistics.

3.1 Planning Awareness and Participation

The results found that awareness of national planning and key education indicators (those
listed within the ESP) is highest at POE level where officials are aware of most key ESP content,
especially relating to their own specific sub-sectors or areas. Awareness of national planning
and indicators at DOE level is fairly low: DOE officials have some awareness of
documentation, such as ESP, but make minimal reference to national or provincial planning,
except on occasions where they are specifically mandated to do so. Interviews with DOE staff
provided a clear indication that day-to-day requirements would often take priority over annual
or multi-year plans. For example, from one DOE officer: ‘The workload is very heavy. We use
the plan as a ‘skeleton’ to plan with, but in actual fact our day-to-day activities have to take
precedence,” which was endorsed by the group, as well as the statement from another officer
that: ‘If a school or someone needs support, we need to respond regardless of the plan’.

Awareness of planning at school level is very low for national, sub-national and school
planning, and use of key education indicators is minimal. One school principal expressed that:
‘there are many difficulties in planning, and we have to make annual adjustments — for example,
to change indicators. However, even at POE, the level with the highest awareness of policy and
planning, the group endorsed the statement from one member that: ‘MoEYS does not invite POE
staff to trainings — so POE doesn 't understand the latest policies and methods.’

It was found that while schools are the units within the system that are expected to take
part in the wider consultation with planning, the participation of schools in the ESP
development process is minimal. This lack of participation and low awareness of higher-level
planning structures means that the involvement of schools and the actual generation of
necessary data and evidence for planning purposes does not meet minimum standards.

3.2 Planning durations

POE showed a clear awareness of the necessity of long-term and medium-term planning
and how this relates to national planning. In many instances, POE monitoring of schools and
districts cannot take place over an annual plan. For example, school inspection (not covered
here) uses a five-year plan to visit schools across a whole province. POE leadership stated that
they tried to ‘monitor schools over a three-year period — two districts per year'.

DOE showed some awareness of the necessity of long-term planning but was clear that
this did not greatly influence their actual activities. Note that for DOEs, the 2019-2023
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D-ESP was their first instance of creating a long-term plan.

Schools are quite clear that they plan on a short-term basis with little input from other
sources, although they do have a five-year plan in place. Schools listed the reasons as: ‘Planning
capacity is quite low. ICT capacity is quite low and expectations to use MS Excel (for example)
create barriers.” School staff, although showing high awareness of their own school situation
(indicators, etc.), find using forms and formulae difficult, both on ICT resources or on paper.
Budget support is not guaranteed from one year to the next. Teachers are generally most focused
on their lesson planning and having enough resources: their focus is on ensuring teaching over
the next day/week/month. One school secretary said that: ‘Annual planning is much more
realistic’, compared to long-term (multi-year) planning.

Schools cannot plan for ‘long-term’ projects without reliable funding, but are fully
aware that they have issues that cannot be fully addressed in an annual plan. Examples where
multi-year planning may be required are mostly related to infrastructure such as classroom
renovations. School fences (expensive), library development (expensive if infrastructure is
required), etc. Schools were clear that they did not always follow plans, where immediate needs
were in place, with a teacher saying: ‘Each class writes their requests, but we work from this
rather than refer back to planning.’ Another teacher said: ‘We have to make too many estimates
in our planning; it’s also difficult for us to estimate areas like community funding as we cannot
make assumptions.’

Schools noted that reliable supplies of essential resources were necessary, with the
recent addition of QR codes for textbook delivery and the centralization of this system has
improved schools’ planning by reducing the number of controlled variables.

3.3 Structural Barriers
3.3.1 Budget

All respondent group levels (POE, DOE and school) cited lack of centrally-allocated
available budget allocation as a barrier to implementing workplans effectively and according
to existing legislation. A POE Office Chief stated clearly that: ‘Everything is present in the
plan, so can be done if the money arrives.’ All levels also acknowledged that over recent years,
the impact of COVID-19 had a negative effect on budgets. At POE and DOE level, respondents
all noted that funding was allocated at an insufficient level to enable these sub-national bodies
to implement their workplans, and the change in the academic year dates creates extra pressure
for reporting. One POE Office Chief said: ‘There is a lack of data ... the time pressure is much
greater with the change in the academic year.” Budgets and reporting pressure are especially
important for M&E, where all departments interviewed were unable to meet the required targets
for M&E. Budget delivery is also a barrier at DOE level. The switch to increased D&D at
district level appears to have reduced the budget availability, and there may be problems
ensuring that District Offices receive their correct allocation according to the regulations under
decentralized administrative procedures.

Schools have a particular problem with budgetary planning in that they cannot
accurately plan for ‘additional contributions’ (e.g. from community, philanthropists, NGOs,
etc.). In the schools questioned for this study, this accounted for about 40% of their annual
income which cannot be forecast in advance.
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The budget for field visits (school monitoring) is not aligned at POE and DOE sub-
national levels. At POE level, budget support is distributed according to the harmonized Daily
Subsistence Allowance (DSA) rates: i.e. if the distance is >40km, then the full DSA ($34) can
be claimed. For DOEs, the allocation is 40,000riel (=$10) regardless of the distance involved.
This is a handicap for DOE personnel visiting distant schools, as the rate they receive is much
lower than the POE equivalent rate for the same work and was reported by DOEs as being
‘unfair’.

All levels (POE, DOE, and schools) considered that reducing the number of steps of
budget delivery (simplification and direct sending of funds to end recipient) was a priority and
would ‘accelerate delivery’.

3.3.2 D&D; Project-based and DP/NGOs interventions

Most comments on the effects on planning of project-based interventions and DP or
other external interventions (such as NGO local-level projects) were disappointingly negative.
Specifically: a ‘target schools’ approach, whereby schools are selected according to externally
developed criteria, is reported at school-level to ‘produce inequalities and a feeling of injustice’
(school principal). Much of the DP work is not seen to show measurable benefits. DPs are
reluctant to allow ‘local ownership’ within the projects or interventions. This statement is
endorsed by POE Office Chiefs stating that: ‘DPs approach with ‘may we do this activity?’ and
is hard to refuse” and endorsing the statement that ‘DPs should increase local ownership and
improve alignment.’

In the opinion of the author, having DP interventions in the barriers category should be
a strong message to partners in planning and implementation of their support. A secondary
teacher stated that: ‘Some of the project-based work makes things more difficult’, and this
statement was endorsed by the teacher group.

Based on this small sample size, D&D reform may be having a negative impact on
funding delivery and on ensuring that funding earmarked for education is actually used for the
required purposes. This comment should be read in the context of the earlier remarks on
budgeting and the need for simplification of systems and direct delivery of funds whenever
possible.

POE interviews reported that officers found the planning process ‘difficult and
complex’, and this was a barrier for both planning and implementation.

3.3.3 Resources and capacity

There was a specific issue noted relating to ICT capacity. All respondent groups
considered that POE and DOE officers lack capacity in ICT work, something that became more
apparent during the COVID-19 pandemic. POE has the highest ICT capacity of the groups, but
there are more demands to use ICT effectively; schools have the lowest ICT capacity, but there
are fewer demands on their ICT work, so they have less experience; DOEs are somewhere
between these two levels. All levels likewise consider that they have received inadequate
training in this area to date. The author notes that ICT skills and required training are a
constantly changing area to address, with technological advances happening at great speed.

An interesting paradox was reported at school level where school staff were uncertain
of how to use their new computer systems (provided by MoEYS in 2019) and used ICT that
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they were familiar with to address this problem: specifically, smartphone and Telegram
messages were used to address ICT issues. DOE officials noted that: ‘Schools do a lot of sharing
on Telegram and asking questions about areas such as Telegram’, showing that some ICT tools
are being used. School teachers said that: ‘The computer is a new system and we have wi-fi.
Prices have increased, but most teachers rely on their own phones as there is a weak signal’.
All teachers reported that ICT resources were ‘difficult to maintain.’

Within this case study, participants reported low awareness of online resources, showing
there may be a problem with school-level stakeholders not accessing MoEY'S online resources,
including stakeholders who are unaware of the presence of such documents that are there for
school-level support. ESP, for example, is simple to locate online using either Khmer or Latin
script. School leadership, in individual interviews, note this as a problem; this is possibly
because they have primary responsibility for ICT tasks, with the school computer being located
in the school principal’s office. One school principal noted that: ‘During COVID we had a lot
of problems with unequal ICT access relating to ICT capability and lack of signal in rural
areas.’ This was endorsed by the teacher group.

The administrative structure for planning also shows reduced human resource capacity
from central to sub-national and school levels. For example, MOEYS Department of Planning
(DoP) currently has 28 staff; POE Planning Offices usually have four to five staff; DOEs have
only one or two planning staff members; even large schools may only have one individual with
any planning experience or training. All levels consider that they require additional staff to
work effectively and, particularly at school level, they face the problem of low teacher
deployment and the need to hire contract teachers.

School Management Committees (SMC) have limited capacity to support
implementation of planning, but schools report that SMCs do help mobilize local resources.
Aside from this, schools use other means available to them. One interesting example from a
secondary school teacher was: ‘We ... track down and ask successful alumni: if they are
Excellencies or Oknhas, they can often give a lot of help’.

3.3.4 Training and capacity

Training budgets were rated as insufficient at all levels and all levels expressed a
preference for face-to-face training rather than online training. All levels were willing to make
a concession to hybridized training, but were clear that ‘solely online’ training was a strong
negative factor for them, which in many instances related to the problems of reliable internet
access.

POEs reported the specific problem that MoEYSS central level ‘did not sufficiently invite
POE staff to relevant training, meaning that their staff was disadvantaged, especially in the
area of monitoring.’

4. Planning and Policy Recommendations

Based on the case study and the author's experience, the following areas are offered
for further consideration.
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e Active involvement of sub-national levels, especially school level, in ESP
development process

The low level of awareness of ESP activity, decreasing from central, to sub-national to
school level can be increased by more active involvement in planning formulation. Effective
ESP formulation for effective implementation should engage all stakeholders (community,
parents, authorities, teachers, school management committee, NGOs and development partners)
to participate in the ESP formulation process (as recommended by (GPE / UNESCO IIEP,
2012). Stakeholders involved from the start of the process have a much higher level of
ownership of the process.

e Providing technical support from central levels to sub-national levels

To ensure the effectiveness of the ESP formulation and implementation, MoEY'S central
staff could provide technical support to POE, DOE officers and school principals on ESP
formulation and implementation through orientation, mentoring, and coaching programmes to
improve their capacity to develop and implement plans and meet targets. At the first stage, this
training would focus on awareness of national plans and how these should affect sub-national
planning.

All stages should include easily accessible ICT resources, e.g. by using the proven method
of QR code document access.

e Provide budget support based on equity principles
Implementation with insufficient budget allocation can never be fully effective. Firstly,
an alignment of travel/expenses funding for fieldwork between POE and DOE levels should be
implemented. MoOEY'S should consider the equity principle for budget allocation to Provincial
and District Offices and schools, whereby those schools most in need of resources are also the
schools which may be least likely to achieve target levels.

e Review the D&D implementation mechanism to improve ESP implementation

MOEY'S should review, together with other relevant stakeholders (Mol and UNDP), the
mechanism of management and organization of D&D implementation in Cambodia through
conducting studies on D&D implementation. This would serve to evaluate the quality of
education services under the management and implementation of education functions of the
municipal administration.

MoEYS should also prepare final technical instructions on procedures on the
implementation of educational functions transferred to district administrations. To review the
procedures for using the budget, especially the allocation to support the operation of DOEs, in
order to ensure that they have sufficient resources to carry out work effectively, and in particular
an adequate and equitable monitoring and evaluation allowance.

MoEYS should establish a mechanism for the thorough management and capacity-
building of education units in the provinces. This requires support to provinces and districts
that assign education functions to the municipal administration. This will enable those sub-
national entities to ensure adequate teacher deployment and strengthen the human resource
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capacity of the municipal administration through training in administration, financial
procedures and management.

5. Conclusion

The author has presented some initial findings as a case study based on a province with
poor educational outcomes, showing how the perceptions of sub-national and school-level
stakeholders relate to planning formulation and implementation. The paper also outlines some
of the structural barriers present and how these affect different stakeholder groups and their
ability to plan and implement planning effectively.

Based on these perceptions, some recommendations are provided for MoOEYS to
investigate further. The author notes that the qualitative nature of the study leaves room for
further research in this area to see if the conclusions are applicable to the wider situation in
Cambodia, or if there are regional variations.
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Abstract

Knowing the importance of life skill education (LSE), a wide range of countries have
mandated life skill education as a compulsory subject in their national curriculum. A local life
skill program is adopted as one of the core subjects in the School Curriculum Framework 2016.
The ministry of education, youth, and sport has paid great attention to the LSE in schools by
developing a series of LSE policy frameworks and LSE implementation guidelines, aiming to
educate students mainly from 4™ to 12" grade. The goal of life skill learning is to improve of
the well-being of children and adults, as well as teachers; therefore, they should be trained in
the basic skills and soft skills that are necessary for effective living. The study used a mixed
approach. The survey questionnaires and semi-structural interview questions were jointly
developed by consulting with personnel from key departments such as the Department of
Curriculum Development (DCD), the Vocational Orientation Department (VOD), the
Provincial Office of Education (POE), and UNICEF development partners, ensuring that the
collected data were insightfully reflective of the real context of the implementation program
before data collection. Of the five provinces, including Takeo, Kompot, Siem Reap,
Battambong, and Steng Treng, six lower secondary schools in each province, strongly
supported by the UNICEF development partners in the LSE subject, were chosen for study. The
result showed that the students were at a satisfactory level in local life skills; they thought that
this subject was very beneficial for both their daily lives and their future. Amongst the topic
selections for LSE learning in school, agriculture was still the most popular, followed by drug
addiction, healthcare, environment, and climate change, respectively. The majority of teachers,
accounting for 93%, believed that climate change was very important for integration into local
life skill education. Regarding the teaching method for local life skills, a large number of
students faced several major constraints particularly in the research step when the teacher
applied a six-step process of learning. It was also identified that the student council has played
a vital role in local life skill education. In addition, school peer support was of value and of
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great benefit in strengthening the capacity of school leadership in local life skill education and
in providing scalability.
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1. Introduction

Education can drive children to achieve their dreams and lead fulfilling lives. Having
skills is a crucial thing in any young person’s life and it is also a game-changer in the context
of economics, education, and overall development in any developing country. Skills
enhancement is a key resource for providing and securing jobs, especially for youth, and for
adapting to technological change. In today’s world, children need to develop both hard and
soft skills, ensuring that they are more adaptable and resilient in living harmoniously in an ever-
changing society; they also need to cope with many emerging issues, including climate change,
pandemics, poverty, unemployment, and lack of job security as well as social, emotional,
physical and psychological issues, due to industrialization, globalization, and the fast
development of science and technology. Knowing the importance of life skill education (LSE),
a wide range of countries have mandated life skill education as a compulsory element in their
curriculum, and have various definitions according to their individual educational contexts
(Prajapati, 2017). Sabonati (2015) defined life skills as a group of mental, social, and
interpersonal skills that can help people make informed decisions, communicate effectively,
and develop their coping and self-management skills all within a healthy and productive life.
The goal of life skill learning is to improve the well-being of children and adults as well as
teachers; therefore, they should be trained in the basic skills which are necessary for effective
living. Four main areas of necessary competencies have been identified: 1) identity
development or purpose in life, 2) problem-solving or decision-making, 3) interpersonal
relationships, and 4) physical health (Zipora Shechtman et al., 2015). UNICEF (2003)
categorizes life skills into three general categories with sub-categories which are presented as
follows: 1) communication and interpersonal relationship skills including interpersonal
relationships, negotiating skills, empathy, cooperation, group work, and advocating skills. 2)
creative skills and critical thinking skills including problem-solving and decision-making. and
3) coping skills and personal management skills including the skills to manage emotions and
stress management skills. In another categorization of life skills by UNICEF (2007), life skills
are divided into 10 components: Self-awareness, Empathy skills, Effective communication
skills, Interpersonal skills, Coping skills, Emotional management skills, Problem-Solving
skills, Decision-making skills, Creative thinking skills, Critical thinking skills, and are
incorporated into twelve components of soft skills in the local life skill (LLS) syllabus [Figure
1] (MoEYS, 2019). To realize the success of the LSE program, teachers must be competent,
skillful, and personable (self-confidence) (Gazda et al., 2001). As suggested, teachers need at
least two years of training before they can master LSE (Hord et al., 1987) because that training
would help teachers be confident in influencing students’ functioning and achievements.
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Teachers who have high self-confidence are more motivated to help students who show learning
or behavior difficulties and are more optimistic, democratic, and humanistic in classroom
management than teachers with low self-confidence (Zipora Shechtman et al., 2015).

Taking into account the essential contribution of life skills to children's growth and
development, life skill education (LSE) has been integrated into the national core curriculum
in primary and secondary schools in 145 countries and it is a compulsory subject in 70 countries,
including Cambodia (UNICEF, 2012). Currently, there are 185 schools (43 primary schools,
142 secondary schools) in five provinces of Cambodia with the support of UNICEF
implementing a local life skill program with a new teaching method — problem-based learning
‘PBL’ (Jesse, 2021). Evidence has shown that life skills education (LSE) enhances critical
thinking abilities which directly impact people’s daily lives, careers, and future planning
(Albertyn, 2004), increases mental and physical health, pro-social behavior, and decreases
behavioral and social problems and self-destructive behaviors (Ramesh and Farshad, 2004),
improves interpersonal relationships and reduces aggression and behavioral problems (Smith,
2004), and prevents a wide range of issues and stress such as alcoholism, sexual abuse, smoking
anti-social acts, substance abuse, teenage pregnancies, violence, and bullying, whilst, in turn, it
promotes self-confidence and self-esteem among adolescents (Puspakumarage, 2013). Life
skill education is regarded as critical for meeting the needs of children and young people
growing up in the new era of globalization and increased interconnectedness. Young people
increasingly require the knowledge, skills, and attitudes necessary to navigate the world of
work, be active in their local communities, and become global citizens. Hence, LSE education
will help school-aged children live more fulfilling lives.

In the context of Cambodian education, the local life skill program has been adopted as
one of the core subjects in the School Curriculum Framework 2016. The ministry of education,
youth, and sport has paid great attention to LSE in schools by developing a series of LSE policy
frameworks and LSE implementation guidelines, aiming to educate students mainly from 4" to
12" grade (MOEYS, 2006, 2016, 2019). According to the initial LSE policies, the ministry
aimed to educate all learners with quality and equity, knowledge, skills, behavior/attitude,
expertise, and the ability to effectively respond to social needs. It is separated into two main
categories: 1) Basic skills, which covered three domains: general knowledge (Khmer, Maths,
Environment, Culture, Health, Civics, Community Knowledge, etc.), soft skills (21 skills), and
personal value (behavior/attitude); 2) Career skills, which also covered three domains: basic
skills, technical skills (Agriculture, Handicraft, Service Industry, etc.), and entrepreneurship
(Marketing, Job Seeking, Career, etc.) [Figure 2]. Except for the general and technical high
schools (GTHSs) which aim to provide hard skills in technical and vocational education, the
LSE program is also integrated as a compulsory subject in almost all of upper secondary
education from 10" to 12" grade. Currently, there are 20 general and technical high schools
(GTHSs) in Cambodia, delivering technical education such as Mechanics, Electronics,
Electricity, Agronomy, Animal Husbandry, Food Processing, Information Technology,
Tourism and Hospitality, Landscape Design, Accounting, and Management. Seeing its
indispensable role in improving human resources, Cambodia has set out a short-term vision to
have at least one technical school for each province and a long-term vision to have at least one
technical school for each district for youth upskilling and reskilling programs.

48



Cambodia Education Review Lay, S., et al.

* Creativity » Self management
* Critical Thinking *» Resilience
* Problem Solving » Communication

Skills for %kllls fo;‘

Learning ersona

S Empowerment
Skills for Skills for
Employability || Citizenship

» Cooperation Respect for diversity
* Negotiation » Empathy
* Decision Making « Participation

Figure 1: The illustration of twelve soft skills in the local life skill syllabus (Adapted from
MOEYS, 2019)
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Figure 2: The schematic illustration of Life Skill Education: (A) is denoted “Basic Skill,”
which is integrated into the national curriculum from 1% to 12" grade, whereas (B) is denoted
“Career Skill,” which is taught from 4" to 12" Grade (Adapted from MoEYS, 2016).

According to the previous study on LSE, Home Economics, including cooking skills and
embroidery skills, and simple clothes making, was found to be the most favorite subject (94%)
in the five subject areas, followed by Agriculture (~81%), Art (~46%), Workshop (34.2%), and
Computers (10.5%) in lower secondary education. In addition, the major constraint in LSE was
the shortage of specialized teachers; for example, 84.6% of respondents claimed that they did
not have LSE specialized teachers, hence, most LSE classes were instructed by different subject
teachers such as science teachers (Maths, Biology, Chemistry), accounting for 70% and social
teachers (Khmer, History, Geography, English), accounting for 65% (MoEY'S, 2019). Paola et
al. (2012) also found a similar result of LSE implementation regarding the challenges in LSE
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service delivery in basic education in Cambodia, with insufficient specialized teachers, a
shortage of technical and financial support, a lack of textbooks, poor community involvement
and school leadership in LSE, as well as a lack of awareness of the policy framework and
significance of LSE.

In addition, life skill education is a crucial part of promoting climate adaptation. It helps
all learners understand and address the impacts of the climate crisis, empowering them with the
knowledge, skills, values, and attitudes needed to act as agents of change. Climate change
means a change in climate attributed directly or indirectly to human activity, which alters the
composition of the global atmosphere and is observed over comparable time periods
(UNFCCC, 1992). Climate change is likely to influence not only the environment itself but also
other aspects of human livelihood including society, politics, and the economy. For example,
climate change brings about higher temperatures; change precipitation; raise sea level; and also
intensifies rainstorms, flood, droughts, and heat waves (IPCC, 2001; Jabareen, 2013). It was
reported that natural disasters caused by climate change, such as droughts, floods, hurricanes,
and lightning remain challenges in Cambodia and have seriously affected people’s livelihoods
across the country, especially people in remote rural areas, lowlands, and near to waterways.
However, natural disasters such as storms with strong winds and lightning have caused 79
deaths and injuries while also killing 69 cattle and damaging 11 homes in the first six months
of 2022, representing a significant decrease over the same period in 2021, which had 164 deaths
and injuries (Khouth, 2022). While there is an emerging awareness of the current and potential
impacts of climate change on education provision and learning, it is also clear that education
(formal and non-formal), from primary to tertiary and adult education, has an important role to
play in addressing this change. Education is recognized as an important first step in increasing
resilience. One of the ways to help the education sector as well as other sectors from the
negative impact of climate change is to transform life skill education from the conventional
version to a new version that adapts to climate change and aims at supporting and enhancing
resilience against climate change. Once the life skill curriculum has been reformed, a new
generation of human capital (students) will be equipped with knowledge on why and how to
cope with climate change.

In order to cope with the challenges, especially the severe shortage of teachers, the
researchers aimed to investigate the role of the student council as an alternative source of
exploitation in LSE program implementation in schools. It is reported that many student council
leaders in Cambodia are already engaging in peer-to-peer learning, largely informally, but in
some cases through formal study groups set up outside of class hours. The study also identified
the status of LSE implementation and the impact of school-to-school and province-to-province
partnerships in promoting local life skill education in lower secondary education to document
good practices, lessons learned, and challenges for future possible scalability.

2. Material and Method

The study used a mixed approach. Questionnaires and semi-structural interview
questions were jointly developed by consulting with personnel from key departments such as
the Department of Curriculum Development (DCD), the Vocational Orientation Department
(VOD), the Provincial Office of Education (POE), and UNICEF development partners,
ensuring that the collected data reflected the real context of LSE implementation before data
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collection. Of the five provinces, including Takeo, Kompot, Siem Reap, Battambong and Steng
Treng, six lower secondary schools; ranked basic (2), moderate (2), and good (2) in LSE
performance and strongly supported by the UNICEF development partner in LSE program,
were chosen for the study. Within each province, the respondents of each school were the school
principal, teacher, student council, local expert, and provincial and district education staff in a
total of 68 samples. Only teachers who were in charge of LSE education in the school were
selected as part of the sample. Moreover, the researchers also sought to interview key persons
at the national level who were relevant to the implementation of the curriculum of life skills
and climate change such as DCD, VOD, Department of Youth (DY), and Teacher Training
Department (TTD) with a total of 4 samples. The previous research related to LSE was
reviewed to develop a thorough understanding of the current status of the life skill curriculum,
practice, and role of council involvement as well as the current status of climate change in the
school curriculum.

During a field visit for data collection in May 2022, a few major challenges had been
identified. Firstly, school just resumed in January 2022, after the COVID-19 closure, therefore,
all SLE-supported facilities in school had yet to be well-restored and rebuilt. As noted, most of
the school gardening areas for agricultural practice in school were under rainy water and weed
cover. The facilities in the warehouse were dusty, reflecting that the school had not used them
for so long due to the impact of the school closure. Secondly, some school principals and
teachers were in a busy period during the 5" mandate district council election on June 5, 2022,
causing a major constraint to make an appointment with them. Thus, to help solve the issue, the
researchers used telephone or online interviews as an optional means to complement the field
visit.

3. Results and Discussion

After the analysis of the data, a number of key areas of good practice and lessons learned
from LSE program implementation in the selected lower secondary school were identified as
follows:

3.1 The satisfaction of LSE learning

The vast majority of school principals, teachers, students, PoEs, DoEs, and other
relevant parties agreed that they were strongly satisfied with the LSE program within their
school. A school principal and teacher said, “The students were very keen and curious to learn
the LSE because the teaching method of the subject is very different from other subjects. The
topic selection and the process of learning were a result of the consultation of all relevant
stakeholders, including the school principal, school management committee, teachers, students,
the local community, and local experts. The students can learn both inside and outside the
classroom. When they are inside the class, they learn the theory. When they are outside the
class, they learn through real-life practice and research, which attracts their interest a lot. The
teacher and student are very happy throughout the process of learning. After learning, the
student has a positive change in attitude, new knowledge, creative ideas, collaboration,
interpersonal skill, problem-solving, courage, opinion expression, critical thinking, curiosity,
community involvement, and young leadership skill in particular.” In regards to the student’s
viewpoint, a large number of them said that they could particularly use life skill education like
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agriculture for their livelihood in the future, and understand issues such as daily living,
community development, crop protection, the environment, waste management, and climate
change. The student also attained various soft skills and knowledge in real life, such as courage
when interacting with their communities, presentation, teamwork, leadership, creativity, and
good morality. Seeing the benefit of LSE learning, numerous of them sincerely proposed that
the school increase the teaching from one to two hours per week, the number of LSE teachers,
and the amount of learning material.

Besides, the satisfaction with the life Skills Education program, the results of the
interview indicated that PoE understands the advantages of the implementation program. PoE
both understands the reason why the Ministry of Education put life skill programs in as extra-
curriculum and is aware of the skills students will get from this program, as evidenced by the
following comments:

“This program is very useful for the student to know a variety of learning methods,
particularly in conducting research. Skills are very important for students before
entering the job market because they help them know how to solve problems. Students
will gain knowledge, skills, and confidence in their abilities. After studying life skills,
students will be able to improve their learning skills (innovation, problem-solving),
employability skills (cooperation, negotiation, decision-making), and personal
empowerment skills (self-management, resilience, communication). PoE

Additionally, the findings from the Life skills expert officer at POE and DoE revealed
similar answers to those of the PoOE. They focus on the important points of the program for
developing student learning skills and some issues in implementation as follows:

“This program contributed to the critical thinking and soft skills of students. Students

get more skills such as communication, encouragement, participation, analysis and

reflection, and collaboration,” PoE

“Because the community, students, and teachers are not interested in and involved in

the life skills program, the implementation of the program is very difficult. Some

students think that it is not an important subject (there is no subject in the national
exam, etc.). In schools that have implemented LSE, both teachers and students are more
responsible, and students are braver and have more interaction with their teachers,”

DoE

To respond and further explain the results from the qualitative research, the results from
the consultative workshop of the representatives from 8 departments and 5 provinces, including
POE, the school leader, showed that the life skills program directly impacted the learning needs
of students and the community. It brought up the challenge and the opportunities in the
community to address and share these issues to create innovation in their community. This was
because LSE provided an opportunity for collaboration between schools and communities to
select LSE topics through school-community meetings. The representatives also agreed on the
effectiveness of the implementation of LSE as follows:

- Students can develop knowledge, skills, a positive attitude, and values
- Expand career opportunities with technical skills through the exploration of
information.
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- Sharing the experiences with students and the community

- Give students the opportunities to learn research methods including collecting
information, solving problems, documenting, sharing, and presenting information to the
community

- Creating new jobs in the community is an important part of contributing to community
development.

Furthermore, the representative from Stung Treng also emphasized that after the LSE
program implementation, he observed that both schools and communities are willing to work
together and participate in community work.

In all, LSE learning has value and benefits for upgrading the student’s interest in
learning and skills. The students are more confident in using LSE skills for their lives in the
future; therefore, the school should create a better learning environment (school and community
support, teacher’s absence minimization, and discipline), maximize the LSE teaching hours,
and increase student, teacher, and community involvement to support LSE learning.

3.2 The topic selection in local life skill education

As per the ministry’s LSE implementation guideline, the school had to select two
different topics annually for local life skill teaching. The first topic was taught in the first
semester and the latter during the second. The topics were encouraged to be selected by
participation from the various background of stakeholders such as school directors, teachers,
students, and the community. However, according to the interviews, the topic selection process
was found to be different from school to school. Some schools followed the guidelines, while
others did not. In turn, they implemented the program based on their actual needs and local
context. As noted, in any school that was described as having poor participation from the local
community, the school director assigned the topics by consulting with the LSE teachers and
students aligning with each grade. The school principal selected the topic through participation
from the students, teachers, and community. Any topic that received the highest number of
votes would be chosen. Normally, the topics had to be ready at the early beginning of the school
year. According to the data [Figure 3], agriculture was still the most favorite topic among LSE
learning in school, followed by drug addiction, healthcare, environment, and climate change,
respectively., whereas home economics like cloth weaving and food and confectionery has a
very low percentage, which was opposite to the previous study (MoEYS, DoPo, 2019).
However, when it is combined with other topics in Figure 3, social topics are relatively more
popular compared to livelihood topics (agriculture). From the interview with school principals
and teachers whose schools taught agriculture, they said that agriculture is the most attractive
topic as it is a fundamental life skill and is easy to link with the local community and daily life.
Students were seen to be very interested and enthusiastic about engaging with the school garden
because they could use this skill for their daily lives support as they would learn how to grow
vegetables or look after animals. From the student’s perspective, they also had high hopes of
using agricultural skills in their lives when they finished their study. Interestingly, it was noted
that some schools put agriculture instead of using LSE in the school timetable. Hence, DCD
needs to work with the general secondary education department (GSED) to make sure that the
school timetable is aligned with the school curriculum — the subject is no longer agriculture, it
needs to be replaced by LSE.
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Moreover, a large number of respondents replied that they support the integration of art and
health within life skill education because they are all simple career skills.
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Figure 3: The popularly selected topics of local skill education in the academic year 2021-2022

3.3 Teaching method
Local life skill education was encouraged to use “Problem-based learning (PBL),” which
has six key principles in teaching preparation: Understanding the topic (inquiry process),
Collecting Information, Analyzing the information, Developing an outreach Plan,
Implementation of the Plan, and Reflection and Evaluation (MoEY'S, 2019). PBL is an inquiry
learning technique that encourages students to explore, observe, explain, and learn how to solve
real problems in their daily lives by using evidence-based research. Regarding the teacher’s
interviews, they all stated, “The subject of local life skill education was taught both in theory
and in practice. The students were excited to learn when they could put theory into practice
inside and outside school. The students were inspired to integrate into the community to learn
about real-life problems. For example, one teacher said his students visited the chicken farm
once every month. They needed to interact with the local community, local experts, and all
stakeholders in order to collect and analyze the data for presentation. He accepted that local life
skill was not easy to teach when we follow the six-step process, but it was very useful for
students to strengthen their knowledge, real-life experience, and soft skills.” As observed, the
six-step process is difficult to apply for teachers. From the interview with students, a large
number of them faced several major constraints particularly in the research step because they
did not have enough material and time and it was difficult to meet local experts and community
members due to a lack of coordination and involvement from teachers, who were unfamiliar
with the learning environment. They acknowledged that LSE was important to their lives, but
at the same time, they also made a complaint about teacher absence, learning support, and time.
According to the interviews of PoE, DoE, and expert officers, the opinions were as
follows:
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“Life skills education has many good points that allow students the opportunity to study,
to research, and to learn from a method of learning by research (study linked to
practice). We can integrate and apply this 6-step learning method to other subjects (real
situations) and give students the ability to research any lessons that can be studied at
any given time” Expert officer.

“We can integrate social studies. We can incorporate the 6 teaching steps such as
identifying the topic, data collection, information analysis, planning, implementation,
and reflection on the chemistry subject,” PoE

“Life skills are a part of education,” DoE

Hence, they requested the school, community, local experts, and all stakeholders to
actively support and participate in the learning and teaching with new methods as instructed by
the ministry, as well as increase teaching hours from one to two hours per week.

3.4 Student council

Student councils have played a vital role in mentoring, safeguarding, coordinating, and
monitoring their fellow students to keep them on the same track. The purpose of establishing a
student council is to follow the guidance of a national education policy and to improve school
security management, school policy implementation and development, and school environment
management with the common theme, “Be united to develop our school.” Their daily duties
include monitoring school security, students’ learning performance, health, sanitation,
environment, and so on. Their representative is always invited to make a public speech on a
range of topics such as study performance, school discipline, and the environment after
respecting the national anthem in the morning. Additionally, to highlight the importance of
strengthening school security and safety before, during, and after their school day, the principal
and his board committee have branched out another student security council to ensure safety,
orderliness, and cleanliness in the school.

In some schools, all students are members of the councils. Each class has fiv
representatives who are sometimes elected but sometimes appointed. Students’ representatives
express their enthusiasm for being on student councils although they say it is stressful at the
beginning due to the difficulty in allocating time. Aside from student councils, there are other
opportunities for students to be involved in volunteer and leadership roles; these include
volunteering for my Community’s (VMC) clubs, children’s community groups, and scouts.
According to answers from schools, students showed better behavior, better cooperation, and
better leadership after being taught LLS knowledge. Students wish to have more written
guidance on activities and they show a willingness to implement a greater diversity of activities
if written guidance, training, and more support from adults were available.

According to an interview with a school headmaster, he said, “to make the team active
and effective, the school has to write down a clear policy and strictly control its implementation,
especially at the initial stage. After some years of implementation, the school has no longer any
concerns about the failure of the security policy because the students have clearly allocated
tasks.” He continued, “at present, the security council directly enforces the school regulations
and rules and it has greatly contributed to developing the school as it helps maintain security
and safety, orderliness, and cleanliness. They do not only engage in peer mediation, but they
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also report to and get information from the school management committee.” Regarding the
peer-to-peer learning mode of local life skill education, they were very active in school
activities from the topic selection process to the presentation. They were leaders in the group
and school. For example, they acted as a lead in guiding, interacting, and coordinating their
team to take a site visit with the local community to collect the data. Once the student council
was established, local life skill education was smoothly implemented. They could work
independently, help their peers, and assist the teacher a lot. After learning the local life skills,
they knew how to solve the daily problem, knew how to do research via the internet or library,
and more importantly, they knew how to work and participate in a team by building a strong
sense of love, solidarity, and courage, said the school principals.

Apart from this, the result of the consultative workshop also showed that the student
council contributes to life skills education programs with discipline, environment, hygiene,
social work, coordination, and monitoring of students in schools. For example, the school
management has organized a clear structure, and assigned responsibilities. The student council
performed its role very responsibly, said the Kampot representative. Importantly, the “growing
mushrooms” topic was an example of one of the outdoor activities, in which students could
learn to plant, create and provide compost, store compost, fertilize, detach spores, etc.
Furthermore, the Takeo representative also emphasized that student councils can help invite the
community to participate in the topic selection meeting. They also participated in the topic
selection as well as communicating with local experts to teach, present, or collect data, and
worked with all stakeholders to provide feedback (solve problems) through the events, forum,
debate, etc. Along with these abilities, the student council can lead the development of life skills
on their own and it will continue next year and for years after, with the support of the school
through extracurricular and outdoor activities by organizing a project implementation club to
address both issues with the support of a teacher.

3.5 School peer-support for scalability

School peer support is a good model for local life skill program scalability. According
to the interview, the overwhelming number of PoOE and DoE strongly advocated school peer
support as an effective mechanism for assisting with low performance and unfamiliarity with
local life skill education. A better LSE school could help by providing an example of best
practice via online or offline training, school visiting, or orientation. According to the interview,
one DoE official said, “If any school wanted to improve the quality of LSE learning
performance, my team and | were very eager to help with support, including technique, strategy,
and experience as much as we were able. So far, with the support from the vocational orientation
department and UNICEF, our school located in Siem Reap has helped share best practices
within schools in Battambong province.” At the school level, a large number of school
principals supported the mechanism, while some were reluctant due to inadequately supported
resources: specialist teachers, facilities, budget, time, and teacher training. However, they all
believed this mechanism was a good means of assisting each other, and there were willing to
share. For example, a school principal said, “Although our school currently does not have
sufficient financial resources, we could manage to help our school community by sharing our
best practices and teaching methods on local life skill education as well as learning from each
other.” She continued by saying that local life skill education was very beneficial for the
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student, school and community, hence, local life skill education should be carried out
nationwide among schools.

The optimal way to promote local life skill education was to highlight the significance
of local life skill topics and their benefits; otherwise, it would be difficult to motivate students,
teachers, local experts, and the local community to be involved. Thus, schools are encouraged
to produce videos on LSE good practices to share with other schools and provinces.
Technically, the students tended to enjoy learning outside the class or in their local community;
however, when there was a lack of guidance and coordination from the school, they would lose
interest in their learning. Therefore, school peer support was of great value and benefit to
strengthen the capacity of school leadership in local life skill education and to support
scalability.

In addition to this finding, the result of a group discussion by the Battambong team
showed that both school principals and life skills teachers had enough competency and
technique in the implementation of life skills education programs. They mentioned the
importance of hard skills (agricultural skills, construction work, etc.) and soft skills (sharing
from teamwork, leadership,...) which are part of the life skills education program. In regards
to practical skills, the student council at Samlot High School assisted teachers with various
assignments, including monthly tests, beekeeping, agricultural activity, construction work,
STEM Life Skills practice in Chemistry, and robotics. However, the Kampot team leader
showed that at the school level, both the school principal and teachers had limited knowledge
and technique to share[...] and that they needed more training for teachers, more resources, and
a greater budget.

3.6 Climate change integration in local life skill subject

Raising awareness of the impact of climate change on livelihood and the environment
IS very important, especially for students so that they know how to protect society and the
environment. Cambodia is one of the countries which heavily relies on the agricultural sector,
sharing 25% of GDP (World Bank, 2021). Therefore, raising awareness of climate changes,
including floods, drought, storm, sea level elevation, etc. to protect the environment and natural
resources from disaster risks while protecting sustainable agriculture and people's livelihood is
vitally important. According to the interview, every respondent agreed that climate change
exists and impacted their lives and work. Therefore, there are a substantial number of topics in
the life skill study program, about 1 in 6 of the total number, related to climate change. A
positive sign of raising awareness of protection from natural disaster risks was mentioned by
the school principal, “Students should know the root cause of environmental pollution and
climate change from a global perspective. Then they would be able to know how to contribute
to protecting the community and the earth.” As observed from the interview, climate change
was added as a new subject amongst the local life skill subjects this year with topics such as the
impact of drought on crops, environmental pollution, tree plantation, and waste management.

Climate change is a global issue. Based on the respondents, the majority of teachers,
accounting for 93%, believed that climate change needed to be integrated into local life skill
education. However, the major constraint is that it will require a good teacher who comprehends
the global knowledge related to environmental pollution and the industrialization of developed
countries. In the interview, the school principals stated, “Their teachers did not come across
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climate change training. This was one of the major constraints on teaching. Thus, they sincerely
requested to provide a training course, and documents and to share experience on climate
changes for life skill teachers.”

In addition to this, the results of the consultative workshop showed that the world’s
current issues such as climate change and mental health caused by COVID-19 could be the
subject of life skills with the following additions:

- Strengthen the implementation of existing lessons, especially in the subject of Earth

Science, Environment, Geography, etc.

- Adding in science subjects at the elementary level,

- Create a topic separately based on existing resources (teachers, experts, and research
through technology) and involve stakeholders

- Encourage students and the community to study those topics, for example, reducing the
use of plastic /foam bags, saving electricity, greenhouse gas emissions, and
deforestation

- Study the effects of climate change such as floods, storms, and droughts...

- Maintain awareness of the importance of health to the community

- Find an expert to help teach and provide additional support.

3.7 Implementation of Life Skill program

The result of the implementation program was crucial to building an effective program
through learning skills, integrating the teaching method in curriculum studies, and improving
the shortage of LSE program resources such as teachers, LSE trainers, facilities, and documents.
The interview results with PoE, DoE, and expert officers revealed that they disseminated the
results from project research on the life skills learning program. They not only played a very
vital role during the practice program but also sought support from other sources, as mentioned
in the following paragraph:

- Annually, | disseminate information on the life skills programs or the
implementation results including social issues and career issues. | played a role as
a facilitator in the training course for teachers and fundraising for the
implementation life skills program, said PoE.

- | took part, it was very helpful for the students in their personal growth and
adaptation to the community. | participated in the selection of school topics and
strengthened the implementation of life skills program through meetings [ ......] with
various schools and asked teachers to share their experiences at various stages,
said DoE.

- | disseminated the information on the life skills programs during the workshop,
monitored the implementation program, and shared the teaching methods in further
groups. | organized capacity-building courses, and workshops, shared experience,
and disseminated the implementation to local authorities and stakeholders, said an
Expert officer.

During the implementation life skill program, the school faced a shortage of teachers
that were able to teach this extra subject. Therefore, the school had no choice but to request
other teachers to teach life skills.

58



Cambodia Education Review Lay, S., et al.

- There were not enough teachers to teach life skills programs and it required students to
learn and research on their own. Because of a lack of experts and teachers, schools
decided to use other subjected teachers to teach life skills, said PoE

- Today we got support from another school in the implementation of the life skills
program, said DoE

- Some local experts lacked the skills and methods to share information, said Expert
Officer
According to feedback from respondents about improving the life skills program, one

of them thought that it was doing well because teachers were able to conduct their teaching. In
addition, a local expert officer mentioned that the students studied the basic life skill education
program by researching the topic they chose. These real-world issues should also be included
in life skills education programs because everyone is concerned about both the current situation
and the future. However, DoE had no concerns about the revised program and stated that
climate change, mental health, and plastic use should be included in the life skills program.

Meanwhile, the POE and DoE participants in the implementation program believed that

both school principals and local life skills teachers had the technical ability and confidence to
implement of life skills programs that could meet the needs of students and the community on
their own. Moreover, they think that teachers can share good practices and learning techniques
with other schools, as stated in the following statement:

- | feel confident that we cooperated well between schools. We sent our staff to help
other schools. The school needed technical support and experience to improve. |
wanted students to study life skills education because it was important and
responded to the Rectangular Strategy. Which states that by 2030 Cambodia needs
to upgrade to an upper middle-income country; therefore, students needed strong
skills to reach the goal, said PoE.

- So far, organized by the Department of Vocational Orientation and UNICEF, Siem
Reap has helped Battambang participate in supporting and expanding LLS
implementation, Expert officer.

- We exchanged visits between Samlot High School and Aranya Rainsy Secondary
School in Siem Reap Province. We also exchange visits between Samlot High
School and Sa Kaeo High School, Thailand, said the Battambang team.

Besides, from this individual interview about the implementation of the life skills
education program, the results of the group discussion showed that the majority of teachers and
school principals attended training sessions on life skills programs and disseminated to other
teachers, students, and the community the importance of life skills education at the local level.
Based on the response of the Kampot team, school principals and life skills teachers have the
knowledge, technical skills, and confidence to implement life skills education programs that
meet the needs of students and the community themselves because they are highly committed,
prepare a clear action plan via a meeting between the community, teachers, and student
representatives to choose the topic. In particular, teachers had prepared a clear teaching plan
for student involvement at each stage.
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3.8 Challenges

Local life skill education was one of the core subjects in the national curriculum. Within
this subject, the teacher is encouraged to use an inquiry-based learning approach in order to
attain the 12 soft skills. Along with the local life skill learning process, there are several
challenges as follows:

3.9 Lack of participation, coordination, and guidance in local life skill learning

The main aim of local life skill education is to encourage student to learn outside of
class or participate in the local community to improve their soft skills. They need to study or
research independently under the coordination of the school in their local community. The
student would be able to interact with the local people to get information or data for analysis.
Finally, they are asked to share their findings with their class. Any school which had good
coordination from their teacher or school principal was found to be more successful in LLS
learning. The students were more active and well-integrated into the local community. It was
found that a number of schools did not have good coordination in LLS learning, which was a
key reason the students lost the chance to interact with their local community. Most students
earnestly requested that the school principal and teachers strengthen their coordination with the
local community and local experts to create a favorable environment for students to learn in
their local community. Moreover, regarding the interview, some teachers did not know the
concept of “problem-based learning,” so they did not how to coordinate or guide the student’s
participation in their learning; for example, some teachers stated that they had never guided the
students with learning in the local community. These teachers thought that local life skills
mainly focused on agriculture, hence they asked the student to grow vegetables in the school
garden as the learning practices for this subject. Similarly, one PoE and DoE admitted that it is
difficult to engage the relevant stakeholders in the implementation and dissemination of the life
skills program. Therefore, it is believed that when there was stronger coordination, there would
be more interactivity between the students and the community in building up the LLS learning
environment.

3.10 Lack of knowledge of LSE implementation guidelines

The LSE implementation guidelines were comprehensively produced to fulfill the need
for LSE teachers to improve their teaching and learning in their schools. From our observation,
some LSE teachers have never known or read these guidelines, and they did not have an interest
because it was not relevant to their specialized skills. The teachers who taught local life skill
education came from various subjects such as English, Khmer, Physics, Math, Geography, etc.
The current context, the way to recruit LLS teachers, is either voluntary or by appointment from
the school principal to take a role regardless of their specialty and background. After the
interview, it was revealed that because of unavailable teachers, the school principal and office
staff took charge of local life skill teaching. As observed, life skill education in school was
considered an elective subject due to a lack of knowledge of the LSE implementation
guidelines, learning support, funds, community participation, and a shortage of teachers.
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3.11 LLS teacher’s capacity building

Although it was stated that 82% of the LLS teachers had been trained in a short course
on life skill education, this was not sufficient to address the needs of teachers. From the
interviews, some teachers said, “We were invited twice to take part in the LLS short course.
We agreed that the short course was very important and helpful in upgrading our knowledge
and way of thinking. Hence, we requested more training both online and offline means to
improve our teaching capacity in local life skills. Previously, we did not understand a lot about
the concept of local life skill education. After training and exchanging experiences with local
school teachers, we realized that local life skill teachers needed to guide the students to learn
with a local community to improve their soft skills. The students learned how to define and
solve the real problems in their local community themselves.”

4. Conclusion

As identified from the study, the students were satisfied with learning local life skills;
they thought that this subject was very beneficial to their daily lives and their future. Moreover,
it was found that agriculture was still the favorite topic amongst LSE learning in school,
followed by drug addiction, healthcare, environment, and climate change, respectively, where
home economics like cloth weaving and food and confectionery were low. The majority of
teachers, accounting for 93%, believed that climate change must be integrated into local life
skill education. Regarding the teaching method of local life skills, a large number of students
faced several major constraints particularly in the research step because they did not have
enough material and time to support when they went to collect the data for analysis and it was
difficult to meet local experts and community members due to a lack of coordination and
involvement from teachers. They also made a complaint about teacher absence, learning
support, and time. It was also identified that the student council has played a vital role in local
life skill education. They were the most active components in topic selection and the process
of learning. In addition, school peer support was of great value and benefit to strengthen the
capacity of school leadership in local life skill education and to support scalability. However,
there were some challenges identified, including a lack of coordination and guidance in local
life skill learning, a lack of knowledge of the LSE implementation guidelines, and a need to
improve LLS teaching capacity.
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5. Key recommendation

Local life skill education really needed strong coordination and guidance with the local
community in order to facilitate the students learning. The improvement of coordination
and guidance by the school with the local community is the most needed mechanism
for a positive learning environment for students. Therefore, school principals, teachers,
school management committees, local authorities, and other stakeholders should work
closely and support each other to address this challenge.

The student council played a vital role in the LLS learning process. They participated
actively in the learning activities. The student council needs to be used to implement
LLS, especially with respect to the environment, tourism, and agricultural sectors. They
could work independently, help their peers, and greatly assist the teacher. Hence, the
school needs to strengthen student councils or clubs to create a favorable learning
environment. Peer-to-peer learning, whether through student councils or voluntarily,
has been shown to have great benefits for both the learner and the teacher. Students not
only improved their understanding of the course content, but also developed
communication skills, teamwork, leadership, confidence, and respect for peers, which
made the process more professional.

The integration of climate change into the LLS is strongly supported by the teachers,
principals, PoE, and DoE. However, the knowledge of teachers relevant to climate
change is a challenge. Therefore, to make climate change a prioritized topic, more
training should be provided. Alternatively, it is necessary to work with universities to
give university students credit for a semester of teaching. Being a good teacher is
important for success in almost every aspect of life. Cambodian university students,
who have already clearly shown an interest, could be employed as climate change LLS
teachers for a month, three months, or a semester of university credit. This might be
appropriate to promote both science (ecology, forestry, environment, and biology)
students as well as social science students of education. MoEYS could work with
universities to build this program into the coursework for students.

A school peer-support mechanism is overwhelmingly desired to scale up the local life
skill programs in other schools. To better implement this, the core school should be
provided more support in term of resources such as learning equipment, online and
offline documents, short video clips, technical training, and funds.
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